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Abstract

This study investigated the effects of vocabulary games on primary school students’
English vocabulary learning particularly examining their effects on vocabulary learning
motivation, peer-interaction, and achievement. Guided by the Socio-cultural Theory and the
Social Constructivist Model, an experiment was conducted to see the differences in students’
vocabulary learning with and without games between randomly selected experimental (N=49)
and control (N=48) groups. The experimental group learned vocabulary lessons through four
games; namely: Memory Game, Outburst, Chain Game, and At the Zoo whereas the control
group followed the conventional methods. A pretest posttest comparison group quasi-
experimental design and a convergent parallel design type of mixed methods design were
employed. The participants of the study were grade six students at Atse Sertse Dingil Primary
School, Bahir Dar. For data collection purposes, tests, questionnaires, interviews, and
observations were used. While quantitative data were computed using One-way MANOVA after
several assumptions were checked qualitative data were analyzed descriptively and thematically.
The findings of the study showed that after the intervention the experimental group significantly
excelled the control group in overall vocabulary learning (Wilks’ A = 0.840, p<0.05).
Nevertheless, with respect to the univariate tests, this comparison was found to be significant on
vocabulary learning motivation (p<0.05) and achievement (p<0.05) while peer-interaction
remained non-significant (p<0.05). The qualitative evidence associated with these variations was
also explained. Based on the findings, it was concluded that vocabulary games are worth-
considering for teaching English vocabulary to students in the primary school, especially to

improve learners’ vocabulary learning motivation and achievement.

Key words: Vocabulary games, motivation, peer-interaction, achievement, Bahir Dar
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Chapter One: Introduction

This chapter provides general introduction to the background, rationales, objectives,

significance, and scope of this study.
1.1. Background of the Study

As far as vocabulary learning is concerned, such approaches to language teaching as
Grammar Translation Method (GTM), the Direct Method (DM), Audio-lingual Method (ALM),
the Silent Way (SW), and Total Physical Response (TPR) lay emphases on the use of
memorization of long lists of vocabulary with their equivalents in the students’ native language,
commenting and explaining about the meanings of words in students' L1, and introducing items
through imperatives. In terms of tasks, these approaches advocate the use of texts, passages and
dialogues that are often tailored less naturally (Nunan, 2004). Nevertheless, this is anachronistic
which inhibits effective communicative practices in general and vocabulary learning in particular
because meaning is taught directly and vocabulary is recycled by means of word charts wherein
a direct relationship between form and meaning is needed (Celce-Murcia, 1991). Instead, the
communicative and task-oriented essence of vocabulary learning is vitalized in two of the
language teaching approaches that are being highly used today: Communicative Language
Teaching (CLT) and Task-based Language Teaching (TBLT). In the eyes of these approaches,
vocabulary learning is exalted because meaning is principally overemphasized as a creator of
effective communication conveyed through task-embedded practices (Nunan, 2004; Richards,
2006; Richards & Rodgers, 2001).

CLT and TBLT view vocabulary learning as a means of developing communicative
competence maintained within a context through tasks - activities which are designed to help

achieve a particular learning goal (Richards, 2006). For these approaches, tasks are believed to



facilitate and endorse students’ language learning (Larsen-Freeman, 1993). Unlike exercises
which have a limited focus on a particular language item and a clear linguistic outcome, tasks
emphasize acts of communication manifesting real life activities without a specific linguistic
outcome (Motlagh, Jafari & Yazdani, 2014).

According to Richards (2006), a task is an activity which learners carry out using their
existing language resources, has an outcome which is not simply linked to learning language
though language acquisition may occur as the learner carries out the task, involves a focus on
meaning, and calls upon the learners’ use of communication strategies and interactional skills. In
particular, a vocabulary task involves authentic activities which are used to promote students’
communication and involvement in classes, and provides opportunities for learners to focus not
only on knowing words but also on the learning process itself (Nunan, 2004). Through tasks
which encapsulate games, role play and other problem solving activities, learners can create an
atmosphere of real-life situations, use the language for communicative purposes, form social
interaction using the target language, and untangle their problems through communication (Gray
& Klapper, 2009; Hossen, 2008; Richards, 2006). Many recent studies have concomitantly
embarked on the use of games as interactive tasks in improving students’ vocabulary learning
(Chou, 2014; Motlagh, Jafari, & Yazdani, 2014; Sarani & Sahebi, 2012; Thanh & Huan, 20112,
Ziyaeemehr, 2013).

Finding an agreeable definition of games is not easy as scholars forward various
definitions based on diversified contexts and characteristics. In many studies, games are loosely
defined as tools or activities setting up clearly presented goals to create a situation governed by
rules (Aldabbus, 2008; Brumfit, Moon & Tongue, 1991; Hornby, 1995; Rixon, Flavell &

Vincent, 1991). However, this definition is quite slack as it does not make any logical distinction



between games and other classroom activities and exercises. By comparison, Prensky (2006)
gave an ambitious definition of games as interactive plays that teach learners goals, rules,
adaptation, problem solving, and interaction by providing enjoyment, passionate involvement,
structure, motivation, ego gratification, creativity, social interaction and emotion. This definition
is heavily loaded with manifestations of the virtues of learning implying that all these could be
found in a game which seems unrealistic in practical terms.

As a go-between for the above mollifying extremes, Richards, Platt and Platt (1992) gave
a relatively systematic definition of games. They view a game as “an organized activity that
usually has three properties of a particular task: a set of rules, competition between players, and
communication between players (p. 153).” This definition asserts that a game is a specific task in
the form of structured and well thought-out activities. In it, rules are designated for learners to
adhere to; sense of peaceful competition is induced to arouse learners’ motivation to arrive at a
certain goal, and there is a room for learners to work cooperatively and interactively.

Wright, Betteridge and Buckby (1994) explained the linkage between games and
language learning as a context in which learners want to take part and the target language is used
meaningfully and at ease. In order to do this, learners engage in trying to understand what others
are saying or have written, and speaking or writing to express their own point of view. As
forYolageldili and Arikan (2011), language games are regarded as real life situations brought to
the confinement of the classroom to provide learners with an opportunity to use the language.
This seems to agree with Langran and Purcell’s (1994) view of language games in which a
language game is conceptualized as a tool used in the classroom to set an instigating context for
learners to use the target language in a stress-free environment with the maximum possible free

expression in order to carry out a simple task, solve a problem or communicate a piece of



information. It encourages language learners to experiment with and explore the target language
offering plenty of opportunity for unrehearsed use of the language.

Gredler (1992) mentions four general purposes of using games in the language
classroom. The first purpose is to practice and/or refine already learned skills. This helps to
review and revisit an already established knowledge. Secondly, they are used to identify gaps or
weaknesses by assessing existing predicaments in students’ language learning. Thirdly, they
serve as a summation for recapping daily lessons in order for students to stress on subjects of
discussion during summarization. Fourthly, they are used to develop new relationships among
concepts and principles. These different purposes make language games important for both
language learners and teachers. They foster cooperation and emphasize planning and delivery
through enjoyment and relaxation which makes learning by playing entertaining in which
language is used in a creative and communicative manner.

Language games not only bring fun to the class but also encourage learners to direct their
energy toward language learning by giving them meaningful contexts. They further help students
learn the language while they are engaged in the game and enjoy it without noticing that they are
learning the language, and teachers enjoy presenting the language in a playful atmosphere
(Aldabbus, 2008; Brumfit et al., 1991; Hornby, 1995; Ojeda, 2004). In line with these views,
Sorayaie (2012) and Bekiri (2003) suggest that games should be included in students’ vocabulary
learning because children learn words best when learning is accompanied with performance and
action and the teacher gets the chance to help students acquire new forms and lexis in an
effective way.

Language games that facilitate the learning of vocabulary are termed to be vocabulary

games which include pictures, gestures, drawings on the board as well as analytical definitions



(Nation, 1990; 2000). Vocabulary games bring real world context into the classroom, and
enhance students' use of words in a flexible, communicative way. These games give learners of
English as a Foreign Language (EFL) a practical instant need to utilize words and linguistic
items for communicative purposes and encourage them to sustain their interest and work by
removing affective filters from their mind which is not usually possible in a traditional
vocabulary lesson. Additionally, vocabulary games give shy students more opportunity to
express their opinions and feelings as well as enable learners to acquire new experiences within a
foreign language (Aslanabadi & Rasouli, 2013; Hansen, 1994; Huyen & Nga, 2003; Sorayaie,
2012). In a nutshell, lexical meaning of words, the concentration effect and maintenance of
attention span, association with different skills, review and reinforcement of learning goals, rapid
rectification of errors, getting feedback as well as improving self-esteem are some of the various
gains of vocabulary games which make them pedagogically valuable for foreign language classes
(Jafari, Madani & Maghsoudi, 2013).

Despite the prevailing assertion that games should be a part of students’ vocabulary
learning, in mainstream education in general and in language teaching in particular, the debate
about the advantages of games in improving students’ learning has remained contentious and
unsettled as studies show inconsistent findings. For instance, Dalton (2005) found through the
use of Bingo, Concentration, Memory Chain, and Jigsaw games that games are highly useful not
only for learning isolated vocabulary but also for expanding into the domains of sentences and
discourse. Similarly, Chou (2014) indicated that games, songs, and stories positively affect
learning by increasing students’ English vocabulary. In favor of these findings, Blunt (2007) and
Chen and Michael (2005) reiterate the growing impact of vocabulary learning games on

supporting students’ language use and maintaining improved general learning and performance.



On the contrary, Cook (2000), Paul (2003), and Wood and Attfield (1996) indicated that because
they are designed with specific curriculum objectives in mind and educational outcomes take
precedence over game play, games provide only superficial learning opportunities that do not
satisfy students’ educational needs.

Games are a natural part of the lives of young learners who are enrolled in primary
schools aged between seven and fourteen (NAFSA, 2012). Young children learn languages as
naturally as they learn to run and jump, paint and play (Dalton, 2005; Squire & Jenkins, 2003).
Normally, children love to play games in classes, in their off-hours, and even as part of their
private contemplation. Because children have a natural companionship with games, they could
maintain language learning through games without being stressed or inhibited which is not often
the case in more customary modes of learning. They do not develop social attitudes towards the
use of one language as opposed to another and hence are more cognitively open to another
language (Ellis, 1985c). At this stage, young learners can learn a foreign language more easily.
One theory that supports this is the critical period hypothesis which remarks that people’s age
between six and thirteen years is a biologically specific period of life after which certain abilities
of acquiring a language decrease (Lenneberg, 1967). Nedomova (2007: 28) argues that:

Young learners are not able to pay their attention for more than 10-20 minutes[,]
and after that they start to be bored and tired. Especially when teaching is too
dependent on rules and memorization, they start to lose their interest and
motivation. Young learners like being physically active as they learn by doing.
Moreover, they are imaginative and creative and they learn without being aware
of it. Besides, young learners use their previous experience, knowledge, several
skills, and abilities. Therefore, the best way to direct this capacity in teaching is
using games.

This issue is important because through the use of interesting activities and tasks it is
possible to capture young learners’ attention for relatively lengthy time, engage them in the

teaching and learning process as the focus is on the learning process, and they construct meaning
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by themselves. Furthermore, providing young learners with bodily-kinesthetic activities such as
carrying out hands-on activities is a great help for them to understand the target language due to
the fact that they eagerly explore the language to understand through the physical activities. As

such, games could be one of the best ways to direct young learners’ energy toward the different
skills and areas of a language (Cakir, 2004).

In Ethiopia, English is given as a subject to young learners starting from primary level
because students are assumed to encounter significant communicative problems in later grades
unless they learn the language beginning from earlier stages. In the subject, vocabulary occupies
a central place to lay the foundation for students’ language use. Sorayaie (2012) indicates that
vocabulary learning is prioritized in students’ language learning in early years because the
acquisition of most of the vocabulary characteristics of an educated adult occur during the years
of schooling. Piaget’s (1970) theory of Cognitive and Affective Development affirms that young
learners are always interested in recognizing and knowing new words; they stand to repeat new
words over and over again so that they will memorize them.

Ethiopian primary school English textbooks focus on ways of organizing, practicing, and
presenting new vocabulary to make words accessible and memorable to students. As a result, the
importance of games for students’ vocabulary learning has perhaps been paid little attention in
the language classroom, and students in primary schools seem to be denied of the potential
advantages of games. This was partially confirmed by a preliminary assessment one of my
advisors and | conducted. The assessment showed that although the textbooks incorporated only
a few games ranging between none and three, most primary school English teachers felt
favorably towards the importance of language games to students’ learning of English,

collaborative work, critical thinking, and problem solving skills (Boersma & Manendante, 2016).



However, most of the teachers had no idea as to how games could support language use in
general and vocabulary learning in particular. In this respect, the present experimental study
investigated the effects of vocabulary games as language learning tasks on primary school
students’ English vocabulary learning.

1.2. Statement of the Problem

Proponents of CLT and Task-based Instruction (TBI) argue that as a dimension of
communicative competence, foreign language vocabulary can be developed as a by-product of
engaging learners in interactive tasks (Nunan,2004; Richards, 2006). In classrooms where
interactive tasks are used, the focus is on students as well as the classroom process, and effective
vocabulary learning results from using the right kinds of interactional methods. Contrarily,
research findings reveal that this has not been realized in Ethiopian English classrooms
principally due to the domination of traditional approaches of language teaching (Anto, Coenders
& Voogt, 2012; Baynesagn, 2009; Lakachew, 2003). The overarching traditional approaches in
this regard include reading literary texts to develop students’ mind through tedious experience of
memorizing endless lists of vocabulary, giving extensive oral instructions with very little
opportunity for them to participate in class interactions, and repeating words and lexical items
individually or in chorus (Bikila, 2016; Gebreegzabhar, 2016).

A feature of the pervasiveness of these traditional approaches in Ethiopian English
classrooms is that students are denied of tasks which involve real language communication for
carrying out meaningful activities and are essential for language learning by supporting the
learning process. Learning in such classes demotivates learners because they are not the focus of
the educational process and have a limited room to construct meaning based on what they know,

decreases their opportunities to interact with their peers constructing meaning by experimenting



the target language as they learn unnaturally, and ultimately glitches their learning achievement
(Brown, 2000; Ellis, 2003; Richards & Rodgers, 2001). This seems to deter students’ acquisition
of the required level of vocabulary knowledge, use of the target language for communicative
purposes, and improvement of academic achievement per sé.

Many researchers and stakeholders of the education sector reiteratively complain that
Ethiopian students’ English language performance in general and vocabulary knowledge in
particular are significantly deteriorating showing no sign of improvement over the years (Bikila,
2016; Gebreegzabhar, 2016; Getnet, 2008; Miressa, 2014). The aforementioned researchers
found that many students at different levels of education lack the vocabulary needed not only for
real-life situations such as informal interpersonal communications, job interviews, and showing
directions but also for academic purposes like introducing oneself, explaining concepts, and
describing objects. One reason for this could be that students’ are not learning vocabulary in a
motivating and interactive manner beginning from primary school.

Further research findings revealed that Ethiopian students’ English language learning
motivation is low (Berhanu, 2010; Temesgen, 2013). According to Bikila (2016), the tasks used
to teach vocabulary are predominantly traditional and teacher-based including questioning and
answering, giving instruction and explanation, teaching the meaning of words in isolation, and
translating. Similarly, the vocabulary tasks teachers use lack authenticity and discourage
meaningful language use (Gebreegzabhar, 2016). Richards and Rodgers (2001) argue that such
tasks demotivate learners and discourage classroom interaction by repudiating both the input and
output processing necessary for language acquisition whereas “it is easy in L2 learning to claim
that a learner will be successful with the proper motivation” (Brown, 2000:160).“A motivated

learner wants to achieve a particular goal, devotes considerable effort to achieve this goal and



experiences in activities associated with achieving this goal” (Gardner & Mclntyre, 1993: 02)
whereas a demotivated learner practices language in the classroom poorly, interacts with peers
diminutively, and strives and achieves low (Darfilal, 2015).Thus, a call for motivating
vocabulary tasks seems imperative in order that students can enthusiastically engage in the
teaching learning process, construct meaning based on their knowledge, and use the language for
communicative purposes by practicing with their peers.

While this can be chosen from a range of options language games have recently been
advocated as most stimulating and effective, especially for English language learners at primary
level (Aldabbus, 2008; Aslanabadi & Rasouli, 2013; Chou, 2014; Yolageldili & Arikan, 2011;
Yu, 2005). Despite the unsettled argument as to how they support students’ language learning,
language games are believed to integrate learners’ psychology, reality, learning, language use,
and natural environment together by offering a stress-free and motivating learning environment.
Games have a great pedagogical value providing young learners and teachers with many
advantages when they are used in foreign language classes and can be considered useful and
effective tools that may be applied in vocabulary classes (Sorayaie, 2012).

Yolageldili and Arikan (2011:220) note that “games are full of fun which lead to
successful learning; learners are required to cooperate to achieve the goal[,] and most learners
enjoy cooperation and social interaction...when cooperation and interaction are combined with
fun, successful learning becomes more possible.” This assertion relates to the following research
findings. Huyen and Nga (2003) observed the differences between language learning game use in
selected classrooms and attitudes toward learning in control classes. In the classes which used
games, the students found the atmosphere more relaxed and conducive to learning. They were

learning vocabulary more quickly in the game environment than by using more ‘traditional’
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methods such as mere copying and remembering, and looking up new words in a bilingual
dictionary to find their meanings. Additionally, a study conducted by Aldabbus (2008) dealt with
the impact of language games on classroom interaction and pupils’ learning in EFL primary
classrooms. The study employed a multi-method research design combiningquantitative and
qualitative research methods. The researcher concluded that significant differences were found in
the nature of classroom interaction between traditional and language games-based classes. It also
emerged that students who used language games were more successful than their counterparts in
the traditional classes in producing more and longer utterances containing English.

The current ‘digital-native’ (Prensky, 2001) generation is fond of playing and favors
edutainment. Thanks to the invention of mobile phones and tablets, children are having access to
learn while playing. Children are often observed playing and manipulating games and
simulations easily on their parents’ mobile phones. While the digital world, the state-of-the-art,
seems more exhilarating and appealing to these children it would be too imprudent and ambitious
to jJump onto using them for classroom purposes ahead of educational games. The use of
educational games, let alone very modern digital games, in Ethiopian English classrooms is rare,
and the area, by and large, seems overlooked.

In Ethiopia, empirical studies on the use of games in general and vocabulary games in
particular are scant, if they exist at all. The latest and well organized studies conducted in such a
way date back to the late 1980s and the early 1990s. Ogbay (1989) conducted an experimental
study on the use of language teaching games and activities in Ethiopian government primary
schools with a focus on developing communicative abilities in speaking skills of grade 5
students. In her research, Ogbay (1989) found that the group which used games achieved

improved communicative speaking abilities and significantly better results than the one that did
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not use any games. Similarly, Zewdu (1992) investigated the use of language games to ease
learners’ vocabulary learning with a focus on 10" grade students in which he came up with
findings favoring the use of the games. Moreover, as opposed to the suggestion forwarded by
researchers (Bekiri, 2003; Sorayaie, 2012), there are only a few games included in the textbooks
of grades 1 to 8. This further implies that language games are given less attention to support
learning, let alone to be used as a stand-alone technique. Hence, based on the abovementioned
premises, the present study investigated effects of vocabulary games on students’ vocabulary
learning with a specific focus on Ethiopian primary school students.
1.3. Research Questions and Hypotheses
Creswell (2009) recommends that in studies like this that employ mixed methods

approach devising both research questions and research hypotheses helps to set a balance
between quantitative and qualitative explanations. Based on this and in line with the specific
objectives of this study, the following research questions and hypotheses were formulated.
1.3.1. Research Questions
1. How does the use of vocabulary games affect students’ vocabulary learning motivation?
2. How does the use of vocabulary games affect students’ peer-interaction during vocabulary

learning sessions?
3. How does the use of vocabulary games affect students’ vocabulary learning achievement?
1.3.2. Research Hypotheses
1. HO: There is no significant difference between the control group and the experimental group

with regard to the overall effect of vocabulary games on students’ vocabulary learning

motivation, peer-interaction, and achievement.
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2. HO: There is no significant difference between the control group and the experimental group
with regard to the univariate main effect of vocabulary games on students’ vocabulary
learning motivation.

3. HO: There is no significant difference between the control group and the experimental group
with regard to the univariate main effect of vocabulary games on students’ peer-interaction
during vocabulary learning sessions.

4. HO: There is no significant difference between the control group and the experimental group
with regard to the univariate main effect of vocabulary games on students’ vocabulary
learning achievement.

1.4. Objectives of the Study
This study attempted to address the following general and specific objectives.
1.4.1. General Objective
The general objective of this study was to investigate the effects of selected vocabulary
games on Ethiopian primary school students’ English vocabulary learning with a focus on grade
six students at Atse Sertse Dingil Primary School, Bahir Dar.

1.4.2. Specific Objectives

Pertaining to the above general objective, this study aimed to:

1.4.2.1. examine the effects of vocabulary games on students’ vocabulary learning
motivation.

1.4.2.2. investigate the effects of vocabulary games on students’ peer-interactions during
vocabulary learning sessions.

1.4.2.3. examine the effects of vocabulary games on students’ vocabulary learning

achievement.
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1.5. Significance of the Study

Studies on language games in Ethiopia are rare. The roles of games in supporting
students’ vocabulary learning have remained understudied. To my knowledge, this study is the
first attempt to link vocabulary games and vocabulary learning motivation, peer-interaction, and
achievement, to say the least in Ethiopia. Mainly intended to bridge the research gap, this study
is hoped to be important in different ways.

Firstly, it may contribute to the array of research on the pedagogical use and implications
of vocabulary games to primary school students’ vocabulary learning. Although motivation is the
key to foreign language learning, it is often paid little attention in discussions of several
approaches to language teaching and learning. Even most studies that emphasize the importance
of motivation to language learning are tied up with ostensibly evidence-based suggestions of
games as motivational tools in the language classroom. Hence, this study attempted to make a
truly evidence-based contribution to the internationally proliferating literature on the use of
games in primary schools.

Secondly, the results of this study are believed to help primary school students. Although
the focus of this study is on grade six, the findings of the study may also be applied to other
grade levels in the primary school due to the characteristics students in these grade levels share
as young learners. Most young students are naturally fond of playing. And framing the language
classroom in a way that they learn naturally by playing could enhance their achievement as well
as language use. Learning through playing vocabulary games brings a relaxing atmosphere by
clearing students’ anxiety and stressful moments, and helps them meet the required word
knowledge in their respective grade levels. Therefore, the results of this study could contribute to

make vocabulary lessons motivational and interesting for students.
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Thirdly, teachers may benefit from the results of this study. They could gain alternative
techniques of vocabulary teaching to make their English classroom motivational, interactive and
effective. The use of the traditional approaches seems to detach teachers from students.
However, interactive tasks such as games could be used to create a generally cooperative
classroom atmosphere by placing the teacher alongside his/her students.

Fourthly, this research could be beneficial to curriculum designers and material
developers. It may give them an insight into what vocabulary games are about as far as their
effect on primary school learners’ English vocabulary learning motivation, peer-interaction, and
achievement is concerned. This helps to prepare different game-embedded materials which could
reinforce learners’ knowledge of words. Finally, the findings may inspire other researchers to
conduct studies on the different aspects of the variables deemed in this study. They may initiate
future researchers’ inquisitiveness with regard to the use of vocabulary games and instigate
arguments and critical assessments.

1.6. Scope of the Study

This work focused on effects of vocabulary games on primary school students’ English
vocabulary learning. It dealt with only vocabulary learning as this skill lays foundation for
effective language learning by interconnecting the other fundamental language skills. Alderson
(2005) and Schmitt (2010) note that a learner’s vocabulary is an indispensable part of mastering
a foreign language which in turn expedites language performance by staging the platform for
learners to bear their own stake in a series of communications. And vocabulary is usually
considered more suitable to teach to primary school students via games (Chou, 2014).

Four non-digital educational vocabulary games namely Memory Game, Outburst, Chain

Game, and at the Marketwere used. Non-digital games were used mainly because they are easier
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for classrooms that do not usually employ game-based learning whereas digital games are

complex for beginner game users as they correlate even with learners’ overall life styles (Huyen

& Nga, 2003; Jafari, Madani, & Maghsoudi, 2013). A combination of quasi-experimental design

and convergent parallel design was used by taking two intact classes and randomly assigning

them as control and experimental groups. The study was also delimited to a randomly selected
primary school in Bahir Dar City, Ethiopia named Atse Sertse Dingil and focused on grade six,
the last grade level at which primary school students learn all the subjects except English in their
mother tongue. Hence, the students are not exposed to the knowledge of English words in the
other subjects.
1.7. Definitions of Key Terms

For the sake of keeping consistency throughout this research, a list of key terms and their
definitions used for the purposes of this study are presented below.

Peer-interaction: means the social phenomenon and cohesion of vocabulary learners’ relation
with other people of similar attributes aiming to work closely and interdependently for
achieving the expected goals of a task (Hancock, 2004).

Vocabulary achievement: is an outcome of learning manifested by students’ results along with
their understanding of a vocabulary lesson (Sutrison, 2007).

Vocabulary game: is a procedure and rule-governed play involving means of knowing a word
through manageable challenges, competition, and interaction among learners. It is
presented through pictures, gestures, drawings on the board as well as analytical
definitions aimed at facilitating vocabulary learning (Nation, 1990, 2000; Yahoui, 2012).

Vocabulary learning motivation: is a combination of effort, desire and positive attitudes

towards the learning of foreign language vocabulary (Gardner, 1985).
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Chapter Two: Review of Related Literature

This chapter discusses the nature of vocabulary learning and its relationship with games
along with the associations between vocabulary games and language learning, motivation, peer-
interaction, and achievement.

2.1. The Nature of Vocabulary Learning

This sub-chapter deals with the general body of knowledge about vocabulary learning, its
importance, and its nature through the use of games.
2.1.1. Vocabulary Learning in a Nutshell

The realm of vocabulary teaching and learning has been vastly probed and reanimated
over the past years, and its reputation is being more widely realized in the field of English
Language Teaching (ELT). Scholars (Chomsky, 1995, 2000; Harmer, 1991; Schmitt, 2010)
discuss that for students to learn a foreign language better vocabulary should take unprecedented
primacy over the other language skills as it nurtures and directs the academic success of
language learners. Indeed, not only foreign language but also mother tongue competencies of a
learner highly depend on manipulating the word-domain of a language.

Needless to say, vocabulary learning is intensely associated with the other language
skills, and it intersects with speaking, listening, reading, and writing. Alderson (2005) and
Schmitt (2010) note that a learner’s vocabulary is an indispensable part of learning a foreign
language. For effective communication to occur in a foreign language, a learner should retain
adequate number of words and use them accurately (Huyen & Nga, 2003; Richards & Renandya,
2002; Sorayaie, 2012). This, in turn, expedites language performance by staging the platform for

learners to bear their own stake in a series of communications.
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The multidimensionality of vocabulary learning was brought into light after it had been
largely ignored in the early 1980s(Shen, 2003). During that time, the ELT classroom offered
vocabulary limited room by soothing notional and functional aspects of language. Deprived of
sectional autonomy, vocabulary learning was rather considered pooled with the overall
framework of ELT (Ostyn & Godin, 1985). As a result, the materials dedicated to the skill were
very few. However, from the 1980s on, thanks to the loyalty of the language pedagogy,
vocabulary overstepped all the hurdles and appeared as equivalently important as grammar
(Nation, 1997). Ever since the place of the skill in ELT was redirected, that discrimination and
avoidance vanished seemingly no longer to occur. This, consequently, gave rise to research into
its theoretical stances and classroom practices. Researchers also began to realize that the
difficulties learners encounter, both in reception and production, often result due to lack of
adequate vocabulary which even extends in situations where people possess higher language
competence and performance (Nation, 1997). Since, for various reasons, the unlikely mastery of
the skill demands a lot of effort, systematic learning enables users to develop it.

It is generally taken for granted that vocabulary is an essential tool for using a language
for communication whereas a lack of adequate vocabulary could break down effective
communication. This skill is a core component of language proficiency providing the basis for
how well learners speak, listen, read, and write (Richards & Renandya, 2002). A simple
definition of vocabulary is put by Hornby (1995) as the total number of words in a language.
Emphasized in this definition are words which Todd (1987) comprehensively explains with four
elements: orthographic - having a space on both sides, morphological - the form, lexical - all the
forms a word can take which are clearly related by meaning, and semantic - the distinction

between items that may be morphologically identical but different in meaning. Since having the
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knowledge of words in a language is a life-long endeavor, the eminence of vocabulary learning,
not only in L2 but also in L1, has rarely been argumentative in educational academia. However,
it is noteworthy that the size of the potential lexicon in a language as well as the manifold
characteristics of word knowledge make vocabulary learning substantially complex.

Scholars seem to have diverse worldviews toward the essence of foreign language
vocabulary learning. Nation (2000) describes vocabulary learning as an array of word
understanding involving a merger of both receptive knowledge and productive knowledge. This
underlines having the knowledge of word form, word meaning, and word use as foundations.
The word form consists of knowing the spoken and written representations of a vocabulary item
as well as its word parts. The word meaning, on the other hand, refers to three specific aspects:
the relationship between form and meaning, its concept and referents, and associations. Again,
the third component, word use, marks familiarity with a word’s grammatical functioning,
collocations, and constraints on use.

Different from Nation (2000), the explanation given by Rivers (1981) summarizes the
need for six fundamental points if a word is meant to be known. These are committing
vocabulary to long-term memory, discriminating variations in distribution and new boundary of
meaning, detecting morphemes which recur in number of words, penetrating disguises that
cognate or borrowed words have adopted in becoming assimilated within another language,
discovering new words, and knowing the elastic quality of vocabulary. In relation to Nation’s
(2000) and Rivers’ (1981) conceptualizations, Hatch and Brown (1995) stated that vocabulary
learning necessitates gaining sources for encountering new words, acquiring the word form,

getting the word meaning, consolidating the word form and meaning as well as using the word.
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According to Taka¢ (2008),vocabulary learning entails the acquisition of memorized
sequences of lexical items that serve as a pattern on the basis of which the learner creates new
sequences. The main task is to discover the patterns in the language, starting from phonological
categories, phonotactic sequences, and morphemes to collocations and lexical phrases, and their
analysis into meaningful units. This indicates that language production is based on assembling
ready-made chunks suitable for particular situations, and that language comprehension relies on
the ability to predict the pattern that appears in a given situation. This does not mean, however,
that L2 vocabulary learning maintains a mere collection of individual words in the mind with an
item-to-item substitution of L1 words since it goes beyond knowing the sole meaning of a word.

The above explanations indicate that knowing a word is not simply knowing its meaning.
It further consists of having the knowledge of its spoken and written forms, different meanings,
part of speech, proper pronunciation, and correct use in different contexts. Knowing a word is at
the heart of vocabulary learning. It involves knowing a great deal about its general frequency of
use, syntactic and situational limitations on its use, its underlying form and the forms that can be
derived from it, the network of its semantic features, and the various meanings associated with
the item. Nonetheless, it is inevitable that this process of particularly knowing a word and
generally maintaining vocabulary learning is affected by several factors as many scholars argue.

In light of most frequently mentioned issues in the literature, Taka¢ (2008) discusses the
most common and general factors that affect students’ foreign language vocabulary learning.
Students’ vocabulary learning is primarily affected by the linguistic features of lexical items.
This occurs due to the difficulty of defining a word. Taka¢ (2008) notes that the general view of
considering vocabulary as a dictionary or set of words belongs to the traditional approach of

lexicography. Rather a word in vocabulary should be regarded as a formalistic, inconsistent and

20



incomplete segment. Further explaining this factor, Laufer (1997) cited in Taka¢ (2008:7) stated
that the linguistic features of lexical items engross specifically intralexical factors that affect
vocabulary learning which are further divided into facilitating factors, difficulty-inducing factors
and factors with no clear effect.

The second factor outlined by Takac¢ (2008) is the influence of first and other languages.
In this regard, since an L2 learner has already developed conceptual and semantic systems linked
to the L1, L2 vocabulary learning and acquisition is found different from L1 vocabulary learning
and acquisition. This is why L2 acquisition, at least in its initialstages, often involves a mapping
of the new lexical form onto an alreadyexisting conceptual meaning or translational equivalent in
L1. The function ofL1 in this process differs depending on the degree of equivalencybetween
languages. Although in some cases it may facilitate theacquisition or use of L2 lexical items, in
others it will create an obstacle.

The incremental nature of vocabulary acquisition is the other major factor affecting
vocabulary learning. Due to the fact that vocabulary knowledge embraces various elements
including phonological and orthographic, morphological, syntactic and semantic awareness, the
productive use found through efficient retrieval of the lexical item might be affected as explained
by Taka¢ (2008). Together with this, the organization and development of the L2 mental lexicon
is taken as another affecting factor of vocabulary learning. In this context, the mental lexicon
refers to an organized and structured memory system in which a vast number of words,
accumulated in the course of time, have been stored. Unless the system is characterized in such a
way, it is difficult to collect the data on the organization and functioning ofthe mental lexicon.

Source of vocabulary or exposure to linguistic input is also a factor that influences

vocabulary learning according to Taka¢ (2008). This meansgetting the source of vocabulary in
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L2 learning. It involves the availability of comprehensible inputs which the learner is able to
accommodate. Carter (1992), cited in Taka¢ (2008), asserts that native speakers of a language
have a wide range of sources and contexts to experiment and utilize vocabulary items. This is
naturally attributed by more incidental learning than explicit formal instruction. However, in case
of an L2, the sources which learners are exposed to are limited.

Finally, Taka¢ (2008) forwarded individual learner differences as an additional factor
affecting vocabulary learning. The distinctions learners manifest during vocabulary learning
account for the differences manifested in their language performance. This is the role of
vocabulary learning strategies. These strategies entail explicit learning in relation to other factors
that account for individual learner differences such as the affective ones (motivation, attitudes
towards vocabulary learning, fear of failure) or the language learning aptitude.

2.1.2. Importance of Vocabulary Learning

Vocabulary learning juxtaposes importance and difficulty. It is important in that the more
words a student knows, the more s/he can communicate effectively. This can be best expressed
by a commonly quoted statement that “without grammar, there are few things we can express;
while without vocabulary, there is nothing we can express (Wilkins, 1976:111).” Without
learning vocabulary, one cannot learn a language. VVocabulary provides a student with the basic
component to master a target language. Since it makes up the basic ingredient for effective
communication, it is generally believed that improved vocabulary learning is an indicator of
communicative competence.

Vocabulary learning is also a major part of second language learning which allows
learners to effectively integrate and use the four language skills: listening, speaking, reading, and

writing (Richards & Renandya, 2002). Harmer (1992:14) remarks that, “words are the building
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blocks of language and having a good supply of them is very important for studentsright from the
beginning of their learning.” Vocabulary is basic to communication because when learners are
unable to know key words during communication they decline participating in the conversation.

Nowadays, the long ignored issue of vocabulary learning is reviving in L2 pedagogy.
Research findings that indicate the importance of vocabulary learning are blooming overtime
(Heidari, Karimi & Imani, 2012). These studies show the centrality of vocabulary to foreign
language learning by emphasizing its role as an integral part of a students’ communicative
competence (Pillai, 2013). Vocabulary learning has a hand in real life communication. To try to
express or comprehend any idea, a learner should first have knowledge of some words which is
relatively uneasy in L2 learning due to their flexible nature. In line with this, Nation (1990)
classifies the sets of vocabulary students learn as receptive vocabulary and productive
vocabulary. The former type is the recognition of a word a student develops when it is heard or
seen whereas the later signifies the ability to pronounce a word, write and spell it as well as use it
in collocations.

Whatever the classification may look like, the importance of vocabulary learning is an
ascertained field of study, yet it has remained the most challenging and difficult skill in foreign
language learning (Darfilal, 2015). As for Ojeda (2004), it is not only one of the language
learning elements many students find problematic to learn but also a boring part of language
learning. Such traditional ways of vocabulary learning as memorizing unfamiliar words and
spelling are often perceived by learners as uninteresting (Maria & Othman, 2013). Thus, learners
find it hard to become engaged in these kinds of lessons which calls for an attractive approach to

vocabulary learning.

23



2.1.3. Learning Vocabulary through Games

Many scholars agree that students’ vocabulary learning through traditional approaches,
which Maria and Othman (2013) call conventional approaches, has remained a globally
widespread reality (Darfilal, 2015; Gersten & Baker, 2000; Pillai, 2013; Wang, 2010). This is
mainly because the teaching of vocabulary has not significantly evolved methodically and
learning new words is dominated by behavioristic studying of word lists. The ascendency of the
traditional vocabulary learning means in the language classroom takes various forms.

According to Wang (2010), traditional vocabulary learning approaches are typically
form-based and text-based presented through Grammar Translation and Audio-lingual methods
of language teaching. In such contexts, vocabulary is taught by repetition and memorization
along with lots of systematic and intensive drills on sentence patterns and grammar rules with no
room for real communication. Additional characteristics of these approaches include exam-
oriented learning, copying down new words and trying to remember their meaning, learning
passively through the teacher's explanation, looking up words in a bilingual dictionary to find
their meanings or definitions, and learning by heart lists of words and their meanings in L1
(Huyen & Nga, 2003; Pillai, 2013). There is also excessive correction by the teacher which has
the effect of preventing rather than helping students to learn well (Ara, 2009).

Darfilal (2015) criticizes these overarching traditional approaches claiming that they use
the teacher-centered instruction in which students are only passive receivers of knowledge.
Darfilal (2015) instead stresses the need for vocabulary to be learnt in context, practiced and
revised with students’ active involvement. Maria and Othman (2013) agree that vocabulary
learning through the traditional approaches further diverges the controversy over language

learning in which language specialists are squared off against memorization technique that
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denies students understanding by reasoning and making relationships. Therefore, these
approaches seem not effective to amalgamate students’ learning desires, academic success, and
communicative competence.

In relation to the growing interest to liberate vocabulary teaching and learning from
traditional and anachronistic presentations, researchers and language experts have been working
on and introducing various approaches and techniques. Recently, the orientation of this quest has
been considerably tied up with task-based language learning. In this approach, learners
concentrate more on meaning than on form unlike the traditional procedures. In so doing,
students perform different communicative tasks which happen to be more meaningful because
they are close to their reality instead of doing form-based discrete exercises which are usually
decontextualized and meaningless (Nunan,2004; Richards, 2006). Learners have the greatest role
in the learning process, and cooperate activity by speaking in groups while performing tasks.
One of the most hovering techniques in this regard is the use of games.

In an examination of the role of games in language learning, Pietarinen (2003) presents
that games are models of human actions which are exemplified by language, speech and
communication. Pietarinen (2003) further distinguishes two levels: games as a theoretical
framework for studying the nature and the origins of linguistic meaning, and games as models of
large classes of rational human behavior in actual communicative situations. In the sense of
considering games as classroom activities for language learning, the second level apparently
looks to fit well. Concomitantly, researchers found distinctive results regarding vocabulary
learning through the use of games. For example, Chou (2014) and Yahoui (2012) revealed that
games, songs and stories can be beneficial to pupils’ learning of English vocabulary when they

are integrated with clear teaching and learning objectives. In contrast, Cook (2000), Paul (2003)
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and Wood and Attfield (1996) cited in Chou (2014) regarded games as subsidiary in language
teaching, as they are normally used simply as physical activities to enhance learner motivation in
class rather than as primary teaching tools. Furthermore, in an experimental study which
involved 30 participants aged fifteen, Rohani and Pourgharib (2013) found that the language-
embedded training program provided to students in the experimental group significantly boosted
their vocabulary knowledge, even more than twice. However, no significant difference was
found between use of textbooks and games to boost the vocabulary gain as both programs made
significant progress in the subjects.

Ellis (2003) points out that at the heart of vocabulary learning in the classroom rests
learners’ opportunity to use what they learn in a communicative context. This can be maintained
by using games as a learning scheme as they help students learn the skill engaged in the game
and without noticing that they are in the process of learning (Aslanabadi & Rasouli, 2013;
Sorayaie, 2012). Maria and Othman (2013) affirmed that vocabulary learning through games for
L2 learners helps motivate students with less vocabulary input. They further indicated that L2
learners find it rather boring to keep practicing vocabulary through exercises and reading.
Therefore, by introducing games, L2 learners could be more interested and successful in learning
vocabulary.

2.2. Games and Language Learning: A Broad Spectrum Insight

The associations between games and language learning are highlighted under the

following sub-headings.
2.2.1. An Overview of the Historical Relationship between Games and Education
Games were initially considered as physical activities related mainly to such occasions as

religious rituals and festivals until they were modified to fit to modern educational instructions in

26



the 19" century (EI Shamy, 2001). Mansion Happiness, a game aimed to teach children the
differences between good and bad, is believed to be the first game of this kind. The place games
have been given in education ranges from simple use to being a core element.

As far as their role in education is concerned, games enjoy a strong association with
teaching and learning that predates the current system of education by thousands of years. The
annotated bibliography of Huang and Plass (2009) entitled History of Play in Education states
that world’s elite philosophers and scholars including Plato, Locke, Kant, Freud, Vygotsky,
Piaget, Bruner and Dewey all noted over the years the interpenetrated nature of not only games
and education but also games and human development. According to Vankus (2005), Plato
advised that game is the main educational method for children at the age from three to seven
indicating as an example that working with puzzles complies with being a part of future
architects’ education. An examination of the historical place of games in education traced by the
Institute of Play (2015) depicts that the methods of dialogue and learning Plato ascribed to
Socrates functioned through a kind of verbal play.

Evolving over many years, the Hellenic tradition of considering games as an educational
tool continued in Ancient Roman Empire (Vankus, 2005). In the Empire, the first schools were
called “ludi” which means games. In fact, games used in these institutions were mostly related to
students’ physical development (EI Shamy, 2001; Vankus, 2005). The end of the Roman Empire
marked a focus of education from principally physical development to students’ development of
submission and obedience as a result of which hard discipline took place along with the use of
corporal punishments. During that time, learning by heart was the main method of teaching;

there was limited room for the use of games (Vankus, 2005). This does not mean, however, that
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games were totally ignored. The game of chess, for example, was still used in the Middle Ages to
teach noblemen the strategies of war (The Institute of Play, 2015).

During the Renaissance, the use of games in education blossomed. This period made a
weight shift from submission and obedience to fostering both the physical and mental
development of human beings thus requiring education to be more clear and practical (Vankus,
2005). Storied scholars of the time such as Comenius (1592-1670), Lock (1632-1704), and
Rousseau (1712-1778) asserted that game is a very important part of bringing up the child, and
the whole education should be playful and joyful. Therefore, cultivating pupils’ interest in
learning and explaining teaching stuff in the game-like ways was needed (Vankus, 2005). Apart
from this, during the 1600s, one of the main educational purposes of games was to improve the
strategic planning of armies and navies (The Institute of Play, 2015).

Since the 1800s, games played a big role in the military planning of major world powers
(Gredler, 1992). And Friedrich Froebel’s pioneering work, which led to the creation of
kindergarten in Germany in the early nineteenth century, was premised on the integration of
learning through games and play. Not until the mid-twentieth century did the association
between games and education begin to capture the public imagination though. The Dutch
historian, Johan Huizinga, published his landmark study Homo Ludens or Playing Man, which
posited play as a primary, necessary activity in the generation of cultures.

In the 20" century, many notable scholars showed their interest on the roles of games in
education (Vankus, 2005). For instance, Jean Piaget (1896-1980)connected the development of
moral judgment in children to their ability to understand rules in a game. Piaget categorized
games into four as exercise games which a child does with his/her skills only for fun, symbolic

games which children play assimilating real conditions, game with rules which a child plays
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considering some external rules with the assistance of an adult and are important for socialization
and development of ability to cooperate, and constructive games which are transitional from
symbolic games to more serious activities. Also, Lev Vygotsky (1896—1934) studied links
between thinking and language in which he pointed out that games are suitable activities for
development of cognitive skills and thinking in the frame of social institutions of culture.

The 1980s saw the evolution and commercialization of a new kind of learning game.
These games drew from video arcade and console game methods, incorporating narrative and
visual elements from popular culture, and they targeted primarily elementary-aged children (The
Institute of Play, 2015). The 1990s made public the emergence of a mass market for family-
oriented software. And, in general, the research-oriented ethos of early “edutainment” gave way
to a more strictly business orientation. Also, multi-media games began to emerge showcasing
popular licensed characters.

In the 21* century, the rapid dispersion of sophisticated technologies into every facet of
society is causing significant shifts in where, when, and how things are carried out and how
educational systems should be structured. As a result, digital games, as opposed to classroom
games, are increasingly penetrating the educational systems of almost every country of the
world, especially the developed ones. A research report revealed by McClarty et. al. (2012)
predicted that the coming generations will be characterized by increased technology use,
extensive problem solving, and complex communication that go beyond typical reading, writing
etc. As many students of today are growing up with laptops, tablets and cell phones, they expect
to use this technology and games involved in their daily interaction including in their learning.

Strengthening this prognostication, Moursund (2007) notes that many of the features of

games that have lived on to date fit well with our living demands. Hence, the contemporary
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world has given rise to the technological and new dimensions of games through which their
multi-faceted benefits can be extracted. These dimensions are also making games possible to
contribute to the educational arena by providing opportunities to improve educational systems.
Moursund (2007) further claims that the role of games in education has been getting an increased
legitimacy in the past few years. Nevertheless, despite the rich history of the link between games
and education, some scholars argue that the association is not yet well verbalized in the
educational academia. As for Darfilal (2015) and Palanova (2010), due to the misconception that
all learning should be serious in nature, the idea of using games in teaching and learning does not
seem to be widely accepted and implemented although its importance has been proposed and
justified for many years.
2.2.2. Games Defined: Language Games in Focus

The term game is one of the fuzziest concepts to find an agreeable definition about. The
available meaning outlines of the word incorporate quite a range of uncommonness in terms of
describing characteristics. A simple search for the definition of games in the internet comes up
with a torrent of meanings dominated by computer-games. One of the reasons why it is not easy
to find a working definition of games is their molten nature depending on the context. As such,
the consideration of games in education ranges from simple activities for fun (Celce-Murcia &
Macintosh, 1979) to a stand out paradigm in the form of Game-based Learning (GBL) (Perrotta,
Featherstone, Aston & Houghton, 2013) and Gamification (Palanova, 2010). An older and
simple definition of games by Celce-Murcia and Macintosh (1979) indicates that games are fun
activities which almost everyone would enjoy to play. This definition which stresses the amusing
nature of games is very general in that it could also refer to anything enjoyable during education.

Contrariwise, GBL and Gamification respectively refer to the use of video games to support
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teaching and learning (Perrotta et.al, 2013), and the application of game elements in non-gaming
situations to convert useful activities into games (Palanova, 2010). Both GBL and Gamification

are paradigms of educational computer and video-oriented games the latter being a much newer

concept than the former.

In illustrating non-digital classroom games which have long been the norm in language
classrooms where digital and computer games are uncommon, scholars principally signify three
dimensions. The first one is the broader context of play. According to Wood and Attfield (1996),
the term play refers a variety of activities including games that are related to both children and
adults not all of which are conductive to learning. The idea that a game is a form of play seems
to be one point of intersection among most definitions (Aldabbus, 2008; Rixon et.al., 1991;
Wright et. al., 1994).

The second dimension is considering games as classroom activities and/or exercises. El
Shamy (2001) and Hadfield (1990) define games as competitive activities played according to
rules within a given context while Gredler (1992) presents them as competitive exercises in
which the objective is to win. These exercises range from simple tasks such as matching
fractions to their decimal equivalents to more complex contests such as classroom tournaments
involving several teams. Dalton (2005) does not seem to agree with the idea of considering
games as activities. She identifies two points of distinction between games and activities:
communication purpose and competition. Activities involve using language for a specific
communication purpose whereas games add the competitive element; non-game language
activities tend to be more cooperative.

Lastly, many scholars, in their definitions, point out a list of characteristics representing

what a game is (Hogle, 1996; Rixon et.al., 1991). Sauvé et.al., (2007) outlined five
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characteristics of educational games, games the purpose of which is only implicitly centered on
learning hidden from the player and the notion of pleasure which it engenders is rather extrinsic
as opposed to didactic games which clearly focus on the task of learning and that is explicitly
identified, appealing to the intrinsic pleasure of performance. These characteristics are player(s),
conflict, rules, predetermined goal of the game, and its artificial nature. An individual player or a
group of players engage in the process of playing a game. Conflict is represented in games by
dynamic obstacles which prevent a player or players from easily reaching their goal. A challenge
occurs when a player’s action provokes an opponent’s reaction, thus creating a competition, and
cooperation emerges when players associate themselves against other players in order to reach a
common goal. Rules, as another characteristic, refer to a set of guidelines describing the
relationships between players and the game environment. In addition, the predetermined goal of
a game indicates the end of the game and the notion of victory. Finally, the artificial character of
games refers to two rather different notions: a fictitious activity without reference to reality or
that applies to reality.

Based on the abovedimensions and presumptions, the definition of games given by
Richards, Platt and Platt (1992) looks relatively systematic and comprehensive. The definition
states that, “a game is an organized activity that usually has the following properties of a
particular task or objective: a set of rules, competition between players, and communication
between players by spoken or written language (p. 153).” This definition seems to agree with
Hays’ (2005) conceptualization of games. As for Hays (2005:15), “a game is an artificially
constructed, competitive activity with a specific goal, a set of rules and constraints that is located

in a specific context.” From these various definitions, it can be drawn that a game is a rule
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governed and entertaining classroom activity performed cooperatively and/or competitively to
attain a certain educational objective.

In language learning, games are understood as conceptual models that can be used across
formal and informal contexts of learning (Sorenson & Meyer, 2007). More than being considered
as the ‘fun factor’ in language learning contexts, they have been understood as serious and
pervasive elements in instructional settings. These games that are intentionally used to support
students’ language learning are called language games.

Dalton (2005) mentioned that games and game-like activities have a long history of use
in the language classroom. This tradition of using games in English language teaching extends
particularly in CLT, TBLT and other related approaches in which language learning
environments can benefit from the use of games because games offer real life activities to learn
through and an opportunity to practice the realistic use of language to communicate.
Wittgenstein (1967) is believed to introduce the idea of language games in order to show that the
words of a text derive their meaning from the role that they have in certain non-linguistic
activities. For Wittgenstein, games are the activities and practices from which language derives
its meaning. The purpose of the players in Wittgenstein’s language games is to show or tell what
one sees. What the players try to achieve is to bring to the fore what they see to be the case in the
context of an assertion. Wittgenstein remarks that language games have to be actively played for
a meaning of expressions to emerge, which in turn is a prerequisite for conversational meaning
and speech acts. This relates to the four elements language games can offer that are found while
‘thinking outside the box’, as Moursund (2007) suggests. These are learning about oneself,

interacting with other people and developing certain types of social skills, developing a variety
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of thinking and problem-solving skills that are useful in both non-game and game environments
as well as gaining in mental maturity.

Even though scholars forward the definition of language games varyingly, it can be put in
a nutshell as activities or games provided to students while they learn a language in class
(Aldabbus, 2008; Brumfit et al., 1991; Hornby, 1995). For Langran and Purcell (1994), a
language game means a tool used to create a situation in the classroom by providing learners
with opportunities for using the target language they have already learnt in a stress-free
environment, with the maximum possible free expression in order to carry out a simple task,
solve a problem or communicate a piece of information. Yolageldili and Arikan (2011) also
consider language games as situations brought to the confinement of the classroom to provide
learners with an opportunity to use the language. Similarly, Ojeda (2004) pointed out that these
situations emphasize using elements of a given language in order to arrive at a particular
solution, or to win a competition. In an extensive presentation, language games are tasks
designed to help achieve a particular language learning goal (Richards, Platt & Platt, 1992).
2.2.3. Advantages and Disadvantages of Language Games

Depending on various factors affecting successful language learning, the use of language
games in the classroom brings about different results. These inconsistent results opened up
debates over whether games benefit students’ language learning. Stojkovic and Jerotijevic (2011)
put the pros and cons of language games as advantages, disadvantages and less favorable results.
The use of language games to the language classroom being the proposition, two sides, one
against and the other in favor, argue over placating dissipations. The opposing side include
scholars such as Atkin (1991), Bennett (1997), Nicholson and Williams (1975), and Wilson et.al.

(2009). These scholars claim that because games provide merely superficial learning they should
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be used only as time fillers when it is difficult to get students’ attention through conventional
approaches. They say games destruct students from learning, and the competitive nature creates a
hostile learning environment.

In light of the disadvantages of language games, Stojkovic and Jerotijevic (2011) listed
that language games are disadvantageous with regard to discipline issues and excessive noise,
keeping students away from the basic purpose of the game, and resulting in playing too much
without meaningful learning which is assumed to have a debilitating effect. These scholars
further pointed out that if games are already familiar or boring, students might not get equally
involved and some learners may find games unnecessary and childish.

Most language researchers and scholars are on the pro side of employing games in the
language classroom (Dalton, 2005; Hadfield, 1996; Wright et. al., 1994). According to these
scholars, some games are helpful in practicing individual vocabulary words while others involve
students in complex discourse. They further claim that due to their immense advantages to
students’ learning, language games are pedagogically valuable. One of the advantages is that
language games play a significant role in motivating students (Ara, 2009; Dalton, 2005; Hansen,
1994; Hogle, 1996; Stojkovic& Jerotijevic, 2011; Wright et. al., 1994; Yolageldili & Arikan,
2011). These scholars explain that games add interest to what students might not find very
interesting. Through fun and less demanding practice, games increase language learners’
motivation and promote learning.

By playing games, a learner makes acquaintance with his environment, learns life and
gains new instructions. This helps learners create a bond between the teacher and their
colleagues (Ara, 2009; Fotovatina & Namjoo, 2013; Yolageldili & Arikan, 2011).In other words,

games bring real-life situations to the internment of the classroom which provides learners with
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an opportunity to use the language. Language games are amusing, challenging and encourage
and increase cooperation among learners. Thus, they not only inspire learners but also help
teachers provide a context in which language is used meaningfully (Fotovatina & Namjoo, 2013;
Wright et. al., 1994).This means games help the teacher to create contexts in which the language
is useful and meaningful.

Another advantage of language games is that they induce group and peer work by
fostering teamwork as well as enabling successful interaction (Aslanabadi & Rasouli, 2013;
Stojkovic& Jerotijevic, 2011).Many games can be played in small groups, thereby providing a
venue for students to develop their skills in working with others, such as the skill of disagreeing
politely and the skill of asking for help. The team aspect of many games can encourage
cooperation and build team spirit.

Language games can also be used involving all the basic language skills, i.e., listening,
speaking, reading, and writing, and a number of skills are often involved in the same game
(Aslanabadi & Rasouli, 2013; Lee, 1995 cited in Stojkovic& Jerotijevic, 2011; Wright et. al.,
1994). Furthermore, games are student-focused activities requiring active involvement of
learners (Yolageldili & Arikan, 2011) and encourage learners to direct their energy towards
language learning by providing them with meaningful contexts and intense and meaningful
practice of the language (Wright et. al., 1994). Last, not least, is that games can provide a means
for students to use the language outside of class time (Ellis, 2003), increase retention of subject
material (Dempsey et al., 1994 in Hogle, 1996), improve reasoning skills and higher order
thinking (Mayland, 1990 in Hogle, 1996) and provide a comprehensible input to learners by

lowering the affective filter, especially for shy students (Hadfield, 1996; Krashen, 1985).
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2.2.4. Taxonomies of Language Games

Like the definitions, there is no clear agreement over how language games are
categorized. Due to this, the literature on the typology of language games can be explained by
two interrelated features. The first one is that the classifications show overlapping categories.
The second feature is, on the other hand, due to several classifications of language games
forwarded by scholars, a game could belong to more than one type. These said, despite the
unsettled debate over grouping games, Dalton (2005) reminds us that categorizing games and
activities appropriately is important for the purpose of creating a proper emphasis on all
communicative levels.

A broader categorization of language games distinguishes between educational or
classroom games and digital/video or computerized games. For the purpose of this study, the
focus will be on the former type. Wright et. al., (1994) divide educational language games
broadly based on their general characters and spirits as picture games,psychology games, caring
and sharing games,sound games,story games,word games,true and false games,memory games,
question and answer games as well as guessing and speculating games. This general
classification refers not only to games inside the classroom but also outside.Similarly, Delage’s
(1989) classification presents that language games can be grouped into eight general types as
pictures, card games, drawing, painting and coloring games, props, magic games, dolls,
cardboard men, puppets and masks, stories and illustrated pictures (SIP) and stories illustrated by
pictures and songs (SIPS), and audio-video materials.

According to Littlewood (1981) and Hadfield (1996), classroom games are of two types:
communicative and pre-communicative. Communicative games deal with effective

communication with open-ended and unpredictable outputs providing contexts for real life
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situations such as greeting, invitation, and request. In contrast, pre-communicative games
emphasize accuracy of language use with closed-ended and predictable outputs. A typical
example of pre-communicative games is vocabulary game in which learners play the game
looked after their correctness of language use.

Hadfield (1996) also used another taxonomy of language games as cooperative games
and competitive games. This typology is commonly used in most empirical studies (Fotovatina &
Namjoo, 2013; Yolageldili & Arikan, 2011). Cooperative games refer to games in which groups
of players may enforce cooperative behavior whereas the competitive ones are games in which
different individual players participate in a contest. Yolageldili and Arikan (2011) noted that in
cooperative games, learners are required to cooperate to achieve the goal and most learners enjoy
cooperation and social interaction. It is believed that when cooperation and interaction are
combined with fun, successful learning becomes more possible, and students work towards a
common goal. This type of games includes the completion of drawings, putting things in order,
grouping things, finding a pair, finding hidden things, contact game and Jotto. Alternatively, in
competitive games, competition plays a crucial role as for the nature of games required. The
competition may be with another student, against time, against one’s own previous performance
and record, or against a certain predefined goal. Learners are excited by competition because the
question of who will win or lose remains unanswered until the game is over. Examples of this
type of games include crossword and matching.

Pham (2007) cited in Stojkovic and Jerotijevic (2011) suggests the following
classification of games in EFL.: structure games which provide experience of the use of particular
patterns of syntax in communication, vocabulary games in which the learners’ attention is

focused mainly on words, spelling games, pronunciation games, number games, listen-and-do
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games, games and writing, miming and role play, and discussion games. This classification
emphasizes language skills. With a similar spirit, Darfilal (2015) and Palanova (2010) both used
in their studies four types of language games: listening games, speaking games under which
vocabulary games are included, kinetic games which are used to provide refreshment in the class,
and experiential games the main objective of which is not to win or complete a language task but
to experience the process and learn from it.

Vocabulary games are a type of language games used to reinforce students’ word
acquisitions. They are procedures and rule-governed plays involving means of knowing a word
through manageable challenges, competition, and interaction among learners. While it is difficult
to find a material exclusively devoted to illuminate vocabulary games many scholars consider
them as one type of language games. For instance, a vocabulary game refers to a language game
in the form of pictures, gestures, drawings on the board as well as analytical definitions aimed at
facilitating vocabulary learning (Nation, 1990, 2000; Yahoui, 2012). A common example of
vocabulary games is crossword puzzle which is played on a square or rectangular grid to fill
squares with letters looking for answers in the form of words and phrases.

Yahoui (2012) discussed three common examples of vocabulary games. By playing
Bingo game, learners can practice English vocabulary. In the game, learners prepare a bingo card
containing a number of words written randomly. Then, the teacher reads definitions and the first
learner who marks all the words in a row, column, or diagonal wins. Act-it-out is another
vocabulary game in which learners are required to find the appropriate word that fits with the
definition or the features performed by one of the learners or the teacher. Another example of
vocabulary game is Spelling Puzzle. This game is played by spelling different objects through

reordering letters.
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2.2.5. Characteristics of Vocabulary Games

Gaining a clear picture of the most common characteristics of language games is
important to comprehend the essence of vocabulary games as well as their roles in the language
classroom. Provided that the previous sub-chapter partially touched up on these characteristics, a
brief discussion is again made in this separate section. Although there are some common
perspectives scholars share on the characteristics of language games in general and vocabulary
games in particular, they also considerably differ in some attributes.

Bradley, Lindstrm, and Rystedt (2010) suggest three characteristics of language games:
engaging every student in the learning process, providing an opportunity for collaboration and/or
cooperation, and giving an enjoyable learning experience by motivating students. Similarly, Juul
(2003) indicated that games consist of six elements: rules, variable quantifiable outcome, player
effort, valorization of the outcome, attachment of the player to the outcome, and negotiable
consequences. These lists of characteristics do not look unique to both the language classroom
and vocabulary games; they rather seem applicable to other disciplines too.

Tyson’s (2000) list of characteristics of language games looks logical with this respect as
it directly relates to the language classroom. These characteristics are: a game must be more than
just fun; a game should involve friendly competition in which students also learn how to loss; a
game should keep all of the students involved and interested; a game should encourage students
to focus on the use of language rather than on the language itself, and agame should give
students a chance to learn, practice, or review specific language material. It is possible to elicit
from these characteristics that avocabulary game as a type of language game provides valuable
practice of language because students do not think that they are studying. It can also be used

many times with different parts of a lesson. Additionally, it needs to have some ingredient of
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motivation to students along with involving students of teams competing to get points or
complete a task most quickly.

Another set of characteristics of language games was forwarded by Khan (1991). These
are rules, goals, a contest, fun and play. These various characteristics seem to agree with
Nunan’s (1989) conceptualization of tasks in which a task is presented as a piece of meaning-
focused work analyzed or categorized based on goals, input data, activities, settings and roles.
Overall, it can be concluded that vocabulary games can be typified in several ways based on the
characteristics of language games, yet the most common characteristics include the following.
Vocabulary games are played by students based on a ready-made learning objective in a way that
learners are entertained and motivated to learn a lesson. This gives students the opportunity to
control their own learning. Most vocabulary games also create interactive situations for learners
to use the target language unconsciously. Through healthy competitions, they exert collaborative
effort towards attaining a learning goal. Moreover, the rules of the game should be simple that
students can adhere to without any inhibition.

2.2.6. Game Management in VVocabulary Classes

The above sub-section showed that scholars view of the importance of language games
falls between treating games as gap fillers and using them as a central part of the foreign
language teaching program since, besides being fun, they also comprise a goal. As such,
reconciling the pros and cons of game use in the language classroom is made by systematically
managing the games. As for Larsen-Freeman (2000), properly designed and chosen language
games offer priceless communicative practices for students. This indicates that for games to be
effective for language learning, careful decisions should be made on the following aspects of

game management.
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2.2.6.1. Game selection

Appropriate selection of games is considered as an intermediary between their purported
advantages and disadvantages. Yahoui (2012) suggests that games should be easy and simple to
suit learners’ levels and abilities. This can be made by using such techniques as using various
games that could address learners’ diversified learning styles and strategies, adapting games to
learning objectives, and considering learners’ game preferences. These techniques are
particularly important to regulate the extent of education and entertainment in the language
classroom. According to Tyson (2000), an appropriately selected game fosters balance between
language learning and amusement by motivating learners to use the target language instead of
just focusing on the language itself.

Yolageldili and Arikan (2011) emphasize educational purpose, level of complexity, time,
and enforcement of social interaction and participation as parameters of selecting appropriate
games. In relation, Sugar and Sugar (2002) pointed outthat game selection should consider the
target audience which means students’ grade levels,level of play i.e. language level required,
number of players, class size, classroom organization, learning outcomes, playing time and game
variations.Generally,scholars’ recommendations with regard to game selection criteria can be
summarized as students’ proficiency level, class size, clear rules, attainable objectives, classroom
setting, manageable complexity, relaxing learning purposes, manageable time, and inclusiveness.

2.2.6.2. When to use or not to use vocabulary games

Every classroom has its own unique characteristics. Thus, it would be too imprudent to
definitively suggest that games should be used all the time. One attribute of managing a language
classroom is making a well-versed decision as to whether tasks fit well into a given situation in

general and a lesson is best delivered through games in particular. Games serve various purposes
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to the language classroom as has been pointed out; however, there are also situations they may
not answer a learning purpose. Based on this presumption, scholars and researchers make a range
of explanations distinguishing between the right and wrong time to use games in the classroom.

Rixon et.al. (1991) underscore that games are more than marginal classroom activities to
be used for the purpose of warming up or winding up a daily lesson. In fact, they can function
these two purposes. They can be used even as alternative activities to freshen bored students.
More than this, given a very central role in students’ language learning, games can suit to be
used at all stages of a lesson. Especially in vocabulary learning, games can be used when the
purpose is to help learners gain new words more easily, to activate lively classroom interaction
and friendly competition regarding word knowledge, and to bring real world context into the
classroom from which students can derive new vocabulary items.

Darfilal (2015) and Palanova (2010) pinpointed that operative vocabulary learning can
result from using games for four language classroom purposes. Firstly, games are most effective
when learners are demotivated and lack interest toward serious learning. The second purpose is
when tiredness takes place in learners’ repertoire. Lack of cooperation and peer-interaction
among students, and availability of spare time at the end of a lesson are the other two purposes
vocabulary learning games can be used effectively. In the sense of the fourth purpose, the time is
used for language practice and revision.

Although these four purposes refer to considerable situations for the use of games during
vocabulary lessons, two points can be drawn concurrently. The primary point is that there is no
reason that makes these purposes characteristically peculiar to vocabulary lessons. They can also
be applied in the contexts of the other language skills. Secondly, much of these purposes treat

games as peripheral activities of a vocabulary lesson. In what looks a possible answer to these
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two points, Rinvolucri (1990) presented denoting grammar games that they can be used before,
while, and after a main lesson. Before a given lesson, they can be used for warming up purposes.
During the lesson, they can help to present an activity in a motivating and easier way. And, after
a lesson, they can be employed to clinch and revise a point of learning.

In contrast to the abovementioned favorable conditions of vocabulary learning through
games, there are times a vocabulary game may not lead to presupposed learning objectives.
Darfilal (2015) and Palanova (2010) indicated that game use for vocabulary learning is hindered
when learners have low language proficiency and inadequate word knowledge required for
playing the game. Again, when there is little time available and effective communication fails
between students and the teacher game play may not reinforce learning. In addition, games are
not recommended tools to control students’ misbehaving in the classroom, especially where the
class size is large.

2.2.6.3. How to play games in vocabulary classes

Another noteworthy aspect of game management in a vocabulary learning classroom is
the knowledge of how to play language games commendably. Game use in vocabulary classes
necessitates material preparation, time allocation, game-syllabus integration, and finally
classroom execution. Provided that all these have to be carried out centering learners’
communicative gain and real-life language practice opportunities, the use of games could be
disastrous unless a well-informed acquaintance is maintained as to how the games are played.

Preceded by the teacher’s familiarity with the selected game, a vocabulary lesson is
presented through games of defined and clear rules. The teacher’s and students’ roles should be
noted clearly, and rules should be explained until students are ready to play. In fact, the

explanation itself may not work well if it is overly done. Hadfield (1996) favors the use of
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demonstration more than the use of lengthy explanation for a vocabulary lesson to be best
delivered. Especially when explanations are duly required for teaching vocabulary to young
learners, using some mother tongue might be necessary. Because one of the objectives is to
motivate learners the intended learning could occur once the learners are into playing.

With clear instructions and game rules, learners could begin to work cooperatively
and/or competitively. And the games will have more positive impact when they mix-up multiple
linguistic levels and give learners the chance to create their own game components (Dalton,
2005). Interruptions should be made rarely and only in key occasions since game play gives the
opportunity for students to learn from the errors they make (Celce-Murcia, 1991). Overall,
vocabulary learning through game play incorporates three steps: introduction, managing, and
debriefing (EI Shamy, 2001). In the introduction, the teacher creates a context by integrating the
purposes of the game with the daily lesson. This involves the teacher’s motivational presentation
through beginning explanations, elaboration about the game set-up, description of instructional
demands, and techniques of controlling running groups. The second step, managing the game,
emphasizes properly undertaking and monitoring predefined teacher’s and students’ roles.
Finally, in the debriefing stage, feedback and evaluative comments are forwarded.

2.3. Games and Vocabulary Learning Motivation
In this sub-chapter, the essence of vocabulary learning motivation and its association with
vocabulary games are explained.
2.3.1. An Overview of Motivation in Vocabulary Learning
Educational psychologists agree that motivation, an agreeable definition of which has
remained distant, is an important construct for learning. Arising from scholars’ massive interest

to embark on it, the literature on motivation attests a range of definitions which mostly depends
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on the philosophical grounds of the different schools of psychology. For behaviorists such as
Skinner and Pavlov, motivation refers to human behavior explained by performance in tasks and
external forces. In cognitive psychology, motivation takes a different form to mean the degree of
effort a person exerts and the choices that person makes to arrive at a certain goal. From the
constructivist perspective, motivation refers to a social construct in which individuals’ choices
are placed central.

An example definition of the constructivist theory, which is the guiding paradigm of this
study, was given by Williams and Burden (1997). This definition states that “motivation is a
state of cognitive and emotional arousal which leads to a conscious decision to act, and which
gives rise to a period of sustained intellectual and/or physical effort in order to attain a previously
set goal (or goals) (p. 120).” Another constructivist definition by Macintyre, MacMaster and
Baker (2001: 462) presents that “motivation is a characteristic of a learner’s psychological
underpinnings basing behavior in relation to a certain activity.” These definitions indicate that
motivation is a principal drive for one’s actions manifested through various forms of
engagement, for it maintains a goal-oriented character. It is a pushing force to take actions with
interest and mindful will determining the desire to do something.

Scholars categorize motivation differently based on altered parameters. The most
common classification is found in Gardner’s (1985) socio-educational model. The classification
distinguishes between integrative and instrumental motivation types. According to Gardner
(1985), integrative motivation refers to learners’ desire to at least communicate or at most
integrate (or even assimilate) with the members of the target language. On the other hand,
instrumental motivation refers to more functional reasons for learning the language such as

getting a better job, a higher salary or passing an examination.
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Another widely held typology of motivation was given by Deci and Ryan (2000) as
intrinsic and extrinsic types. Intrinsic motivation is motivation for involving in an enjoyable
activity developed based on innate needs for competence and self-determination whereas
extrinsic motivation refers to external causality based on the perceived locus of causality. In
relation to the second type, external rewards offer the individual satisfaction more than
performing and accomplishing a task. The rewards might include money, grade, a wry of smile
etc. This does not, however, mean that an extrinsically motivated learner does not get any
intrinsic satisfaction. By implication, these two types of motivation are not assumed to be
mutually exclusive, but rather inclusive (Borich & Tombari, 1995; Zimbardo & Weber, 1997).

Again, Zimbardo and Weber (1997) and Shie (2003) suggest additional types of
motivation. Zimbardo and Weber’s (1997) achievement motivation is determined by reaching
goals and arriving at certain desired objectives and measured in terms of higher (optimal) level
of performing an activity, rate of learning, attainment of set objectives, and resistance to
extinction and disrupted efforts in other activities. An achievement motivation is characterized
by a thorough competition against some standards such as grades (Feldman, 1993). Additional
type of motivation is called methodological motivation (Shie, 2003). This type of motivation
deals with learners’ interest to learn a language because of the nicety of the teaching
methodology which might result from the materials and activities used, the teacher’s ability to
motivate learners, and the provision of reward for learning.

Motivation is an important component of language learning. It increases the likelihood
that learners would love to pay attention to do language learning activities in the classroom.
Metallidou and Vlachou (2007) explained language learning motivation in consideration of three

interrelated components: self-efficacy (the quantity and the quality of students’ effort
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expenditure), interest (usefulness of a task in relation to future personal goals), and emotional
reaction (anxiety as a significant predictor of performance). Language learning is most effective
if learners are interested in the learning process which is contextualized to their real life
situations so that they understand how and when to apply it.

The favorable relationship between motivation and L2 learning has been pointed out in
numerous studies (Bernaus & Gardner, 2008; Guilloteaux & Ddornyei, 2008; Schmidt
&Watanabe, 2001).In L2 learning, motivation is conceptualized as “the extent to which an
individual works or strives to learn the language because of desire to do so and the satisfaction
experience in this activity and combination of effort and desire to achieve the goal of learning the
language (Gardner, 1985:10).” This definition implies that L2 motivation is the effort a learner
exerts or strives to learn the target language. Similarly, Dornyei (1994) defines L2 motivation as
the attempt and desire to learn a language and positive attitudes toward learning it. According to
Dornyei (2000), this has two dimensions: quantitative and qualitative. The quantitative
dimension refers to the intensity of a learner’s attempt toward achieving a certain goal whereas
the qualitative dimension deals with the goal itself. A motivated learner expands effort, is
persistent and attentive to the task at hand, has goals, desires and aspirations, enjoys the activity,
experiences reinforcement from success and disappointment from failure, makes attributions
concerning success and or failure, is aroused and makes use of strategies to aid in achieving
goals (Dornyei, 2001).

In line with L2 learning motivation, vocabulary learning motivation can be understood as
a combination of effort, desire and positive attitudes towards the objectives of knowing the
meaning of words (Gardner, 1985). Central to vocabulary learning motivation are active

engagement in and response to vocabulary instructions, and meeting vocabulary learning
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standards to pursue required accomplishment. Studies conducted to determine the role of
motivation in vocabulary learning provided evidences that there is a strong correlation between
motivation and effective vocabulary learning (Gardner, Lalonde & Moorcroft, 1985; Gardner
&Maclntyre, 1991). For instance, Gardner, Lalonde and Moorcroft (1985) found that learners
with high motivation were more effective on vocabulary learning than those with low
motivation.
2.3.2. The Interplay between Vocabulary Games and Vocabulary Learning Motivation
As far as motivation to effective vocabulary learning is concerned, Woolfork’s (2004)
summarized alternative approaches look to provide a logical framework for motivating
vocabulary learners. As for Woolfolk (2004), there are four approaches to motivate learners
depending on the paradigm directing the procedures of a classroom. From behaviorism point of
view, extrinsic motivation is emphasized which could be maintained by reinforcements, rewards,
and incentives. In humanistic terms, this motivation is chiefly intrinsic, and such sources of
motivation as need for self-esteem, self-fulfillment, and self-determination are essential. The
cognitive perspective calls for different mechanisms of arousing learners’ intrinsic motivation
including their beliefs, expectations, and attributions for success and failure. The last approach is
viewed from the socio-cultural viewpoint in which intrinsic motivation is stressed in
consideration of engaged participation in learning communities, maintaining identity through
participation in and interacting during collaborative activities. These approaches are in line with
Ushioda’s (1996a) four motivational strategies. These are focusing on the incentives or
pressures, focusing on the L2 study itself, seeking temporary relief from the L2 learning in the
form of taking a break to avoid disliked tasks and activities, and to talk over motivational

problems.
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One of the motivating strategies in vocabulary classes, especially for young learners, is
the use of vocabulary games. Shameem and Tickoo (1999) cited in Dalton (2005) suggest that
effective vocabulary learning takes place when students are engaged in a self-motivating activity,
and game-based learning can improve this engagement and motivation. Classroom activities
prepared as games can provide learners with solid application of lessons and lessen the
frustration and intimidation students often face during their learning. In this sense, the use of
vocabulary games as motivational strategies for vocabulary learning directly relates to
Woolfolk’s (2004) socio-cultural view of motivational approaches which underscores intrinsic
motivation through learners’ engagement and interaction, and to one of Ushioda’s (1996a)
motivational strategies i.e, seeking temporary relief from L2 learning in the form of taking a
break to avoid disliked tasks and activities.

Increasing students’ interest and motivation is one of the advantages of using vocabulary
games. Personal attachment to the purposes of a game increases learners’ initiation toward
achieving specific vocabulary learning goals. McClarty et. al. (2012) claim that games maintain
learners’ motivation either externally or internally. Externally, students receive particular
rewards for playing the game to attract them to continue practicing learning, and internally,
meaning when the goals of the game and the learning outcomes are closely tied together,
students tend to be more intrinsically motivated, and the rewards are solving the game challenge
and learning. Additionally, Garris and Ahlers (2001) speculated that motivational characteristics
of games encourage participation.

Vocabulary games motivate learners to play and complete a learning task, and vocabulary
learning occurs on the way smoothly and incidentally (Moon, 2000). Driskell and Dwyer (1984)

indicated that such characteristics of games as goals, challenge, fantasy, and mystery influence
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motivational and learning properties. These scholars found that an increase in motivation leads to
better retention, recall of learned information (i.e., declarative knowledge), and focalization of
attention (i.e., cognitive strategies). Classroom activities such as games that interest learners
allow more time spent playing resulting in resilient practice, sustained desire for further learning
instructions, and finally effective learning. Vocabulary games can capture students’ motivation
to want to learn more by lowering students’ vocabulary learning stress and transforming a boring
classroom into an interesting one (Schultz & Fisher, 1988). Finally, Gardner (1985) pointed out
that a relaxed classroom atmosphere motivates learners. On the contrary, a tense classroom
creates anxious students, and thus their motivation decreases which in turn affects their
vocabulary learning process and their classroom participation.
2.4. Vocabulary Games and Peer-interaction during Vocabulary Learning

In its broader sense, interaction refers to the communicative interconnection that occurs
between and among different parties of a system. In the context of L2 learning, interaction means
the process through which learners are exposed to the target language and therefore different
language samples become available for them to use in the classroom in an interactive way (Ellis,
1990). This is often an explicit behavior determining to a certain extent students’ learning
opportunities and use of the target language. Classroom interaction which is “the main source of
language input” (Moon, 2000:73) might take place between the teacher and learners and among
learners themselves (Aldabbus, 2008).

Language learners’ classroom interaction is embraced under the broader concept of
collaborative learning in the social-constructivist paradigm. As an aspect of collaborative
learning, interaction is described as a process in which learners practice and work together

depending on one another (Bruffee, 1993). Based on this conceptualization, peer-interaction in
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vocabulary learning indicates the social phenomenon and cohesion of vocabulary learners’
relation with other people of similar attributes aiming to work interdependently for achieving the
expected goals of a task (Hancock, 2004). Dornyei (2001) views peer-interaction as a technique
of sustaining group interaction along with using ice-breakers, employing small-group tasks,
encouraging outings and extra-curricular activities, avoiding fixed sitting patterns, and involving
tasks that provide small-group completion games. This seems to indicate that interaction is an
important element of collaborative work in L2 learning situations. In language classrooms with
positive peer-interaction, teachers and students work toward a common goal whereas in
classrooms with negative peer-interaction, the energy of teachers and students may be channeled
into conflict rather than into learning.

Krashen’s (1985) Input Hypothesis and Vygotsky’s (1978) Socio-cultural theory assert,
respectively, that interactive language practice facilitates L2 acquisition, and interaction creates
Zones of Proximal Development (ZPD) by providing a context for exerting collaborative effort
towards achieving a predefined learning goal. Especially, the Social-cultural theory claims that
students’ interaction and constructive activity shape their learning, in turn, augmenting their
ability to maintain peer-scaffolding, cooperation, consultation, and teamwork. This plays a great
role in the vocabulary classroom by instigating support among learners of similar age, purpose,
knowledge and interest. In line with this, Williams and Burden (1997) pointed out that students’
mutual interaction, let alone the interaction they make with more knowledgeable people such as
their teachers, promotes learning.

According to Vygotsky (1978), play and game like activities are important tools to
maintain classroom interaction. In a qualitative study on the role of board-games in improving

primary school students’ peer-interaction, Smith (2006) found that students scaffold and mediate
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each other’s learning not only with but also without the presence of the English teacher. Smith
(2006) video recorded students playing the game, and observed that they were actively
participating in the playing process providing each other feedbacks. In addition, Bailey (1985)
measured different types of qualitative and quantitative interaction patterns in a game-based L2
learning context. The findings of the study showed that due to the presence of the games,
students were able to maintain lively peer-interactions and produce a greater amount as well as
quality of English, the target language, compared to the conventional teacher-centered teaching
technique.

In other studies, Yu (2005) found that the cooperative and competitive nature of most
vocabulary games entails peer-interaction. Moreover, games improve classroom interaction by
offering authentic language use through which classroom participation and cooperative work
maximize (Cook, 2001), and in interactive tasks such as role play, game, and story-telling,
learners can have control over the classroom talk (Cathcard, 1986). In this sense, vocabulary
games can be considered as a glue for keeping peers’ cooperative functioning in which learners
gain the opportunities to practice language as monitors, risk-takers and innovators, and
negotiators and interactors in the form of group participants (Richards & Rodgers, 2001).

2.5. Vocabulary Games and Vocabulary Achievement

Hornby (1995) defines achievement as succeeding in arriving at a specific purpose
through effort, skill, courage etc. Similarly, Sutrison (2007) refers to achievement as an
accomplishment of a task that comes as a result of a study or training. It can denote both the
quantitative and qualitative dimensions of a students’ work. In tandem with these definitions,
learning achievement is often associated with students’ level of understanding of a given topic

and their grades. Explaining learning achievement in a broader context to indicate academic
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success is relevant to examine recent shifts in instructional paradigms from cognitivist theories to
constructivist theories, in which learners are required to acquire knowledge and skills by
interacting within a social network or with their environment, and update their internal schema
through self-regulation or peer-mediation.

Learning achievement is measured by tests which show the academic success or failure
of a student. These tests are prepared aimed at inspecting how much a learner knows about a
given lesson and have the objective of investigating students’ learning in a set of activities
(McNamara, 2000). Their purpose is often to check learners’ progress against the objectives of
learning. Based on this, vocabulary achievement means an outcome of vocabulary learning
manifested by students’ results along with their understanding of a given vocabulary lesson
(Sutrison, 2007).

Vocabulary games seem to enhance learning achievement. Research has shown that
students’ vocabulary achievement can be improved through the use of vocabulary games.
Sorayaie (2012) found that vocabulary games help EFL students learn new words and
expressions, recall existing vocabulary, and make progress in their vocabulary achievement.
They set a classroom situation where students gain motivation to play, compete, explore, learn,
win or lose and finally evolve in their learning. When vocabulary games are employed to
supplement vocabulary learning learners’ fear of failure is relieved by the mentality to compete,
learn and win in the game. Consequently, this increases their achievement by making learning
fun, contrary to the traditional classroom.

Vocabulary games support many of the components of flow such as clear goals, direct
and immediate feedback, balance between ability level and challenge, and sense of control.

These components can increase student engagement which directly reinforces learning
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achievement (Shute et.al, 2009 in McClarty et. al., 2012). They further provide unique learning
opportunities to meet students’ needs while engaging in an active learning process, and allow the
students to have active control of the learning process and also promote prompt feedback from
their peers (Allery, 2004).

Not all games directly increase students’ vocabulary achievement. Some games only
improve self-efficacy, confidence, perseverance, engagement, and motivation. For example, in a
study conducted by Ketelhut (2007) incorporating a game-based environment that promotes
collaborative and inquiry-based learning experiences, it was revealed that students’ self-efficacy
improved, and students were found to have high self-efficacy and be more perseverant and
engaged while their learning achievement did not show any change.

2.6. Theoretical and Conceptual Frameworks of the Study

This sub-chapter looks into the theoretical foundations and conceptual explanations of
this study.

2.6.1. Theoretical Framework of the Study

The associations of the use of games in the classroom and the broader context of theories
of L2 learning are explained below. These explanations emphasize on the potential advantages of
games in enhancing students’ learning motivation, peer-interaction, and achievement.

2.6.1.1. Introduction

The array of inconsistent theories forwarded by several scholars in the fields of L2
learning and linguistics indicates that young learners’ L2 learning has remained contentious over
the years. For instance, Skinner (1957) supposes that children learn both L1 and L2 in a similar
fashion whereas McLaughlin (1984) and Cameron (2001) argue that the learning is different.

Despite the tense sustenance of this argument, Bley-Vorman (1989) sees many of the theories as
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harmonized, rather than conflictual. On the other hand, Harley (1995) leaves the question open.
Chomsky’s (1976) universal grammar hypothesis which is one of the most famous theories in
history views L2 learning in light of a human innate endowment claiming that language is a
mirror of the mind.

Influenced by Chomsky’s assumptions of language as an innate faculty, Krashen (1978)
developed an influential proposal to explain L2 learning named the Comprehension Hypothesis
which he first named as monitor model. Krashen (1978 & 1985) explains this model as the
subconscious acquisition, not conscious learning. Connectionism is another popular theory of
young students’ language learning. According to Mitchell and Myles (2004), connectionism
seeks to explain L2 learning in terms of mental representations and information processing while
rejecting the innate endowment hypothesis. Any learning is understood as a matter of neural
networks, and language learning is taken as the processing of experience and the repetition of
experiences causing the strengthening of the connections.

Overall, despite the availability of different theories relating to the present study, two
well-articulated theories in the area of L2 learning are discussed hereunder. These theories are
Vygotsky’s (1978) Socio-cultural theory and Williams and Burden’s (1997) Social-constructivist
model. These theories lay their roots in the post-positivist paradigm and complement each other
in many ways.

2.6.1.2. Vygotsky’s Socio-cultural Theory

Vygotsky’s (1978) Socio-cultural theory which has regained prominence in recent years
basically claims that the human mind is mediated. Collaborative assistance between an expert
and a novice or among peers can create opportunities for L2 learning by providing the analysis of

the process of physical actions in the human brain from the viewpoint of their cultural
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variables.According to Vygotsky (1978), social and linguistic influences may have priority over
individual cognition and that the former may influence or determine the latter. This theory
recognizes the interdependence of the individual and society, as each creates and is created by
the other. In other words, language development takes place through participation in social and
linguistic settings such as family life and peer-interaction, and in institutional contexts like
schooling. The Socio-cultural theory views motivation as the central element of learning. It sees
motivation as both extrinsic and intrinsic. Because learning is essentially a social phenomenon,
learners are partially motivated by rewards provided by the knowledge community. However,
because knowledge is actively constructed by the learner, learning also depends to a significant
extent on the learner's internal drive to understand and promote the learning process.

Vygotsky argues that young learners’ language learning development occurs when
speech and practical activity converge. This implies that when learners are engaged in practical
in-class activities like by playing games L2 learning opportunities increase and their use of the
target language develops (Mitchell & Myles, 2004). Vygotsky also emphasizes the role of
children's interactions with the people around them such as teachers and peers in the classroom
or parents at home to L2 learning. With the help of more knowledgeable people children can do
and understand much more than they can on their own. With this come two of the basic concepts
of Vygotsky’s Socio-cultural theory: the Zone of Proximal Development (ZPD) and Scaffolding.

2.6.1.2.1. The Zone of Proximal Development (ZPD)

According to the Socio-cultural theory, learning creates the Zone of Proximal
Development (ZPD). Vygotsky (1978: 86) defines the ZPD as “the distance between the actual
developmental level as determined by independent problem solving and the level of potential

development as determined through problem solving under adult guidance or in collaboration
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with more capable peers.” This concept underlines interpsychological relationships in the form
of a learners’ performance assisted by a more knowledgeable person, and intrapsychological
relationship denoting a learners’ ability to perform an activity without the help of another person.
This is the domain of knowledge or skill where the learner is not yet capable of independent
functioning, but can achieve the desired outcome given relevant scaffolded help.

In learning an L2, when learners are provided with working instructions they are assisted
to reach beyond their actual level of language functioning, and their mental development level
toward learning the target language can be expanded. Vygotsky (1978) stresses that there is a
fundamental linkage between social and cognitive factors. Cognitive development takes place
first at the social level through interaction and discourse with others, before being internalized to
feed into a learner’s language development and the explicit scaffolding role of the teacher is
shifted (Aldabbus, 2008). While the role of appropriate tasks to a certain learning objective is
central to comprehend Vygotsky’s notion of the ZPD, Lantolf and Appel (1994) mention that
beyond merely creating a scaffolding relationship between an expert and the novice for the
purpose of completing an activity, well-tailored tasks lead the latter to the highest possible
cognitive levels through interaction with others. Mitchell and Myles (2004) support the idea that
peer-interaction within the ZPD gives learners the chance to collaborate enhancing not only
speaking and listening but also grammar and vocabulary skills.

With this respect, vocabulary learning through games could induce learner participation
in activities whereby they engage in socio-culturally organized language practices. In this sense,
the ZPD comparatively marks students’ initial level of vocabulary knowledge and their new
acquisitions with the use of vocabulary games in which they practice the target language in

collaboration with the teacher as wells as with their peers. This indicates that the use of games
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could transform students’ vocabulary learning from interpsychological functions to

intrapsychological ones. In other words, the ZPD could show the possible shift incurred by

vocabulary games from learners’ independent achievement which is the actual developmental

level to their achievement with help from a more competent partner, i.e. their potential level.
2.6.1.2.2. Scaffolding

Another underlying concept of Vygotsky’s (1978) Socio-cultural theory is scaffolding, a
mechanism that takes place within the scope of the ZPD. Mitchell and Myles (2004: 195) define
scaffolding as “the process of supportive dialogue which directs the attention of the learner to
key features of the environment, and which prompts them through successive steps of a
problem.” Scaffolding fundamentally relates to the interpsychological dimension of learning
referring to the notion of providing appropriate assistance to a learner to his/her micro-genetic
development and withdrawing once the learner shows signs of being able to carry on with the
task independently. Donato (1994: 41) notes that “scaffolded performance is a dialogically
constituted interpsychological mechanism that promotes the novice's internalization of
knowledge co-constructed in shared activity”.

The Socio-cultural theory points out the concept of regulation in relation to scaffolding.
Regulation is a form of mediation which could be explained in three possible stages: object
regulation, other-regulation, and self-regulation (Lantolf & Appel, 1994). In the first stage,
object regulation, a learner often uses surrounding objects in order to think. Other-regulation is
the stage where scaffolding takes place. In this stage, a learner gains the assistance of another
person to develop cognitively. Finally in self-regulation, a learner accomplishes activities with
minimal or no external support. This is further explained in Ellis’ (2000) conceptualization of the

Socio-cultural Theory. Referring to this theory, Ellis (2000) indicated that language learning
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arises not through interaction but in interaction. With the help of a more knowledgeable person,
learners first perform a new task and then internalize it and do it on their own.

As far as scaffolding in the language classroom is concerned, Larsen-Freeman (1997)
agrees that language learning is the interaction and/or participation of language learners with
help and support from more able ones to enhance their mastery of the target language. Mitchell
and Myles (2004) mentioned that a child learns an L2 by performing tasks and activities under
the guidance of teachers initially through a process of other-regulation,typically mediated
through language. The learner is inducted into comprehending a language skill by doing and
develops the mentality of self-handling tasks. So, at this stage successful learning shifts from
collaborative inter-mental activity to autonomous intra-mental activity.

However, it is noteworthy that scaffolding does not simply mean the transmission of
knowledge from a more capable language learner to a less able one, and that every form of
scaffolding is helpful to students’ learning. For scaffolding to be effective, scaffolders should
help learners build up applicable systems and strategies for different problems by framing proper
supporting schemes that will sustain learners to productive mechanisms of managing similar
problems. In a situation where learners are scaffolded either more than they require or less than
they require, effective language development may not occur due to its low tendency to stimulate
development in the ZPD (Cameron, 2001). Maybin (1993) suggests that successful scaffolding
can be determined on the basis of two criteria: evidence of a learner’s successful completion of a
given task and confirmation of the learner having achieved a greater level of independent
competence as a result of the experience.

In view of Vygotsky’s notion of scaffolding, students’ vocabulary learning through

vocabulary games can be explained as follows. First, in the stage of other-regulation students
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could learn vocabulary in the classroom by playing games together with their peers supported by
their teacher. The context of learning with peers brings up the opportunity of language use and
collaborative meaning construction. While engaged in the game and hunting for solutions to
given problems, competing with their peers, and trying to finish the game students interact
unconsciously, scaffold each other, ask their teacher for clarification and help each otherusing
the target language. Later, in the self-regulation stage, learners can maintain independent
vocabulary learning through their own effort. In so doing, they can both play by themselves and
develop the interest to try to manipulate the target language in their own. This is in line with
Turuk’s (2008) claim that TBLT in which social and collaborative aspects of language learning
are emphasized calls for the application of the principles of Socio-cultural theory in L2
classroom. Furthermore, Shayer (2002) indicated that collaboration and peer-interaction create a
collective ZPD which each learner can draw from as a collective pool.

2.6.1.3. Williams and Burden’s Social Constructivist Model

The Social Constructivist model of L2 learning claims that individuals learn in an
interaction with others and by actively engaging in the construction of personal meaning. This
model is often dubbed as “cognitive and constructivist, socially contextualized and dynamically
interactive” (Williams & Burden, 1997:137). According to this model, resulting from both social
contexts and individual personal choices, motivation plays a pivotal role for language learning.
The core of motivation is making the decision to act. It stresses that a person has reasons for
doing something does not mean he/she really does that. Decisions over how much time and effort
to exert are demanded. However, these decisions might be affected by both the person’s internal
make up such as age, gender, attitude and interest and the wider external surrounding like family,

friends, teachers and culture. In this model, motivation is regarded both as intrinsic and extrinsic,
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like in Vygotsky’s Socio-cultural theory. Intrinsic motivation is described in the form of
enjoying an activity whereas extrinsic motivation is designated mainly through achievement.

In the eyes of the Social Constructivist model, L2 learning stems out of the interaction
between three interdependent elements that function within the social context. These elements
are the teacher, the learner and the task. In this sense, vocabulary learning occurs in the language
classroom, the context that sets the language learning situation, when vocabulary games make up
the classroom procedure in the form of tasks in which learners interact with their teacher and
peers. In such a way, they know the meaning of words in particular and practice the target

language in general cooperatively. This can be seen in the following figure.

Context Vocabulary

Games
(Tasks)

Figure 2.1. The Social Constructivist Model (Adapted from Williams & Burden, 1997:43)

The Social Constructivist model provides a framework of vocabulary learning

emphasizing interaction among students, the teacher, and the task. While these different parties
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collaboratively make up vocabulary learning in the classroom, the task processing at individual
level embraces the process shown in the following figure as Garris, Ahlers and Driskell (2002)
explain. The figure illustrates that a learner processes an L2 after receiving the required
instructional content from the teacher attributed with a specification by the game features. In the
process, the individual learner maintains simultaneous judgment along with system feedback
depending on personal characteristics. Through debriefing, finally, the language learning

outcomes of the learner are attained.

Input »  Process »  Output

Game Cycle

Teacher’s
Instruction \

Learner
Judgment

Debriefing | Learning
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Behavior

System
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Game Type /

Figure 2.2. Individual Level Processing of Game-based Tasks (Adapted from Garris et. al., 2002)

As the language classroom practices of the cognitive theory imply, teachers should
carefully assess the current stage of a learner's cognitive development and only assign tasks for
which the learner is prepared. This is related to Vygotsky’s (1978) notion of ZPD. The learners

can then be given tasks that are tailored to their developmental level and are motivating as
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Williams and Burden (1997) suggest. Teachers must provide learners with learning opportunities
that enable them to advance through each developmental stage. Teachers should uphold a proper
balance between actively guiding their students and allowing opportunities for them to explore
things on their own to learn through discovery. Again, this responds to the other aspect of
Vygotsky’s (1978) Socio-cultural theory, i.e. scaffolding. Moreover, teachers should be
concerned with the process of learning rather than the end product. For example, the teacher
should observe the way a learner manipulates a game instead of concentrating on winning or
losing. Children should be encouraged to learn from each other. It is important for teachers to
provide multiple opportunities for small group activities.
2.6.2. Conceptual Framework of the Study

The advent of CLT and its subdivision TBLT has brought a paradigm shift from the
mechanistic aspects of language learning and language use through pattern drills, rote
memorization and repetitive practice to the pedagogical emphasis on engaging learners in
communicative interaction, meaning negotiation, and language use in social contexts (Richards
& Rodgers, 2001). These teaching approaches have given rise to the role of tasks in the language
classroom. In these approaches, tasks are viewed as essential and central tools for effective
instructional processes and language practices (Nunan, 2004; Richards & Rodgers, 2001).

Nunan (2004) defines a task as a piece of classroom work which involves learners in
comprehending, manipulating, producing or interacting in the target language while their
attention is principally focused on meaning rather than form. The task should also have a sense
of completeness being able to stand alone as a communicative act in its own right with a
beginning, middle and end. Ellis (2003) lists five features of tasks. First, a task in teaching and

learning a language is an activity that requires learners to use the target language to achieve a
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particular purpose. Second, a task focuses on meaningful activities or on the language form.
Third, a task involves language use in terms of communication and learners’ meaningful
interactions to complete a specific assignment. Fourth, a task uses one or more language skills.
Fifth, a task involves learners in understanding the use of the target language.

According to Richards and Rodgers (2001), tasks can be classified as real-world tasks
and pedagogical tasks. Real-world tasks refer to tasks that demand the use of language in the
world beyond the classroom whereas pedagogical tasks are activities that occur in the classroom.
For Littlewood (1990), these tasks are activities classified into functional communicative
activities and social interaction activities. By functional communicative activities, Littlewood
(1990) means activities devised for a classroom emphasizing the functional aspect of
communication. This might include a problem learners must solve or information learners must
exchange with whatever language they have at their disposal. On the other hand, social
interaction activities refer to communicative activities devised to enhance learners’ social
relationships such as games, simulations and role plays. These activities foster interaction and
language use for communication purposes.

CLT and TBLT specialists claim that students’ learning motivation (Doughty & Long,
2003; Gardner, 1985; Gardner & Mclntyre, 1993), peer-interaction (Doughty & Long, 2003; Li,
2000 in Ellis, 2003; Richards & Rodgers, 1986; Richards & Rodgers, 2006), and achievement
(Doughty & Long, 2003; Horwitz & Young, 1991) are essential features of of students’
improved language learning. These scholars emphasize the importance of learners’ motivation
and interactive engagement in tasks for achieving successful language learning. For example, Li
(2000) in Ellis (2003) presents that CLT is an interactive, communicative and task-based

teaching approach that emphasizes meaning-based interaction and student involvement.
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Ellis (2003) and Richards and Rodgers (2001) consider motivation and peer-interaction
as two of a variety of benefits of CLT and TBLT. In these approaches, meaningful interaction
among learners is required by drawing their attention towards an interactive task. Tavakoli
(2009) indicated that learners’ motivation and attempt to construct meaning with their peers
facilitate learning achievement in CLT and TBLT oriented language classrooms. In such a way,
interaction and negotiation of meaning play a vital role.Motivated interaction occurs when
learners engage in clarification requests, confirmation and comprehension checks, and self-
repetitions while carrying out tasks (Seedhouse, 1999). Nevertheless, it is noted that unless
carefully managed classroom peer-interaction could lead to unintended negative learning
outcomes such as mineralization which refers to students’ resorting to minimizing their
utterances to get their message across (Motlagh, Jafari & Yazdani, 2014).

Showing the importance of tasks to activate learners’ motivation and peer-interaction, Ur
(1996) stated that tasks make the learning process more efficient by inducing more participation,
more motivation and more enjoyment on the part of the learners. Moreover, in the context of
task-based pedagogy, the learning outcome grows out of a fairly unpredictable interaction
between the learner, the task and the task situation (Kumaravadivelu, 1991). The student can
have a range of exposures to language practice while working in pairs and groups through tasks.

The notion of communicative tasks and activities in CLT and TBLT includes vocabulary
games which could enable learners to gain vocabulary learning opportunities and attain
communicative objectives. In line with Richards and Rodgers’ (2001) and Littlewood’s (1990)
conceptualizations of communicative tasks and activities, vocabulary games provide students

with interactive situations to practice a language purpose through their own instigation as well as
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in collaboration with others. In so doing, they could arrive at retaining the meaning of more
words of the target language and using them in a stress-free and relaxing learning environment.
Littlewood (1990) pinpoints that communicative activities such as vocabulary games
could offer four general essential elements to the language learner. These are ‘whole-task’
practice, motivation, natural learning, and a learning-supportive context. This was affirmed by
Huyen and Nga (2003) who found that playing vocabulary games requires students’ motivation
and active communication with their classmates. L2 learners encounter new words in their
learning. In order to achieve better, their active involvement and practice is required. Thus,
vocabulary games could support the learning process by bringing an interactive learning context.
The association between vocabulary learning motivation, peer-interaction, and
achievement through the use of vocabulary games can be elicited from Spolsky’s (1989), cited in
Mitchell and Myles (2004:08), general model of L2 learning which synergizes social context,

motivation, and learning opportunities to lead to effective learning outcomes.
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Figure 2.3. Spolsky’s (1989) General Model of L2 Learning (Mitchell & Myles, 2004: 08)
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Although this model is criticized for having “relatively little say about the social
relationships in which [learners] engage” (Mitchell & Myles, 2004:09), it has hugely influenced
scholars’ views of L2 learning. It presents the link between contextual factors, individual learner
differences, learning opportunities, and learning outcomes. According to this model, the wider
social context provides attitudes of different kinds which the learner holds in the form of
motivation. Then, this motivation joins with other personal characteristics such as age,
personality, capabilities and previous knowledge. All these features consolidate the learners’ use
of the available opportunities to bring about learning outcomes.

This model illustrates that the social context is the leading scenario in which different
situations to L2 learning occur. This context refers, among other things, to the classroom where
learners undertake activities with their teacher and peers. One of the activities in this case may be
vocabulary games. These games create a learning situation and offer students a chance to
practice the required language task. Depending on the use and effect of the task in the social
context, in this case the vocabulary games used, learners develop attitude. This attitude towards
the required language learning either prompts or discourages learners appearing in them in the
form of motivation. While the favorability of this attitude is determined by the game type and the
way it is handled in the classroom, the positive effects of the attitude lead to students’ vocabulary
learning motivation whereby they persist learning the target language.

In addition, combined with other factors such as age, personality, capabilities and
previous knowledge, this motivation leads learners to maintain learning. These factors ascertain
students’ engagement in the learning process. For instance, as far as learners’ age is concerned,
young learners love playing and tend to see the world close to their real life scenarios. When

vocabulary games are tailored to fit their age young learners’ motivational engagement in
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playing the games which in turn results in their unconscious learning augments. Learners’
personality is another important factor contributing to their vocabulary learning motivation. This
indicates that the use of vocabulary games which suit young learners’ psychology can positively
drive the motivational force. Learners’ capabilities and playing skills as well as their previous
knowledge of the language are also vital in this regard.

Spolsky (1989) asserts that learners’ age, personality, capabilities, and previous
knowledge of the target language altogether explain the learners’ ability to make use of the
available activity for gaining various learning opportunities. By way of being exposed to the
benefits of vocabulary games as learning opportunities, students can ultimately improve their
vocabulary learning achievement and enhance both linguistic and non-linguistic learning
outcomes. This underlines the interplay between the language activity made available to the
learners and the learners’ use of the available resource.

Generally, in the context of Spolsky’s (1989) general L2 learning model, improved
vocabulary learning motivation, peer-interaction, and achievement can be taken as a unified set
of premises towards successful L2 learning. Perceptibly, it would be too impetuous to suggest
that this model is a perfect fit to explain the synergy between the variables deemed in this study,
yet the model’s consideration of social context, learners’ motivation, and procedurally
rationalized learning outcomes could make it a vital model for conceptualizing the relationships.

In line with the discussions made above about the place of vocabulary games, motivation,
peer-interaction, and achievement in CLT and TBLT and Spolsky’s (1989) general L2 learning

model, the conceptual frame work of this study is presented as follows.
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Figure 2.4. The Nexus between Vocabulary Games and VVocabulary Learning Motivation, Peer-

interaction and Achievement

This conceptual framework depicts a vocabulary learning classroom oriented by a merger
of CLT and TBLT approaches. The broader circle made by the two solid, half arrows represents
the classroom context which is comparable to the notion of social context in Spolsky’s (1989)
general model of L2 learning. The three rectangles inside the circle show the dependent variables
this study embarked on. These are vocabulary learning motivation, peer-interaction, and
achievement. The presence of these variables inside the classroom context indicates their
centrality in the two teaching approaches. The three solid lines that make a triangular connection
between the three dependent variables designate the long established relationships between and
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among each other. The smaller circle with a weighty outline is placed at the heart of this
conceptual framework denoting vocabulary games, the independent variable. The three broken
lines connecting this circle to the dependent variables show the research gap this study intended
to address by investigating the effects of vocabulary games on vocabulary learning motivation,

peer-interaction, and achievement.
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Chapter Three: Research Methodology

This study investigated effects of vocabulary games on sixth grade students’ vocabulary
learning motivation, peer-interactionand achievement. In the study, activities based on
vocabulary games replaced some activities which originally existed in the textbook. This chapter
explains the methodology employed in this study. The chapter begins by elucidating the designs
of the study, the research setting and participants followed by a brief explanation about the data
collection instruments along with their reliabilityand validity. It also provides details of the
experimentation process and procedures of data collection. This chapter also includes description
of the data analysis techniques and ethical issues. Finally, the chapter closes by discussing the
pilot study emphasizing the lessons obtained in the route.

3.1. Designs of the Study

This study followed a merger of two mutually inclusive research designs: an
experimental type ‘between-group’ quasi-experimental design in which a pre-test and post-test
comparison was conducted (Creswell, 2012: 309), and a convergent parallel design type of
mixed-methods design (Creswell, 2012: 540). Quasi-experimental design, a type of experimental
design which emphasizes explaining the experimentation process, is used when one independent
variable is manipulated and its effect is measured by some dependent variables (Seliger &
Shohamy, 1989). Hence, in this study, this research design was selected since the effects of
vocabulary games were operated and measured by students’ vocabulary learning
motivation,peer-interaction, and achievement.

As opposed to the other types of ‘between-group’ experimental design (true experiment
and factorial design), quasi-experiments consider non-random assignments of participants to

groups (Creswell, 2012). As such, the present study included two comparable intact classes of
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grade six students. This non-random assignment was made not to disrupt the actual classroom
learning. The two intact classes were initially given pre-intervention vocabulary achievement
test, vocabulary learning motivation and peer-interaction questionnaires as well as a semi-
structured interview. Then, based on their equivalent pre-intervention results of the quantitative
instruments (i.e., the test and the questionnaires), the two intact classes were randomly
designated as control and experimental groups. This was followed by the experimental group
receiving experimental treatment activities as an intervention in the form of vocabulary games
whereas the control group followed the conventional method of vocabulary learning. As
Creswell (2012) advises, to avoid external and internal validity setbacks, | taught these
vocabulary items to both groups. Finally in the post-intervention phase, a vocabulary learning
achievement test, vocabulary learning motivation and peer-interaction questionnaires as well as
semi-structured interview were administered to both groups. The purpose of collecting the post-
intervention data was to assess possible disparities that might have resulted due to the game-
based vocabulary lessons that were given only to the experimental group. This can be seen
summarized in the following table.

Table 3.1. Summary of the Use of ‘Between-group’ Quasi-experimental Design in This Study

> Experiment >
Pre-intervention Intervention Post-intervention
Non-random assignment | VAT | Question | SSI Random Game-based VAT Question | SSI
(Intact classes) naire assignment | vocabulary lessons naire
Section A X Q: Iy CG No Y Q P
Section B X Q: Iy EG Yes Y Q P
X: Pre-test I1: Interviewl CG: Control Group
Y: Post-test I,: Interview?2 EG: Experimental Group
Q: Questionnairel SSI: Semi-structured Interview VAT: Vocabulary Achievement Test
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In tandem with the quasi-experimental design, a convergent parallel design type of

mixed-methods design was employed in this study. This design (also called concurrent,

triangulation, or simply parallel design) emphasizes explaining the collection, use, analysis, and

interpretation of research data. Unlike in the other major types of mixed-methods design

(explanatory sequential design, exploratory sequential design, embedded design, transformative

design, and multiphase design), in convergent parallel design, both quantitative and qualitative

data are collected simultaneously, and their results are used concurrently (Creswell, 2012: 540).

This is important to develop a more comprehensive understanding of a research problem through

different but complementary data.

In this study, both the quantitative and the qualitative data were considered as interactive

strands with concurrent timing and equal relative priority. Collected through classroom

observation and two-time interview, before and after the intervention, the qualitative data were

analyzed separated from the quantitative data. Later on, the results of the analysis were merged

for interpretation. For the purpose of determining whether the two databases yielded convergent

or divergent results, the data interpretation was made by comparing and contrasting both the

quantitative and qualitative data as can be seen in the following figure.
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Figure 3.1. Convergent Parallel Design (Creswell, 2012: 541) as Used in This Study
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3.2. Research Setting and Participants

In this sub-chapter, the selection procedures of the school and the research participants as
well as the grade level are explained.
3.2.1. Selection of the School and the Participants

This study was conducted in Bahir Dar City Administration due to its convenience. Bahir
Dar, the capital of Amhara National Regional State (ANRS) of Ethiopia, is found 558 kms north
of Addis Ababa. The information obtained from Amhara National Regional State Vital Events
Registration Agency (ANRSVERA) shows that the total number of population of the city in
2017 was 341,606 (Male = 161,757; Female = 179,849). According to Amhara National
Regional State Education Bureau (ANRSEB), in the year 2016, there were 64 primary schools in

the city with a total student population of 54,286 (Male = 26,864; Female = 27,422).

Table 3.2. Bahir Dar City Administration Primary School Student Population Data

School ownership Location
Government Private Others Urban Rural
Number of
schools 38 14 12 45 19
Total number
of schools 64 64
Number of Male Female Male Female Male Female Male Female Male Female
students 21258 | 21,882 | 3,292 | 3,404 | 2,314 | 2,136 | 20,104 | 20,933 | 6,760 6,489
Total = 43,140 Total = 6,696 Total = 4,450 Total = 41,037 Total = 13,249
Total number
of students 54,286 (Male = 26,864; Female = 27,422) 54,286 (Male = 26,864; Female = 27,422)

Table 3.2. indicates that from the total of 64 schools available in Bahir Dar City
Administration, 38 were government owned, and on another parameter, 45 of the 64 schools
were located in the urban part of the city. The school selection of this study was made through
multistage cluster sampling technique based on a series of inclusion criteria. From an initial
cluster of 64 primary schools in the city, school ownership was used as the first inclusion
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criterion in which 38 schools were chosen. The second criterion was location of the school in the
urban part of the city which, together with the first criteria, was met by 22 of the schools. As can
be elicited from Table 3.2 above, these two criteria were used to yield a larger representation of
the entire student population in the study setting a significantly majority of whom were enrolled
in government (43,140 out of 54,286) and urban (41,037 out of 54,286)primary schools. Again,
out of the 22 schools, another cluster of 12 primary schools (Addis Amba, Atse Sertse Dingil,
Ayer Tena, Dil Chibo, Dona Berber, Ewket Fana, Kulkual Meda, Meskerem 16, Shimbit, Tsehay
Gibat, Teyima, and Yekatit 23) was specified based on a third inclusion criteria, i.e. availability
of at least two grade six sections in the schools.

Before the next stage, the cluster was reduced into a total of 10 schools by purposefully
dropping Dil Chibo and Dona Berber primary schools. The former school is where the pilot
study of this research was conducted whereas the latter school was used for undertaking a
preliminary study for this work. In the fourth stage of the school selection, a mix of two
inclusion criteria was used: proportional number of students who could be assigned into control
and experimental groups, and suitability of the regular vocabulary lessons depending on the
school teacher’s timetable. In this stage, a closing cluster of eight schools (Atse Sertse Dingil,
Ayer Tena, Ewket Fana, Kulkual Meda, Meskerem 16, Shimbit, Tseyima, and Yekatit 23) was
found out of which Atse Sertse Dingil Primary school was finally chosen through simple random
sampling technique, by lot.

Atse Sertse Dingil Primary school, the oldest of all the 64 schools in Bahir Dar City
Administration, was established in 1946. Found in Kebele 03, the school enrolled a total of 1,514
students (Male = 787; Female = 727) in grades one to eight. This number marked the fourteenth

highest number of enrollment from the entire cluster of schools in the city. Out of these students,
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195 (Male = 109; Female = 86) were enrolled in grade six under four comparable sections
dubbed as A, B, C, and D. These sections comprised of 49, 48, 48 and 50 students respectively.

Since quasi-experimental design considers intact classes, two sections of grade six were
randomly chosen. Similar to the pilot study, the selection of the two sections was conducted with
a lottery method drawn together with the school teacher. In doing the draw, the names of the four
sections (A, B, C and D) were written on four equal sized pieces of paper and begirded. Finally,
the papers were mixed-up and laid down on a flat sheet. The school English teacher drew two of
the papers written on which were Section A and Section B. As mentioned above, these two
sections comprised of 49 (Female=25; Male=24) and 48 (Female=25; Male=23) students
respectively, and they were considered for this study as they were.
3.2.2. Grade Level Selection

This study was conducted with grade six students. In most schools in Ethiopia, English is
taught as a foreign language starting from grade one and continues serving as a medium of
instruction from grade seven to higher education. For the purpose of this study, grade six was
purposefully selected becauseof four factors that could affect the solicitation of vocabulary
games in the English language classroom. The first factor is that games and play are a natural
part of young learners’ lives (Dalton, 2005; Squire & Jenkins, 2003; Yolageldili & Arikan,
2011). Technically, young learners are students whose ages fall between five and fourteen
(Phillips, 1993; Hughes, 2003; McKay, 2006; Scott & Ytreberg, 2001). Normally, most
Ethiopian grade six students also belong to this category (NAFSA, 2012).

The second factor was the assumption that grade six students may have a relatively better
exposure to the English language in their earlier grades as compared to their counterparts in the

lower classes. In other words, most students in Ethiopian government primary schools start
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learning English at grade one. Thus, at grade six, they are presumed to have at least little
background of the language and familiarity with the features of the English classroom. In fact, in
the sense of the above two factors, the other grade levels below six could also be considered in
this study which leads to the consideration of the third factor.

In Atse Sertse Dingil Primary School, grade six was the last grade level for students to
learn the English language only in the English subject. From grade seven onwards, English is
used to teach not only the subject itself but also other subjects. This could give students the
opportunity to know the meaning of new words while also learning subjects other than English.
Hence, examining the effects of vocabulary games on grade six students’ vocabulary learning
motivation, peer-interaction, and achievement was believed to contribute to controlling an
intervening variable, i.e. students’ exposure to intended vocabulary items in the other subjects.

The last but not least factor is participants’ responsiveness to data collection instruments.
Students in lower grades have pragmatically relative deterrence to respond expressively: in the
context of this study, especially to the semi-structured interview. In addition to using
participants’ mother tongue during the interview, the selection of the higher grade level in
consort with the aforementioned three factors was believed to provide comparatively matured
reflections.

3.3. Data Collection Instruments

Designed to address both the research questions and hypotheses, instruments of both
quantitative and qualitative data collection were used in this study. Quantitative data were
collected through vocabulary tests and questionnaires whereas semi-structured interviews and

observation were used to collect qualitative data.

78



3.3.1. Vocabulary Tests

According to Seliger and Shohamy (1989), tests are used when the purpose is to collect
data about participants’ ability and knowledge of a language skill, vocabulary in this case.
Meanwhile, two similar teacher-made vocabulary achievement tests were given to all
participants of this study before and after the intervention. With a norm-referenced nature, the
tests assessed test scores as a measure of how well a student did in comparison with a large
group of test takers. Both tests were prepared in line with the test formulation schemes of
Cambridge Young Learners English Tests similar to the work of Chou (2014) andin consultation
with my supervisors and the school teacher. The face validity and content validity of both tests
were ensured through the constructive comments received from the school English teacher
before the tests were administered. The school English teacher assessed and checked five aspects
of the tests: time allotted to complete the test, item value, clarity of instructions, appropriateness
of question types, and language complexity.

First, a vocabulary achievement pre-test was administered with the main objective of
inspecting homogeneity of study participants who belonged to the two different sections (A and
B). This was also used to check whether assigning those intact classes into control and
experimental groups would later implicate no prior differences. As such, the test was devised
from students’ previous vocabulary lessons about Cloths and Jewelry(pages 5 and 6), and
Geography and Places (pages 18 to 20) found in the textbook.

The test consisted of 20 items under four sections (True or False, Matching, Anagrams,
and Multiple Choice), each section having five items of equal value, i.e. one (See Appendix A).
Based on the lessons gained from the pilot study, the instructions on the test were minimally

revised through rewording to be relatively simple for the participants to understand. Especially, a
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moderate oral explanation of the third instruction, Anagrams, was given in Amharic, the
participants’ mother tongue. Participants of the pilot study had repeatedly asked how they could
work out the Anagrams which seemed an uncommon mode of devising test questions for them
although it was still found on the different parts of the textbook. While this was intended to be
replaced by another form of questioning, it was possible to understand from my informal talk
with the students that they liked working the Anagrams once they comprehended the
instructions. The Anagramsconsisted of five items of word-level jumbled letters which required
the students to reorder the letters to form meaningful words and choose that correct word, the
meaning of which was put in a phrase, from four options.

The post-test was prepared in the same way as the pre-test and administered after the two
sections were assigned as control and experimental groups for the intervention (See Appendix
G). Given to all participants of the study (97) in the two intact sections, the pre-test and the post-
test were similar in organization, time allotted (30 minutes), number of sections (4), content of
instructions, questions (20) and value (20) (Compare appendices A and G). However, unlike the
pre-test questions that were drawn from students’ vocabulary lessons about Cloths and Jewelry,
and Geography and Places, the post-test questions were prepared from the vocabulary lessons
students had learned during the experimentation: Jobs (page 37), Food Items (pages 59 - 62, and
72), and Animals (75 and 89) (See Appendix G). The purpose of the post-test was to examine
any differences between the experimental and the control groupstudents’ vocabulary learning
achievement after the course of the intervention.

3.3.2. Questionnaire
Questionnaire was used as the other quantitative data collection instrument. According to

Dornyei (2007), questionnaires are relatively easy to construct, quick and versatile, and
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appropriate for collecting a large amount of data at a time. In this study, a questionnaire
consisting of two sections (Vocabulary Learning Motivation and Peer-interaction during
Vocabulary Learning) was prepared in a five-point Likert-type scale, ranging from5to 1 (5 =
Strongly Agree; 4 = Agree; 3 = Undecided; 2 = Disagree; 1 = Strongly Disagree), and
administered to all study participants twice, before and after the intervention (See Appendix B).
During the administration, elaborations about instructions were made both in English and
Ambharic. The students were also encouraged to ask for clarification whenever they needed. The
items in the questionnaire were designed consulting the works of Chou (2014), Gardner (1985)
and Schmidt, Boraie, and Kassabgy (1996) on vocabulary learning motivation, and Aldabbus
(2008) on peer-interaction and commented by my supervisors and a Psychology teacher from
Jigjiga University. Initially, the items were formulated in English and later translated into
Ambharic (Compare appendices B and C).

In the questionnaire, a total of 32 items (20 vocabulary learning motivation measuring
items and 12 peer-interaction measuring items) were included (See Appendix B). The number of
the vocabulary learning motivation measuring items was reduced from 24 to 20 based on the
results of the pilot study (See Appendices K &R). In this section of the questionnaire, 8 items (3,
4,5,8, 12,15, 18 and 20) were written negatively as destructors to prevent students’ random
answering. In the data encoding phase, these items were reverse coded. On the other hand, the
number of peer-interaction measuring items was kept without any alteration. In this section,
items number 11 and 12 were written as destructors. All the participants of the study filled up the
questionnaire by rating how strongly they agreed and disagreed with items that inferred

vocabulary learning motivation and peer-interaction.
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To check the internal consistency of the questionnaire items, Cronbach’s Alpha
Coefficient was computed separately to the two sections of the questionnaire before and after the
deletion of the items from the original version. Before the deletion of the four items, reliability
tests showed 68.6 Cronbach’s Alpha for vocabulary learning motivation measuring items and
84.6 Cronbach’s Alpha for peer-interaction measuring items. In contrast, after the deletion, 72.6
Cronbach’s Alpha for vocabulary learning motivation measuring items and the same 84.6
Cronbach’s Alpha for peer-interaction measuring items were found (See Appendix R). In the
main study, the computed Cronbach’s alpha coefficient for pre-intervention vocabulary learning
motivation responses wasfound 86.3 and for peer-interaction responses 72.6. In the post-
intervention, Cronbach’s Alpha Coefficient for the two sets of items was found to be 71.3 and
80.3 respectively. These results indicated that the questionnaire items formed a scale that has
sensible internal consistency (DeVellis, 2012).

3.3.3. Interviews

Interview is one of the two qualitative data collection instruments used in this study. This
instrument is important for collecting a multiple, quick and in-depth interpretation of an issue
through interviewees’ personal clarifications(Seliger & Shohamy, 1989). In this study,
interviews were held with students to find their reflections mainly about classroom peer-
interaction during vocabulary learning. In particular, the employment of this data collection
instrument had three purposes: to explore students’ peer-interaction during vocabulary lessons, to
find out comparative qualitative examinations of the conventional and the game-based
vocabulary lessons as was understood by the interviewees, and to complement the data collected

by both questionnaire and observation.
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Of the three types of interview: structured, unstructured, and semi-structured (Dyer,
1995), the last type was employed in this study. While structured and unstructured interview
types respectively follow a strictly readymade and highly flexible questioning the semi-
structured type allows mixing the merits of the other two types by offering consistency across
interviews and using probes whenever necessary (Dornyei, 2007). In such a way, a one-on-one
face-to-face type of semi-structured interview in which interviewees were asked separately was
used (Creswell, 2012). Using this type of interview, | asked questions to and tape-recorded
answers from only one participant at a time via face-to-face interaction. lwas engaged with
participants by posing questions in a neutral manner, listening attentively to their responses, and
asking follow-up questions and probes based on those responses.

The interviews were held in Amharic aided by open-ended interview guides (See
Appendices D & H) each comprising of general questions framed based on the aims of this study
pertinent to the literature. Later on, the data collected in Amharic were transcribed (See
Appendices CC & EE) and then translated into English (See Appendices BB & DD). The
interview guides helped to keep the interviewing focused and to allow the emergence of
informants’ reflections in a directly related manner to the research objectives (Patton, 2002).

A two-time interview, i.e. before and after the intervention, was held with six randomly
selected students from each of the control and experimental groups. The main focus of the pre-
intervention interview questions was to explore the nature of students’ peer-interaction in the
conventional vocabulary learning sessions. In contrast, the post-intervention interview questions
discovered the qualitatively expressed disparities with regard to students’ peer-interaction in the
game-based vocabulary sessions as compared to the conventional one. In total, 24 interviews

were held with 12 students between 21 December, 2016 and 27 January, 2017. Conducted both
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inside the students’ classrooms and inside the school premises, the interview sessions lasted
between a maximum 14and a minimum6 minutes. The profiles of interview participants are
summarized in the following table.

Table 3.3. Profiles of Interview Participants

Section A (Experimental Group) Section B (Control Group)
Pseudonym | Sex | Age Duration of Pseudonym | Sex | Age Duration of
Interview in Minutes Interview in Minutes
Temesgen M 15 | Pre-l 08:37 Biruktawit | F 13 | Pre-l 13:14
Post-1 08:02 Post-I 10:07
Mekdes F 14 | Pre-l 10:03 Dagim M |14 | Pre-l 08:39
Post-I 08:02 Post-I 07:14
Masresha F 14 | Pre-l 05:33 Tigist F 14 | Pre-l 04:31
Post-1 07:02 Post-I 05:55
Betelhem F 12 | Pre-l 05:24 Nahom M |12 | Pre-l 08:59
Post-1 06:44 Post-I 07:21
Michael M 13 | Pre-l 04:38 Selam F 15 | Pre-l 06:59
Post-I 05:31 Post-I 06:00
Surafel M 12 | Pre-l 05:56 Miftah M |14 | Pre-l 06:29
Post-1 06:14 Post-I 05:17

Pre-1: Pre-intervention
Post-1: Post-intervention

As can be understood from Table 3.3., a total of 12students participated in the interview,
six from each section/group. There was a fifty-fifty representation of the two sexes in each class.
In terms of age, except Temesgen and Selam, 15, the others were between 12 and 14. The
longest interview was held with Biruktawit (13:14). In contrast, the shortest one was held with
Tigist (04:31).

3.3.4. Observations

The second qualitative data collection instrument used in this study is classroom
observation. This instrument enables to capture unanticipated and interesting data by uncovering
the observed reality as people may not always reflect well during interviewswhat they actually

do (Bell, 1999). In this study, observation was used for three purposes: to gain a picture of
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students’ peer-interaction while learning vocabulary, to supplement and triangulate questionnaire
and observation data by filling the possible limitations of those instruments, and to compare and
contrast the control and experimental groups in terms of peer-interaction.

Video recording which was done with two cameras placed in two corners of the
classrooms was used to collect the observation data. According to Breakwell, Hammond, and
Fife-Schaw (2000), using video cameras to capture students’ classroom behaviors offers a
relatively cheap and semi-permanent record which can be played back repeatedly allowing for
in-depth analysis. Based on this rationale, a total of 14 classroom observations, seven in the
control and seven in the experimental groups, were video recorded between 26 December, 2016
and 20 January, 2017. This was so mainly because over the week six sessions of 40 minutes
running in all five school days, i.e. Monday through to Friday and a double session in one of
these five days were allocated for the English subject. The school teacher taught the subject
based on the textbook aided by the teacher’s guide. The textbook incorporated all the four basic
language skills along with vocabulary and grammar. While it normally took two to three weeks
to finish a unit depending on the length of the unit and the teacher’s focus of interest, the
vocabulary part often covered two or three periods.

To ensure students’ familiarity with the presence of the cameras in the classroom, the
first two regular sessions (on 26 and 27 December, 2016) were recorded before the required
vocabulary lessons. The observations needed for this study ranged from 28 to 37 minutes. Apart
from this, in order to utilize the collected data for the purpose of this study, through repetitive
observations of the recorded videos, descriptions of students’ classroom peer-interaction (See
Appendix AA) were made against eight criteria: objectives, sequence of acts, physical setting,

objects, actors, actions, activities (events), and feelings (Chou, 2014) (See Appendix F).
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3.4. The Experiment

This study was conducted in an eight weeks period. During the experimentation,
distinctive vocabulary lesson plans were preparedfor the control and experimental groups which
were randomly assigned based on their comparable pre-intervention results. The vocabulary
lessons taught to the two groups based on the lesson plans were drawn from the vocabulary
practice parts of Grade six students’ English textbook. Moreover, the words taught to the
students were taken from the list of vocabulary items theywere supposed to know at the end of
the year. This list was found at the end of the student’s English textbook (page 236) or the
teacher’s guide (page 150) (See Appendix M).

Studentsin the control group were taught through the conventional vocabulary teaching
method consulting Grade 6 Students’ English Textbook (pages 37, 59-61 & 72, and 75 & 89)
(See Appendix O) and Grade 6 English Teacher’s Guide (pages 27, 37 & 44-45, and 49-50 &
56). On the other hand, students in the experimental group were taught about those parts of the
vocabulary lesson through games. As such, three vocabulary practice lessons found in students’
English textbook: Jobs, Food Items and Attributes, andAnimals were considered.

3.4.1. The Conventional Vocabulary Lessons and Their Implementations

Grade six student’s English textbook comprised of thirteen Units. Each Unit covered the
different language skills in a minimum of 14 and a maximum of 20 pages. All the Units, except
Unit thirteen which contained only six lessons, were made up of thirteen lessons each. The
vocabulary lessons found in the textbook include Clothes, Geography and Places, Jobs, Food
Items and Attributes, Animals, Activities and Pastimes, Prepositions of Places etc. This study

considered the vocabulary lessons found in Unit three (\Vocabulary of Jobs), Unit four
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(Vocabulary of Food Items and Attributes), and Unit five (Vocabulary of Animals). These
lessons were framed to be taught purportedly through activities.

3.4.1.1. Lesson one

The first vocabulary lesson about Jobs (page 37) (See Appendix N1) asked students to (a)
work with a partner to form correct words from given jumbled letters and write them in their
exercise books, and (b) study a given list of words and use them to complete sentences. In this
study, this lesson was conventionally implemented in two consecutive days (27 and 28
December, 2016) through three activities (See Appendix N1).

The first activity was conducted on day one, and the remaining two activities on day two.
In the first activity of the lesson, I introduced a list of 12 words (Athlete, Carpenter, Driver,
Medical doctor, Merchant, Painter, Police, Priest, Scientist, Shoeshine girl, Teacher, andWaiter)
to the class. | asked students which words they knew from the list. Then, I wrote all the words
disorderedly on the blackboard by jumbling the letters of each word, and students copied that.
Afterwards, students sat in pairs and began trying to form the correct and meaningful versions of
the given jumbled words. On the second day, the other two activities were undertaken by (1)
giving 12 incomplete sentences to the students to fill the words in for making complete
sentences, and (2) asking them to compare their answers with their colleagues’ works.

3.4.1.2. Lessons two and three

The second and third vocabulary lessons students learned dealt with Food Items and
Attributes which were found on Grade six students’ textbook (pages 59-61 and 72) (See
Appendix N2). These vocabulary lessons required students to (a) use a given list of words to
constructmeaningful sentences, (b)match foodstuffs with various adjectives that could describe

them, (c) write down two sentences in their exercisebooks describing other foods, (d) find
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missing words according to a given example, and (e) use words to complete sentences. In their
conventional implementation in the control group, these lessons were conducted in three days
(09-11 January, 2017) (See Appendix N2).

On the first day, | wrote on the blackboard and introduced a list of 24 words(Bunch,
Cheese, Chopped, Delicious, Fresh, Fried, Garlic, Hard, Honey, Hot, Juicy, Oily, Pepper,
Pineapple, Porridge, Rice, Roasted,Soft, Spicy, Sweet, Tasty, Traditional, Watery, Wheat flour).
This was followed by a brief explanation about the meaning of each word. Then students were
asked to copy the words on their exercise books and to choose six words to construct meaningful
sentences aboult.

On the second day, I revised the vocabulary items students had learned on the previous
day. Then I introduced and explained three categories (Food items, Attributes, and Adjectives) to
which the vocabulary items could belong. Next, students were asked to group the 24 vocabulary
items into the three categories. In the final activity of the day, students were asked to write two
sentences that involved descriptions of food items.

On the third day, I introduced another list of 20 words of food items (Butter, Cabbage,
Chicken, Coffee, Cooking oil, Guava, Juice, Lemon, Mango, Meat, Milk, Onion, Orange, Potato,
Salt, Strawberry, Sugar, Tea, Tomato, and Water). In the activities, students were asked to do
two things. The first was finding missing words based on a given example. In the second
activity, they chose words from the list to complete incomplete sentences.

3.4.1.3. Lesson four

The fourth lesson considered in this study was vocabulary of Animals (pages 75 and 89)
(See Appendix N3). The conventional implementation of this lesson supposed students (a) to

write down a list of animals, (b) show what animals eat and wherethey live, (c) imagine
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themselves being some animals and write messages, (d) select animals from a table and
categorize them into different groups, (e) discuss whether there were animals which could do a
list of activities, and (f) write correct words in their exercise books using jumbledletters. Hence,
in this study, students in the control group were asked to do the following activities that were
undertaken in two days (19 and 20 January, 2017) (See Appendix N3).

On the first day, | began the session by asking students to form groups of four and five
and write on their exercise books as many animals as they could. Then | introduced a list of 18
animals (Camel, Chameleon, Crocodile, Donkey, Elephant, Giraffe, Goose, Gorilla,
Hippopotamus, Hyena, Horse, Jackal, Lion, Monkey, Mule, Ostrich, Rhinoceros, and Zebra) and
explained where each animal lives and what it eats. Finally, | gave a classroom activity to those
groups in which students had to categorize the animals that belonged to the same category based
on what they eat (meat, grass, fruit, and leaves) and where they live (with people, in the desert,
in the jungle, in the water, on the field, or on the tree). On the second day, students did two
activities. Firstly, | asked them to imagine themselves being someof the animals and write such
messages as ‘| am a lion, and | am the king of the jungle.” Secondly, they wrote in their exercise
books correct words about the names of animals using given jumbledletters.
3.4.2. The Game-based Vocabulary Lessons and Their Implementations

3.4.2.1. Selection of the vocabulary games used in this study

Selecting games that are appropriate to a certain context requires paying due attention to
the types and purposes of the games needed as well as the language skills they improve
(Brewster, Ellis & Girard, 2004). In this study, four vocabulary games namely: Memory Game,
Outburst, Chain Game, and At the Zoo were employed each game, except Chain Game, played

twice to teach a set of vocabulary items. These games were selected from a list of language
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games and activities prepared to teach English to young learners (Copland, Garton & Davis,
2012). All these games and activities had been tested in and taken from different language
teaching contexts worldwide. Also, they were presented in the book with their explicit
objectives, procedures, skill orientations, and criteria of selection for language teaching
purposes. Thus, the four vocabulary games considered in this study were selected based on the
following criteria: suitability of the games to teach vocabulary, appropriateness to students’ age
and grade level, adequacy of time to use the games, deliberation of large classes, possibility to
engage learners of mixed-level language use, and suitability to classroom organization (See
Table 3.4.).

In favor of the abovementioned criteria, Aldabbus (2008) advises that selecting games for
teaching a particular lesson should consider the suitability of the games to the learners' age and
level, ease of implementation, availability of materials, and time allowed as well as their capacity
to serve the learning purpose. All the four games deemed in this study allowed teaching
vocabulary to grade six EFL learners whose normative age fell between twelve and fourteen. The
games were also suitable to be managed within 40 minutes, the time allotted for a period in the
primary school this study was conducted in. Moreover, the games were inclusive of students with
mixed levels of English language use and appropriate to organizing classes and managing large
classes which was a typical feature of the four grade six sections at Atse Sertse Dingil primary
school. To sum up, the selection of the four vocabulary games used in this study can be seen

summarized in the following table.
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Table 3.4. Summary of Vocabulary Games Selection Criteria

Criteria Memory Game Outburst Chain Game At The Zoo
Suitability to teach vocabulary Yes Yes Yes Yes
Appropriateness to students’ Yes Yes Yes Yes
age and grade level
Time needed 30 minutes 10-20 minutes 20-30 minutes 5-20 minutes
Engaging mixed levels Yes Yes Yes Yes
Class organization Group work/Whole Whole class Whole class Whole class
class
Deliberation of large classes Yes Yes Yes Yes

3.4.2.2. The games

3.4.2.2.1. Memory Game

Memory Game is both a competitive and cooperative vocabulary game which is used to
introduce and practice vocabulary and to exercise pronunciation if needed. This game is suitable
to teach vocabulary to young learners with mixed levels of second language use and in large
classes often covering half an hour to complete. It allows group as well as whole class work. To
play this vocabulary game, the materials required are sets of cards with words and pictures of a
vocabulary group. These sets of cards, at least 14 cards in each set, are given to students.

The game is played mainly to find picture-word combinations by memorizing fitting
matches. First, the teacher shows the picture cards to students and they repeat the words all
together. Secondly, the word cards are shown to them similar to the picture cards and they repeat
again. Then, the teacher divides the class into groups of four or five and gives each group a set of
cards. One student in each group shuffles the cards and lays them down on the desk. Lastly, the
students take turns to turn over two cards and to try to find a picture-word pair. A successful
student combines a picture card with its correct name on a word card. When a student fails to do
S0, the cards are turned face down again and another student in the group takes a turn. In the

group, the child with the most picture-word combinations is declared as the winner. The process
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of playing this game involves working together and helping each other when a student is unable
to match the required pairs.

Because this is a competitive game played in groups, it is advised to assign a student in
each group as a group leader and give him/her the responsibility to orchestrating and monitoring
the playing. Memory game can be used for teaching various sets of vocabulary. Alternatively,
when there are no adequate resources, a single set of cards can be used to teach a vocabulary set
to the entire class either by playing as a whole class or by bringing a group of students to the
front to play the game.

3.4.2.2.2. Outburst

Outburst is another vocabulary game which allows students to work both competitively
and cooperatively. This game activates students’ vocabulary and aids them to learn new words.
Young students of any age in the primary school with mixed language levels can play this game
whether the size of the class is large or not. The game covers a maximum of 20 minutes when
organized as a whole class activity. Pieces of paper and a clock are required to play Outburst.
Using three pieces of paper, the teacher prepares word lists beforehand with eight words on each.

In playing Outburst, students have to guess the words from the different categories that
are on the teacher’s list. The teacher asks students to form groups of four or five and gives three
pieces of paper to each group. After each group receives the papers, the teacher begins the game
by saying the following statements: “You are going to guess the words | have on my list. You
have three minutes to guess as many words as you can and to write them down on your
papers.’The students write down as many words of the given category as they can. Next, a
representative from each group reads out the items on the group’s list. If the word is on the

teacher’s list, the group gets a point.
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In situations where all students can get a chance to speak, the teachermay give extra
points for spelling and correct pronunciation. After the first category of words is done this way,
the same procedures are followed with the second and third categories, and the sums of each
group’s scores are calculated to declare the winning group. When many students of a classroom
are found to have lower levels of English, Outburst can be played by asking students to draw
pictures of words they know in their mother tongue but in English.

3.4.2.2.3. Chain Game

This cooperative vocabulary game is mostly used to practice or revise a new vocabulary
set within 20 to 30 minutes. It is suitable to students’ mixed levels of English at all ages and for
large classes. Organized as a whole class activity, Chain Game is played using flashcards which
contain the words students are needed to learn.

At the beginning of this game, the teacher introduces a set of words through flashcards.
After the students altogether practice pronunciation by saying the names of the words, the
teacher sticks the cards on the board writing the word under each card. The teacher introduces a
phrase like ‘My sister went to the market, and she bought an apple.” Then the first volunteer adds
to the list using another word from the flashcards in the following way: ‘My sister went to the
market, and she bought an apple and some carrots.” The game goes on with each student adding
to the list after having repeated all the items mentioned before. Finally, the game is repeated by
taking the flashcards off the board and erasing any writing.

In this game, it may not be necessary to teach a set of vocabulary first. The students can
add whatever they like to the list from words they know or remember. Optionally, this game can
be played by starting the next word in the list with the last letter of the previous word. For

example, ‘My sister went to the market and bought an apple, some eggs, a slipper, and raw
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meat.’ If it is difficult to get flashcards, this game might be played by writing down words or
drawing pictures on the board.

3.4.2.2.4. Atthe Zoo

At the Zoo, both a competitive and cooperative vocabulary game, is used to practice new
vocabulary of animals and to produce simple descriptions. This game is also suitable to large
classes and mixed level young learners requiring up to 20 minutes to play. It is played using
pictures of animals and dice. Pictures of animals in the zoo which are big enough for all students
in the class to see are put on the board numbered from one to six. Then students take in turns to
throw a dice. The number corresponds to an animal on the board, and the student must make a
sentence about the animal.

Before playing the game, the teacher revises the names of the pictures of the animals on
the board as well as some adjectives to describe them. Once the pictures are hung on the board,
volunteer students are asked to throw the dice which lands on a number from one to six. The
child must say which animal corresponds to that number. The student writes the name of the
animal on the board under the picture like ‘It is a lion.” Another student throws the dice and does
the same. If the dice lands on the same number, the student must say something different about
the animal; for example, ‘It is big’. The game continues until all the animals on the board are
named and described.

3.4.2.3. Implementations of the game-based vocabulary lessons

3.4.2.3.1. Memory Game

Memory Game was used to introduce and practice vocabulary of Jobs which was found
on Page 37 of Students’ English textbook. One round Memory Game takes some 30 minutes to

play. In this study, this game was played two times in two consecutive sessions. In order to play
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this game, two sets of word cards on one hand were prepared, each card containing a word
signifying a job (Set One: Athlete, Carpenter, Driver, Medical doctor, Merchant, Painter; Set
Two: Police, Priest, Scientist, Shoeshine girl, Teacher, Waiter). On the other hand, two sets of
six cards which contained pictures of the aforementioned jobswere prepared (See Appendix P1).

On the first day, playing the game began when | showed the first set of word cards to the
whole class and students recited the name of each word altogether. Then | showed the picture
cards to all students and they read aloud each word. Following these two steps, | divided the
class into groups of five and gave each group the first set of both word cards and picture cards. In
each group, a student was assigned to monitor the game as well as face down on the desk and
shuffle first the picture cards and then the word cards. The students took turns to turn over two
cards and try to find a picture-word pair; for example, the word Athlete and the picture of an
athlete. The group representatives were also assigned to register each student’s scores and give
turns to the next student when one failed to make correct combinations. While students were
playing the game | was moving across the class and ensuring that every student was engaged in
playing the games. After the students finished playing the game, I wrote all the six words
disorderedly on the blackboard by jumbling the letters of each word, and students copied that.
Afterwards, students sat in groups and began trying to form the correct and meaningful versions
of the given jumbled words.

On the second day, the game was played in the same procedure and groups as the first
day but with the second set of word cards and picture cards (Set Two: Police, Priest, Scientist,
Shoeshine girl, Teacher, Waiter). After all the groups finished playing the games, the group
representatives named the winners in their groups. At the end of the session, students were asked

to complete six sentences using the words they had learned.
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3.4.2.3.2. Outburst

Aimed at activating students’ vocabulary and helping them to learn new words of Food
Items and Food Attributes, Outburst was played in two days (09 and 10 January, 2017). Twenty-
four words taken from pages 59 to 61 of students’ textbook were taught through this game. In
those days, | took to class three word set lists printed on three pieces of paper (See Appendix
P2). On the first list were eight words of food items: Cheese, Garlic, Honey, Pepper, Pineapple,
Porridge, Rice, and Wheat flour. The second list consisted of eight attributes of food items:
Bunch, Delicious, Juicy, Oily, Spicy, Sweet, Tasty, and Watery. Eight adjectives which were
similar to the second set were written in the third list. The words were Chopped, Fresh, Fried,
Hard, Hot, Roasted, Soft, and Traditional.

In implementing Outburst to teach vocabulary of food items and attributes on both days,
students were made to form groups of four, five, and six. On the first day, | gave a clean piece of
paper to each group and began playing the first round of the game by telling the class that | had a
list of eight words about Food Items with me, and they had to guess the words on my list by
writing down as many food items as they could on the given piece of paper. A representative
from each group read out the words in his/her group’s list. For the words they got from my list, |
gave points. Giving ten minutes to finish the first round, | was rounding the class to make sure
that all students were participating in the group work. After the first round was finished, we did
the second round about Food Attributes with the same procedures but with new set of words
(Bunch, Delicious, Juicy, Oily, Spicy, Sweet, Tasty, and Watery). Finally, I declared the group
which found many words from my list the winner of the game. The concluding activity students
did was copying all the 16 words on their exercise books and choosing some six words to

construct meaningful sentences about.
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On the second day, we played the game like the first day but with a new set of words i.e.
Adjectives that describe food items (Chopped, Fresh, Fried, Hard, Hot, Roasted, Soft, and
Traditional).The accompanying activity of the game-based vocabulary lesson of the day was
writing as many sentences as possible that involved descriptions of food items.

3.4.2.3.3. Chain Game

Like Outburst, Chain Game was used in this study to teach new vocabulary set about
Food Items, but this time two new sets of ten words each were prepared from page 72 of the
textbook (See Appendix P3). First, students sat in groups of four, five, and six. Then the first set
of ten words (Butter, Cabbage, Chicken, Coffee, Cooking oil, Guava, Juice, Lemon, Mango,
andMeat) was introduced to them by showing flashcards and telling the name of each picture.
Next, | hung the flashcards on the blackboard jotting down their names and wrote the sentence
Almaz bought a kilo of butter from the market. Following this, | asked a volunteer student to add
one food item on the sentence made. We continued playing the game each new student
mentioning all the food items already stated and adding one more from the list shown in the
flashcards. Next, the game was played by taking the flashcards off the blackboard. Once the first
round was finished, we began playing with the second list of words (Milk, Onion, Orange,
Potato, Salt, Strawberry, Sugar, Tea, Tomato, andWater). Finally, an activity was given to
students to find missing words based on a given example.

3.4.2.3.4. At the Zoo

Through this game, 18 words about Animals were taught to students taken from their
textbook, pages 75 and 89 (See Appendix P4). Before the commencement of the lesson, |
prepared the pictures of all the animals students were about to learn (Camel, Chameleon,

Crocodile, Donkey, Elephant, Giraffe, Goose, Gorilla, Hippopotamus, Hyena, Horse, Jackal,
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Lion, Monkey, Mule, Ostrich, Rhinoceros, and Zebra). Then at the beginning of the lesson on the
first day, | revised the names of all the animals and began playing the game by putting the
pictures of the first six animals (Camel, Chameleon, Crocodile, Donkey, Elephant, and Giraffe)
on the board and numbered them from one to six. After that, | called upon a volunteer to throw a
dice I brought to the class with me. The student had to say which picture of animal on the board
corresponded to the number on the dice and make a sentence about that animal. | wrote the
sentence the student made and called for another student to throw the dice. We continued playing
the first round of the game until sentences were made about all the animals on the board. At the
end of the session, they wrote in their exercise books correct words about the names of animals
using given jumbledletters.

On the second day, we played the same game in two rounds with the remaining two sets
of words (Set One: Goose, Gorilla, Hippopotamus, Hyena, Horse, Jackal, and Set Two: Lion,
Monkey, Mule, Ostrich, Rhinoceros, and Zebra). This session took a relatively less time than the
previous one since the students internalized the rules of the game. The final activity students did
on this day was categorizing the animals that belonged to the same category based on what they
eat (meat, grass, fruit, and leaves) and where they live (with people, in the desert, in the jungle,
in the water, on the field, or on the tree).

3.5. Procedures of Data Collection

Similar to the procedures followed in the pilot study, the first step in collecting data for
the main study was getting engaged with the school English teacher via the authorization of the
school principal based on a request letter of cooperation | took from Bahir Dar University. This
was the stage when | explained the purpose of the study, learned where the teacher was, and

framed the experimentation period together with the school teacher. Before commencing the data
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collection and taking on the two sections as a subject teacher, | spent five days of six class
sessions as an observer in each section, i.e. from 12 to 16 December, 2016. In the observation, |
focused, among other things, on the teacher’s majorinstructional procedures, students’ grouping
and classroom behavior, student-teacher interaction, the teacher’s time allocation for tasks, and
classroom participation and turn taking.

My first independent contact with students came on 19 December, 2016 when | myself
gave the pre-intervention test. Aimed at measuring students’ vocabulary achievement, this pre-
test was given to all students in both sections (A and B). Then, | collected students’ test sheets
and marked it based on which the two sections were later randomly assigned for the treatment
comparison as control (section B) and experimental (section A) groups. On the next day, the pre-
intervention questionnaire was administered to all the students who had taken the pre-test.
Following the pre-intervention questionnaire, semi-structured interviews were held with eight
randomly selected students from each section on the next day.

Provided that one of the aims of this study was to investigate students’ classroom peer-
interaction in vocabulary learning sessions, a series of classroom observations was conducted in
tandem with the intervention. In other words, unlike the other data collection instruments, the
observation was conducted while the treatment was underway between 26 December, 2016 and
20 January, 2017. Since the observation was carried out after assigning the two sections as
control and experimental groups, seven conventional classes of the former group and seven
game-based vocabulary lessons of the latter were video recorded by two cameras. The recording
was aimed at investigating the extent to which students’ self-reported peer-interaction during
their vocabulary learning matched with actual classroom practices, and to observe the classroom

activities repeatedly as needed.
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The procedures used to gather pre-intervention data were also similarly followed in
collecting post-intervention data which was undertaken between 25 and 27 January, 2017.
Analogous to the case in the pre-intervention, three instruments: vocabulary post-test, post-
intervention questionnaire, and semi-structured interview were used during the post-intervention
data collection. The post-test was administered at the end of the experimenton 25 January,
2017to all students in the two groups who had taken the pre-test. The objective of the post-test
was to see if there were any differences between the experimental and the control group
students’ vocabulary learning achievement. Similarly, the post-intervention questionnaire was
administered to both groups on 26 January, 2017. The purpose of the post-intervention
questionnaire was to investigate the possible differences in students’ vocabulary learning
motivation and peer-interaction after learning the skill with and without vocabulary games.

The post-intervention semi-structured interview was held on 26 January, 2017. The same
six students from both the experimental and the control groups who had taken part in the pre-
intervention interview were cross-examined in the post-intervention interview. Finally, the data
collection process ended by expressing gratitude to the school administrators and the school
English teacher who supported me immensely during my stay in the school. A summary of the

data collection procedures can be seen from the following figure.
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Figure 3.2. Data Collection Procedures Storyline

3.6. Data Analysis Techniques

Pertinent to one of the study designs followed to attain the specific objectives, i.e.
convergent parallel design, both quantitative and qualitative data analysis techniques were
utilized in this study. As far as data analysis is concerned, one of the characteristics of
convergent parallel design is that both quantitative and qualitative data are merged for analysis
after collected simultaneously. According to Creswell (2012:540), “a basic rationale for this
design is that one data collection form supplies strengths to offset the weaknesses of the other
form, and that a more complete understanding of a research problem results from both
quantitative and qualitative data.”

Appositely, in this study, data collected through tests and questionnaires were analyzed
guantitatively after several assumptions were checked using One-way Multivariate Analysis of
Variance(One-way MANOVA) on the Statistical Package for the Social Sciences (SPSS) for
Windows, Version 21.0. This statistical analysis was used to make both multivariate and

univariate comparisons between the control group and the experimental group in terms of their
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means on the three dependent variables: vocabulary learning motivation, peer-interaction, and
achievement. As opposed to using a largenumber of separate t-tests and/or ANOVAs that could
ignore correlations among dependent variables, MANOVA may detect combined differences.

On the other hand, the data collected through observation and interview were analyzed
qualitatively using a combination of descriptive and thematic analyses. These methods of
qualitative data analysis respectively dictate that a researcher’s goals are describing what
individuals do and explaining how they make sense of their experiences. The descriptive analysis
was done based on Chou’s (2014) eight parameters of assessing peer-interaction in game-based
classrooms (objectives, sequence of acts, physical setting, objects, actors, actions, activities
(events), and feelings) (See Appendix F).

Then again, the thematic analysis was conducted in line with Braun and Clarke’s (2006)
six steps of doing a thematic analysis. In the first step, | established familiarity and closeness
with the collected interview data. In so doing, | attempted to institute immersion and active
engagement with the data by transcribing, translating, reading, and rereading. At this stage, the
translated interview data, technically called cases, were segmented respective to each respondent
and imported into a software called QDA Miner Lite, a free computer assisted qualitative
analysis software which can be used for the analysis of textual data such as interview and news
scripts, open-ended responses, and for the analysis of still images. Using QDA Miner Lite, the
translated interview data were coded by locating text segments and assigning a code label. The
codes were later arranged for themes.

In the second step, | identified specific preliminary codes that were directly related to the
specific objectives of this study by focusing on the most interesting and meaningful ones.

Thirdly, I sortedout codes and relevant data extracts according to overreaching themes. |
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reviewed these themes in the fourth step in which themes that related to the quantitative data
were refined and categorized in a way that they cohered together meaningfully whereas unrelated
ones were discarded. Defining and naming the themes was the fifth step. In the sixth step, a
qualitative report was produced in a form of interpretable piece of writing.

Based on these procedures, both quantitative and qualitative techniques were used
concurrently by identifying content areas represented in both data sets and then by comparing,
contrasting, and synthesizing the results in discussions. Finally, the merged results of the analysis
were interpreted through summarization and analysis of convergence and divergence.

3.7. Ethical Issues

Experimental research is an attractive nuisance. Unless it is managed ethically, it
devastates the research outcome. In favor of this, Lewis (2003) underlines the essentia of
obedience to ethical issues in conducting a research. Likewise, Cohen, Manion, and Morrison
(2007) pointed out that conducting a research takes into account three main areas of ethical
issues: obtaining consent, confidentiality, and consequences. In this study, the school where the
study was conducted was approached via a written letter approved by the Department of English
Language and Literature, Bahir Dar University. At that juncture, study participants were
approached with the permission of both the school director and the school English teacher. Then,
participants’ assent was received verbally after their roles as study participants and the purposes
of the research were explained to them. Additionally, in order to preserve confidentiality and
anonymity, pseudonyms were used by omitting the names and personal identifiers of
participants.Study participants were granted with the right not to participate in the study or to
withdraw at any time. There was no benefit, nor any risk, the study participants received from

participating in the research.
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3.8. The Pilot Study

In this section, objectives, setting, experimentation procedures, and lessons obtained from
the pilot study are reported.

3.8.1. Objectives of the Pilot Study

Based on the understanding that “piloting [data collection] instruments will help to
identify their weaknesses, inconsistencies, and redundancies” (Kayrooz & Trevitt, 2006: 228), all
data collection instruments employed in the main study were piloted ahead on groups of students
comparable to the sample population in the main study. The pilot study was conducted between
05 October, 2016 and 04 November, 2016. This was during the first semester of the 2016/17
academic year.

The main objective of the pilot study was to appraise the viability of the intended main
study by assessing its microcosm. Concomitantly, the specific objectives of the pilot study were
threefold. One was to check the validity and reliability of data collection instruments i.e. tests,
questionnaires, interview guides, and observation checklist in terms of time, item value, clarity
of instruction, appropriateness of question types, and language complexity. The second purpose
was to evaluate the designated games against a set of criteria which comprised of suitability for
vocabulary teaching in the target grade level, time, class size and classroom organization, mixed-
level enclosure, requisite materials such as pictures and dice, preparation, and possible
alternatives. The last, but not least, purpose was to test the operation and potential flaws of data
collection equipment like video camera and voice recorder. All these three purposes deemed to
upgrade the quality of the work, the pilot study helped to deliberate some relevant revisions and

alterations.
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3.8.2. Setting of the Pilot Study

The pilot study for this work was conducted at Dil Chibo Primary School which is found
in Bahir Dar City Administration, Kebele 10. The school was chosen by convenience sampling
technique after Yekatit 23 Primary School, one found in Kebele 15, failed to be included as a
prime selection due to absence of English teacher for Grade six at the time. Convenience
sampling was used because it primarily relies on easily accessible resources (Berg, 2001) as was
the case with Dil Chibo Primary School which is close to Bahir Dar University and to me as
well.

Since the target grade level for the main study was six, the pilot study too considered
students of the same grade level. There were four sections of Grade six in Dil Chibo Primary
School taught by a teacher. Of these sections, two intact classes (Section 6C and 6D) were
randomly selected drawn together with the school teacher using lottery method. The total number
of students in the two sections was comparable i.e. 49 in 6C (23 girls) and 50 in 6D (24 girls).
Out of these students, 30 from each section were considered for the purpose of the pilot study.
Similar to the culture in most other Ethiopian primary schools, a session lasted for forty minutes
whereas English was the only subject given in six sessions over the five class days of the week,
meaning Monday through to Friday.

3.8.3. Experimentation Procedures of the Pilot Study

Data for the pilot study were collected between October, 2016 and November, 2016.
Before beginning my role as a subject teacher, | had spent three days of four class sessions as an
observer in each section.Following, the intervention was conducted in nearly three weeks.
Pertinent to the results found from the pre-test (See Appendices T & X), the two intact classes

were assigned randomly; section C as control and section D as experimental groups. Studentsin
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the control group were taught through the conventional vocabulary teaching method whereas
their opposite numbers were taught the same vocabulary lessons through games.

The vocabulary lessons considered in the pilot study were found on students’ English
textbook, pages 5 and 6 (Cloths and Shoes) and pages 18 to 20 (Places and Geography). The
activities about Cloths and Shoeswere four that required students to (a) choose suitable
adjectives from a given list for the clothes shown in pictures, (b) complete sentences using given
words and phrases, (c) match phrases with given pictures of cloths, and (d) use adjectives to
complete phrases meaningfully. By the same token, the activities on Places and Geography
asked students to (a) work with a partner and find the correct words to complete sentences, (b) to
complete sentences using given words, and (c) form groups of three and talk about the weather
conditions of their areas.

As far as the vocabulary games are concerned, all the four games intended for the
consumption of the main study (At the Market, Outburst, Chain Game, and Memory Game) were
piloted. The first two games, At the Market, an adapted version of the game At the Zoo, and
Outburstwere used in teaching the vocabulary of Cloths and Shoeswhereas the last two, Chain
Game and Memory Game, were used for teaching the vocabulary of Places and Geography. The
assignment of the games to the lessons was made based on the appropriateness and suitability of
the games for five criteria: time, materials required, organization, preparation, and procedures.

While playing At the Market students took turns to throw a dice. The number thrown
corresponded to a picture of a cloth or a pair of shoes on the board, and students had to make a
sentence about it. I wrote students’ sentences on the blackboard. Once sentences were made
about all the words, the key vocabulary was erased to create a gap fill. The second game,

Outburst, was played by forming groups of five students and giving a piece of paper to each
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group. Then, providing brief explanations about three categories of vocabulary of clothes and
shoes: cloths and shoes, jewelry, and accessories, students guessed the words that were on my
list by jotting them down on their piece of paper. Finally, the group which found many words
from my list was declared to win the competition.

In playing Chain Game, students were introduced to a list of vocabulary of Places and
Geography. Then flashcards were fixed on the board, and the students were introduced with the
sentence ‘My father visited several places’. Using the sentence, the students in groups of five
made sentences referring to the word on the flashcard. Finally, all the flashcards were taken off
the board and students had to speak out as many sentences as they could. Students were taught
vocabulary of Places and Geographyalso via Memory Game. In the game, separate sets of cards
with words and pictures were prepared, and students had to find picture-word combinations.
Before the game began, first the picture cards and then the word cards were shown to students
and they repeated them all together with me. Then the class was divided into groups of five and
sets of cards were given to each group. One student in each group shuffled the cards and laid
them face down on the desk. The students took it in turns to turn over two cards to try and find a
picture-word pair. Students proceeded until they made mistakes in matching the pairs, and the
one with most correct matches at the end was declared winner.

3.8.4. Lessons Obtained from the Pilot Study

Pertinent to its intended objectives, the preliminary findings (See Appendix R) as well as
the procedures of the pilot study provided some relevant insights with their implications to the
main study. Based on this, a list of core lessons gained from the pilot study and considered in the

final investigation is presented as follows.
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Regarding the validity and reliability of data collection instruments, some modifications
were made in which 8 and 6 items on the pre and post intervention questionnaires respectively
were reduced based on the comments gained from research supervisors and a psychology
teacher. Also, the instructions of the tests as well as the complexity level of the Amharic
language used in the questionnaires were revised. Other than these, all the instruments were
found to be appropriate in terms of time given for students to complete a task, test values, and
appropriateness of question types.

The other important lesson gained from the pilot study was about the vocabulary games
used. Clarifying the instructions to the students in English was found to be difficult which forced
unintended code-switching. The students asked repeatedly for clarifications on how the games
were played. Thus, in the main study, much simplicity was required. Nonetheless, the fact that
the games were adapted with their many characteristics helped in many ways. All the games
were found to be suitable for the target grade level and for teaching vocabulary, and appropriate
in terms of time, class size and classroom organization, mixed-level enclosure, and preparation.

As far as such data collection equipment as video camera and voice recorder are
concerned, recognizable flaws were not detected except that in classrooms where the cameras
could not be placed properly situations would go unrecorded. A case in point is what | came
across when I was teaching Section C students wherein one of the cameras was recording the
roof for a full class session because of an improper positioning.

It is also noteworthy that spending the first three days of the experimentation as an
observer in the regular classrooms helped me obtain a glimpses of understanding about the
method of teaching practiced by the regular class teacher. Although it is hardly possible to assert

that observations within such a short period of time could enable me to gain the full picture of
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the teacher’s approaches, it acquainted me with the fundamentals of teaching in that grade level
and reduced students’ unfamiliarity. Finally, this pilot study foundthat some of the items on the
questionnaires were not easier to be rated in a Likert-type scale whereas some of the interview
questions were not clear to students. And, there was much noise in the game classroom which

should be thought over.
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Chapter Four: Data Analyses, Findings, and Discussions

This study investigated the effects of vocabulary games on primary school students’
vocabulary learning motivation, peer-interaction, and achievement. In the study, questionnaires,
tests, observations, and interviews were used as data collection instruments. This chapter
presents the results of the study found through these instruments pertinent to the research
questions and hypotheses stated in chapter one. Encapsulated in this chapter are the convergent
analyses and findings of both the quantitative and qualitative data of the study followed by
literature-oriented discussions.

4.1. Analyses and Findings of Multivariate and Univariate Effects of Vocabulary Games on

Students’ Vocabulary Learning Motivation, Peer-interaction, and Achievement

Except for the observations which were conducted while the vocabulary teaching and
learning processes were underway all the data collection instruments employed in this study
(questionnaires, tests, and interviews) were administered before and after the two intact classes
took different treatments; i.e. the experimental group learned vocabulary through vocabulary
games and the control group through the conventional methods. Of the three instruments
administered twice, questionnaires and tests were used to quantitatively compare students’
vocabulary learning motivation, peer-interaction, and achievement before and after the
intervention. The questionnaires measured students’ vocabulary learning motivation and peer-
interaction. Particularly, the vocabulary learning motivation questionnaire consisted of 20 items
whereas the peer-interaction measuring questionnaire was made up of 12 items. Both
questionnaires were prepared in a five-point Likert-type scale, ranging from 5 to 1 (5 = Strongly
Agree; 4 = Agree; 3 = Undecided; 2 = Disagree; 1 = Strongly Disagree). On the other hand, both
vocabulary achievement tests that were administered before and after the intervention consisted
of 20 items under four sections each (True or False, Matching, Anagrams, and Multiple
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Choice). Prepared comparably, but not exactly in the same way, both tests were valued out of a
total of 20 points each, one point given to each item.

As was shown in the Hypotheses of the Study section in chapter one, this study sought to
investigate whether vocabulary games have both multivariate and univariate effects on primary
school students’ vocabulary learning motivation, peer-interaction, and achievement. This also
indicates that the effect of an independent variable (vocabulary games) on three dependent
variables (vocabulary learning motivation, peer-interaction, and achievement) was examined
which called for the use of One-way Multivariate Analysis of Variance (MANOVA) as
explained in the Data Analysis section in chapter three. Used on Version 21.0 Statistical Package
for the Social Sciences (SPSS) for Windows, One-way MANOVA was performed to make
multivariate and univariate comparisons between the experimental group and the control group
before and after the intervention. These are delineated as follows.

4.1.1. Analyses and Findings of Pre-intervention Comparisons

This sub-section presents the analyses and findings of the multivariate and univariate
comparisons made between Section A and Section B regarding students’ vocabulary learning
motivation, peer-interaction, and achievement before the two sections were taught with and
without the use of vocabulary games. In order to make a quantitative comparison, One-way
MANOVA was performed. The main objective of performing the pre-intervention One-way
MANOVA test was to make sure that the two randomly selected intact classes were
homogeneouswithout significant multivariate and univariate differences in terms of levels of
students’ vocabulary learning motivation, peer-interaction, and achievement before they were
assigned as experimental and control groups. However, prior to directly running the One-way

MANOVA, a set of assumptions of this statistical analysis was checked (See Appendix JJ).
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4.1.1.1. Pre-intervention multivariate comparisons

After the assumptions were checked, a One-way MANOVA test was performed to
compare the two randomly selected intact classes by checking if statistically significant
multivariate and univariate differences could occur between them. This is illustrated in the
following subsequent tables.

Table 4.1. Pre-intervention descriptive statistics

Descriptive Statistics

Sections A and B Mean Std. Deviation N
Pre-intervention SectionA 67.43 13.660 49
Motivation SectionB 65.00 14.651 48

Total 66.23 14.137 97
Pre-intervention Peer- SectionA 42.14 8.000 49
interaction SectionB 44.42 6.457 48

Total 43.27 7.329 97
Pre-intervention SectionA 11.14 3.260 49
Achievement SectionB 11.54 3.358 48

Total 11.34 3.297 97

Shown in Table 4.1 above is the pre-intervention comparison between Section A and
Section B on students’ vocabulary learning motivation, peer-interaction, and achievement. The
descriptive statistics results indicated that the two sections registered comparable vocabulary
learning motivation scores with a mean score of 67.43 in Section A and 65.00 in Section B. The
standard deviations are 13.660 and 14.651, respectively. Concerning peer-interaction, Section A
scored a relatively lower mean (M=42.14; SD=8.000) than that of Section B (M=44.44;
SD=6.457). This indicated a slight mathematical difference between the pre-intervention peer-
interaction results of the two sections. The table also reveals that Section A was associated with a
numerically lower mean score (M=11.14; SD=3.260) of vocabulary learning achievement than
Section B (M=11.54; SD=3.358). In relation to these results of the descriptive statistics,
multivariate tests were checked to examine if statistically significant multivariate
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differencescould occur between the two sections before they were assigned as experimental and
control groups.

Table 4.2. Pre-intervention multivariate tests

Multivariate Tests?
Value F df Error df Sig. Partial Eta Noncent. Observed
Effect Squared Parameter Power®
Pillai's Trace 0.034 1.092° 3 93 0.356 0.034 3.050 0.287
é Wilks' Lambda 0.966 1.092° 3 93 0.356 0.034 3.050 0.287
(&}
& | Hotelling's Trace 0.035 | 1.092° 3 93 | 0.356 0.034 3.050 0.287
Roy's Largest Root 0.035 1.092° 3 93 0.356 0.034 3.050 0.287

a. Design: Intercept + Sections b. Exact statistic c¢. Computed using alpha = 0.05
The results of multivariate tests in the above table revealed a non-significant multivariate
difference between the two sections, Wilks’ A =0.966, F (3, 93) = 1.092, p = 0.356, multivariate
n? = 0.034. Power to detect the effect was 0.287.These results indicated that there were no
significant differences between Section A and Section B on students’ vocabulary learning on a

linear combination of their motivation, peer-interaction, and achievement.

4.1.1.2. Pre-intervention univariate comparisons

In order to see whether the two sections recorded significant differences across each
dependent variable, univariate tests were checked from Tests of Between-Subjects Effects using
the One-way MANOVA results as can be read below.

Table 4.3. Pre-intervention univariate tests

Tests of Between-Subjects Effects

Source Dependent Type 11 Sum df Mean F Sig. Partial Eta Noncent. Observed
Variable of Squares Square Squared Parameter Power
Sections | Pre-intervention 1 | 143.010 | 0.713 | 0.400 0.007 0.713 0.133
Motivation 143.010
Pre-intervention 125.364 1 125.364 2.367 0.127 0.024 2.367 0.331
Peer-interaction
Pre-intervention 3.857 1 3.857 | 0.352 | 0.554 0.004 0.352 0.090
Achievement

Computed using alpha = 0.05
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As can be seen from Table 4.3, significant univariate main differences were not found
between the two sections for all the three dependent variables, i.e. students’ vocabulary learning
motivation (F (1, 95) = 0.713, p< 0.400, n? = 0.007), peer-interaction, (F (1, 95) = 2.367, p<
0.127, n? = 0.024), and achievement (F (1, 95) = 0.352, p< 0.554, > = 0.004). Thus, the
hypothesis that the two sections are homogeneous in terms of vocabulary learning motivation,
peer-interaction, and achievement was accepted.

As was elaborated in the Data Collection Instruments section in Chapter Three,
interviews were held with six students from each section in order to cross-examine the above
pre-intervention quantitative results and find students’ reflections on their vocabulary learning
motivation, peer-interaction, and achievement. The interviews were held in Amharic, students’
native language, and audio-taped. The questions posed in the interview inquired about students’
overall interest to learn English words, the nature of peer-interaction during vocabulary learning
sessions, and students’ experience of game-based vocabulary lessons.Students’ reflections were
then thematized to cohere with the specific objectives of this study.

The pre-intervention interviews held with Section A students revealed that many of the
students liked learning the meaning of English words. However, the reasons they forwarded were
diverse the most common ones being the importance of vocabulary to improve academic
achievement (Temesgen and Betelhem) and maintain communication with foreigners (Mekdes,
Masresha, Michael, and Surafel). Masresha, 14, liked to know new English vocabulary because it

could help her describe her environment and even meet people in other places [PA7IANGT PAF7

0P PALATTA...APPAA NOR A1C holovm- APTF IC ATID-¢HG PTL.meETT AgrarA( F AN(LLT ATPINE

@E,9° L9 ML AAeT NFPT B8 NPT 2C AISTT A8E.N CATINHS PATT TIOP M P9, 1@+ NP

Ahnav-::]. Masresha further explained this in the following way.
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R8T WG90 PATIINHT PO WH8ON-F A0 LA LATA:: AREET avC8 T WILIPTAG P94
P97, P0-TIPL D7) PPN AILICTA LATITA. . PATLT A%.0 CATINHT PO TCTHI° TP
AMPAL P27E huaetT ATI80C LmParTA NP ANAAY-:: N19LPPAD- havt @L NOH5 hGA
ASASE hANG APA°B, PaPANNTT FIPVCET NATLHT 10+ 09°799C: : AAHLY PAPET T0P
(IH.L FIPUCHT AL F9IC AT8L1TIPT LT A APAN PRFA N N0 PAZLT A0 PO
FCH° LONT aopde DT AGPIPULTT ATIART hAAAU-::

When | recognize thatl have known the meaning of a new English word | feel
happy. I feel that I can help my friends and receive [what the teacher teaches]...I
think knowing the meaning of a new English vocabulary helps me develop my
overall language skills. When we pass to grade seven next year we will learn such
subjects as Mathematics and Biology in English. So, knowing the words will help
me not to get troubled with those subjects. For instance, when | feel that | have
known the meaning of a new word in a classroom activity | feel so eager to show
to our teacher.

Like Masresha, Temesgen indicated that he loved to learn English vocabulary because
when he knew the meaning of a new word he felt like he was different from the rest of the
students in his class. “For example, I can answer if somebody asks me a question. | cannot be
ashamed [A9PaA, A28 A@- TP Lm@P™ avavan AFAAU-:: AAGCYI®::],” said he. On the other hand,
Betelhem claimed that knowing many English words would boost her confidence. She noted that
“instead of fearing, it motivates me to answer the question freely and learn more words. This is
also important to sustain my interest of participation in the class [hov&s+ eaP 7207 N1RTF
A2LaPANG I PATT WILTIC PIAAFA:: (114 NGA OQT APATe PA™Y §AYE AT9.MTNC LmPoIn::].”

Asked if they liked to learn vocabulary because of the method of teaching, the majority of
the students responded favorably. The students liked such methods of teaching vocabulary the
teacher used as listing down English words and telling their meaning (Temesgen), writing some
words on the blackboard and translating them into Amharic (Mekdes, Betelhem, and Surafel),
and giving class works and home take assignments (Masresha and Michael). Nevertheless,

despite their interest to learning vocabulary with the established method of teaching, Temesgen
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and Surafel both remarked that they would love to have easier methods of learning vocabulary in
particular and English in general. Temesgen presented the following:

aogY2F7 09 LOIPCOTT a0 718 ADLPAU-. .. T1C 17 ATILHE? SOAT NPAN A2LTICNT
P99 07 a0 (LFC Ad& 10+:: PNIEEIC Av~T (I°TTICOT av 718 (e 9® TP T hRLATI°
RIS aoaICy PP L s RIROY ALLPANT LT T aPRUGT (LFG TC U-0e9° 1974
ATINHG TIPVCHT 0avTIC €AYE ATLD- & FAN::

I like the way our teacher teaches us...but I would also like if there was another
way to help us learn English more easily because with this method not all of us
like learning English. If there were books that could ease the language, every
student would have the interest to learn this subject.

With a similar spirit, Surafel noted “I like the way we learn English now but would be
happier if there was another easier method for us to learn it [A79A.HT 29°771C0T7T av718: AOLPAU-
T1C U7 KTIHET AP9IC DHY A LA AA 2718 (LTC SOAT LOFE AUPSAU-::].”

Regarding students’ interest to learn vocabulary, the pre-intervention interview results of
Section B were compared to that of Section A in which similar reflections were found. Akin to
Betelnem and Temesgen in Section A, Dagim, Miftah, Biruktawit, and Selam in Section B liked
learning English vocabulary because they believed it would improve their academic achievement
and English. Dagim said,

QAAASAN PAT FCTHI° a0IC PALATTA. .. £8%.0 PATT TCTI° TIOP YANT ATILINKT

AVETIGETT PO ALM@P WILAPAN LMPAOT . PAN O PATT NF ALY NAL PP TIP
TOP LNLNTTA PP CATINNG K% NUACHTTT WNILTEAC LIMTA::

| like to learn the meaning of new words...Knowing the meaning of new words
helps me express my ideas and answer when our teacher asks a question...I like to
know not only simple words but also difficult ones because it is important to
improve our English skills.

Unlike Dagim who saw the importance of vocabulary mainly in relation to classroom use,
Nahom mentioned the following reasons why he was interested in learning English vocabulary.

2880 PATT FCHI® aPTIC ADSAU-:: 14.LT7 NTLIPM- 4.LT8TF IC W18 DE LmPavTi::
A9 hPe £ QAT ALl LmPar§i:: (NATINHG eHALE huaetT avhhd) eat?
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FCHIPG avqCy avqC PALATTA. . . PATIINHT hudet P99.a00- it PATT AD-P 1@< NP
APGAU-:: A& PO 0P (LE70 AFATHY (the spelling) avaq AFaAu-:: $ATI9° aolq
FCFavy ATIOP S MPTIA::

| like learning the meaning of new words. It helps me talk to foreigners who come
to our village. And because English is an international language it will help me
when | grow up. | like learning vocabulary and speaking [among the different
aspects of English]... I believe that my English skills improve when I know more
words. If I know a word, at least | can spell it. And writing the word helps to
know its meaning.

In Nahom’s reflection above, the reason that knowledge of English words is vital to talk
to foreigners relates to the rationales given by Mekdes, Masresha, Michael, and Surafel in

Section A. Asked to explain what he meant by the above statement, Nahom said the following.

Hé PONF A0 PA (A TPVCT AL APAN UNLAAN AL AapT & FAA:: AARLY TCT1aP<7
TOP FIPUCE APLINT PAHTA:: Av-T AL 0919 F DY AT AP 199 TAD- Aot ANFHS
hEA LHNNG NTLATE FPUCTT AL ASTEFPAT. ... A89.0 PATT TIOP RI°LAID- LG
ATING F ALLAT. ..

A new word that I have known today might appear in another subject like
Geography. So, knowing its meaning will help me understand the lesson. We will
also find the words we learn these days in Physics and Chemistry subjects in
grade seven next year...l want to know new words not just to pass tests...

This was supported by Biruktawit who pointed out the following.

&G ATINE AATLMPaPTy F ALY AT FIPUCETT AdPL8 T AATLEIHTY A%9.0 PATIHE
PATT TOP hWOZAU-:: ATLPTAD- Gav+ L AN hGA AAG ATV PAT A28 LA O
AT FIPYCET AL AMPIPVFD- AFAAU-:: AAHY 1G7 ATING 1F ALLATY::

| like to know new English words because they are important for me not only to
pass examinations but also to help me understand other subjects. When | pass to
grade seven next year | could use these words also in other subjects such as
Mathematics.

The above responses by Nahom and Biruktawit correspond to Temesgen’s in the other
section. These students understood the importance of learning vocabulary in relation to how it
eases learning other subjects. Additionally, Tigist, who seemed undecided whether she had the

interest to learn English, expressed that she would be nervous when the teacher called upon her
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to come out in front of students and read something. She considered the importance of learning
vocabulary as a response to that mishap. She said, “knowing the meaning of a new word gives
me the chance to practice it ahead. When | do that | can read [a text] without mumbling, and that
boosts my confidence [PA7£7 A%.0 PO FCTHI° TIDP PLTY AILATITOLD- A&A LAMTA::7TT ALC
AN 77700 AATPTA (-0 ao+9avy, RenIP0A].

As far as the method of teaching as a factor for inducing their interest to learn vocabulary
is concerned, all the six interviewees of Section B reflected that they liked the teacher’s method
of teaching. For example, Tigist and Nahom liked it because the teacher would write sentences
on the blackboard and insert new words in the sentences. Then he would ask if they could answer
or guess the meaning of the word. Tigist added, “if we know it, he writes another sentence. If we
do not, he tells us the meaning...he first tells us the meaning in Amharic and writes its English
meaning on the blackboard ["@$1@< AA A& T T1C &4 i NAOPID- FCTHI>T RIULGA... OB avSe
FCTrav<7 NATICT 8191475 PATIINHT TCTav? blackboard (AA4) AL L.24.PA].

Apart from this, a response given by Selamwas found to be analogous to Temesgen’s and
Surafel’s idea that an easier method of presenting the English subject could help them be more
interested to learn the language. According to Selam, “we have a nice teacher who wants us to
try to say words and read texts...But to help some of us who are not that good at English, I
would suggest more focus on a simpler way of teaching English [9°CT ev9PuC AAT A7
ATLTITICT WG LAADA.... TIC 17 W82 K@Y NATIIHT WHI° PAUT ASTT AdPCAT PAA O
ATINHGT? 090 FT16EL HE AL Hhdt (LRLA 1R ANNAY-].”

With regard to the nature of peer-interaction during vocabulary learning sessions, the pre-
intervention interview results indicated similarity between the two sections. As such, one of the

findings was that both sections had already established one-to-five groups for students to work
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together. These were permanent groups assigned by the homeroom teacher by mixing up
students of varying academic levels. Although the groups were formed in the format of the so-
called one-to-five group the number of members in each group could vary between four and six.
In each group, three students were given responsibilities. One of the students had to orchestrate
working procedures by mentoring group members whenever necessary. The second one had to
monitor whether the group members were discharging their respective responsibilities. The third
student served the ambassador role to the group by going out to other groups and receiving
correct answers to bring to the group on which they could hold discussions. The groups operated
on the bases of these individual responsibilities.

Most of the interviewees’ perceptions about the nature of peer-interaction during
vocabulary learning sessions looked like the reflections of how their respective groups operated.
Except Temesgen, the remaining interviewees from Section A agreed that they worked
vocabulary activities by supporting each other through questioning and answering. In light of

this, Masresha forwarded the following.

neEA OO0 (L7 A20607:: 00 01627 01270 @29 (FFhhA A0S @Lh&A hardy-
POLU-TT LT ALTE IC haPAhCT Thhd P77 AAGPP T A1RK &OU-:: BUIP ACH (ACA

W28184 LdPavsin. . kT dictionary (ePHI0 $AT) ASET MATLTA A 1978 AATALE
PAT FCTHP® KIMLLPAT::

In the class, we do activities in groups. If I come here without doing my
homework properly or correctly, I crosscheck my work with my group mates and
compare how right or wrong | am, and this is important for us to support each
other...One of us may have a dictionary, and we ask each other for the meaning
of different words sometimes.

Betelhem, whose role in her group was helping other members of the group who would
often struggle to get good results by assessing the subjects they could be good at, supported
Masresha’s idea while Michael further explained that “we work together by supporting each

other. I ask them whenever | find difficult questions. They do the same when they find difficult
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questions. If I know the meaning of the word, I tell them what it is [192228F A0Z7 h70é-A7:: hOg
TEEPTF LLOTA] hM@PTFPAV-:: RIAI° DAL TLEPT ALLTT LMEETA:: LPNT TCTI° LUI0-PO- NPT 977

AR Wi1FPAY-::].” Another feature of peer-interaction during students’ vocabulary learning

was pointed out by Surafel. He said,

PATLT NOL PO FCTH® NLGTFT AOAT A% A LSOO ANTLTA £77 WTON8AT:: BUTT O
97 Tk 10 £ AB: aPANRT R1914TS U-ATTIC hGDPPAT:: (LY PN 199255T AL
RI0EAT:: U-ATI9° 00T AGTT7 6COT OLNGA NPT (1244 PALIDT AGaPANE-AT::

Because one of the students in our group may know the meaning of a difficult
word, we share that. By this, | mean the student tells the answer and everyone
knows the meaning. We learn by helping each other in such a way. We all come
to class finishing our assignments and crosscheck our works.

It could be elicited from Surafel’s reflection above that the students maintained peer-
interaction through and by sharing the meaning of a word a student from the group knew. In
contrast to what the majority of the interviewees agreed on, Temesgen did not seem to agree with
the way the students were working in their groups. He reasoned that out as follows.

A% 027 AP ANA 1T (-G AT TIC 17 (FHOC @90l AAATLTI. . PhEA Ad- DLI°

PO 01 AT ANC havhet BAP PANT PTIDPD-T TOE (14 PaPAN PATA. .. 288G
AT NG RONT O-muF 7T KTPTAT 1P AQOAU-::

I am a member of Group Eight. We have groups but it is unusual to work
cooperatively...When a classwork or a homework is given, instead of working
together, I feel at ease to answer the question I know the answer of which...I feel
that if we supported each other and worked together, we would be more
productive.

In section B, all the interviewees reflected that they maintained favorable peer-
interactions in their respective groups. They expressed this in terms of discussing to find the
answers to questions, posing questions to each other, and crosschecking their works with the
works of other groups via their ambassadors. These students worked with their classmates to
know the meaning of a new word. Through discussion, for example, they shared new vocabulary

in different ways. Concerning this, Biruktawit stated the following.
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ap\av8 A, AM7 APOLLTG 0T PEPTT avh( ATITT T A1PNe-A7:: NACT 20-L7 (- ALAMY
PILLANGG PTLODG ATGTE AT Adk... ATPAN Al PLOTF AG90 PATT A1 TP AHFAV-::
PATT TOP AL, INH GF AAHY AP FIHGTNT:: AGPGIC 17 FeL-0T £77 ATTAAN AN
AY0EAT hi DA, OC aPAGTT haPCNAD-:: ANLT AIPT0EO- 11C AdhA 40 hdua-T9° OC Nae-
L PATIYO: :

We try to discuss and find the answers to questions when exercises are given. In
fact, there are some students who disturb and make noise during group
activities...For example, I help Kidist [Pseudonym] know new words. She is good
at vocabulary, so she also helps me. But she fears to express it out. We work
together to improve that. | personally prefer to work with her. I do not mind if |
work with others too as long as we have something to share.

On her part, Tigist noted that to maintain effective peer-interaction through discussion,

the “clever student” in their group would wait up until the other students could guess the

meaning of a word. Then, after every student had a say, they would agree up on a meaning. Also,

through asking each other different questions the students worked to maintain peer-interaction.

This could be inferred from the following remark by Dagim.

A% 0L AT AOA TY .. .02 ETH ANCT WI0EAT 8PAT T FCTI® ACO NCA AIMPLPAT::
NI P07 FCTI° PTLeD P 1994 AL AOAT BG4 270D TT79° A L9°
ANVTIIGETT API91LT WIMB LAY .. 2UTT RIPGLC PhGA N&-PT (LAM-T 10+ APOFTILT hPA
ALLAT® .. (L7 @OT LAY TATE D914 1994 LALPA::

| am a member of Group Seven...we work together cooperatively. We ask each
other for the meaning of words, and a student who knows the meaning tells to
everyone in the group. When there is nobody to know the meaning we ask the
teacher to tell us...we do this when classroom activities are given, not while he is
teaching...our participation in our group varies from student to student.

In addition to this, students compared and contrasted their works with the works of

students in other groups. They did this through their representatives who served the ambassador

role. Selam discussed that she would ask her group mates for the words she could not

understand, and they would do the same. When they all could not be sure about the answer, their

Ambassador would go to other groups in search of the right answer.
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The third theme of the pre-intervention interview inquiry was students’ experience of
learning English vocabulary through games. In what seemed to be a collective voice, all the
interviewees in both sections underlined that they had never played any classroom games while
learning not only English vocabulary but also all the subjects they were taking. The idea of
playing games in the classroom was new to most of the students whereas a few of them
considered some game-like situations as educational games.

Mekdes, a student in Section A whom Temesgen shared the idea with, forwarded that,
“we have never played any game. I do not think it has been even thought of [7°79° AT P
teB@-FY hGD-PI:: FANGP 0090 ALavaAT9P].” This was similarly reflected in Section B by
Biruktawit, Nahom, Selam, and Miftah. For instance, Selam said, “I do not know...I have never
experienced such a thing [Az A78..AZ8HY £A T1C AD T APm-pgo::].” Students of Section A
(Masresha, Betelhem, Surafel, and Michael) wrongly considered such things as dialogues,
learning via the radio, teaching aids, and pictures as games. “I do not know if it is considered as a
game but wesometimes do dialogues. | do not remember a time we played games that involved
further cooperation and competitions [A78n.PF 8MC ALSMC AADPI® U7 K978 LH S.0000TF7
(dialogues) A0, A 0ET AILINGE WILTHANG 271.0CT e PFPHT 0BT 0T LI, 17
AanFo-age::],” said Masresha. In the same vein, Dagim and Tigist from Section B stated that they
only did classroom activities among themselves when the teacher was not in the class. In light of

this Dagim presented the following.

hGA OO L PF ATBOT AANVFDOI:: hGA OO A0TT1S ALTC ALPC N-ESTFT TPE
ATMELPATY:: 077 PIPG LD 12L GhNC ALCTY (WP ThDAT avAd 277 A7L 170 LAMPA::
ANTFI6@ 17 DEA @O DA Ade PILATT 10+ PIOTFA:

I do not remember us playing games in the classroom. We ask questions in our
group when there is no teacher in the classroom. We organize that in a kind of
competition by giving a point for a student who gets a right answer. But when the
teacher is in the classroom, we just follow his instructions.
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Despite the fact that the students had no experience of playing games for educational
purposes in the classroom, some students from both sections expressed that learning English
through games would interest them. Temesgen believed that English would be easier for him if
given in a relaxing situation. “If we learned English by games, it would be comforting and
helpful to know more about the language [A70.HE HG QA a2Ah: (LAT PAA 2AA (1P ANNAY-~::
ATINHTT NP3 N77IC Po.a0FG AN - ATI0P mPL S1PsA::],” said he. This sentiment was
similarly reflected by Temesgen’s classmates Mekdes, Masresha, and Betelhem. Also in Section
B, Biruktawit noted that as long as games are properly managed they would be helpful to most
students. She explained,

[P aoAl: aP994T7] ASG BUPSA N1f AQONAU- FPNTEEI° P FT 071000 E T1CT7
KIO8AT:: 17 PPSANT N P NFB@FT AFIPUCE 0 ATAM@ ATFAAT :: ATPAN PUA
Az NMG° aosr@F PPPOL: (L7 02 -ttt PTLUID g PFPE AL 1@ [W7E, TIUCE AL

hLLAI]::

| think that [learning via games] could be nice because most of us like funny
things...My fear is that if we play too much games, we may become inattentive to
the actual learning. If, for example, I love playing so much, my full attention will
be on the games, [not on the learning].

Generally, the above pre-intervention interview results showed that the two sections were
similar in terms of students’ overall interest to learn English vocabulary, the nature of peer-
interaction during vocabulary lessons, and experience of game-based vocabulary lessons. Hence,
based on both the quantitative and qualitative results, the two sections were randomly assigned
as experimental (Section A)and control (Section B) groups.

4.1.2. Analyses and Findings of Post-intervention Comparisons

All the three data collection instruments that had been used during the pre-intervention

phase (test, questionnaire, and interview) were also employed in collecting post-intervention

data. During the intervention phase, the two sections were randomly assigned as experimental
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(Section A) and control (Section B) groups since the pre-intervention comparisons showed non-
significant differences on students’ vocabulary learning motivation, peer-interaction, and
achievement implying the existence of homogeneity between the two sections. The students in
the experimental group (N=49) learned vocabulary lessons via vocabulary games whereas their
counterparts in the control group (N=48) learned the same vocabulary lessons without the use of
vocabulary games, through the conventional methods. This sub-section deals with the post-
intervention analyses and findings of the multivariate and univariate comparisons between the
experimental group and the control group regarding students’ vocabulary learning motivation,
peer-interaction, and achievement. Like the pre-intervention comparison, this post-intervention
comparison was made using One-way MANOVA after the assumptions were checked (See
Appendix KK).

4.1.2.1. Post-intervention multivariate comparisons

Based on the results of the assumptions, the experimental group and the control group
were compared by running One-way MANOVA. First compared was the multivariate effect of
vocabulary games on the two group students’ vocabulary learning motivation, peer-interaction,
and achievement. The results of this can be seen in the following subsequent tables.

Table 4.4. Post-intervention descriptive statistics

Descriptive Statistics

Groups Experimental and Control | Mean | Std. Deviation N
Post-intervention | Experimental Group 73.69 9.788 49
Motivation Control Group 67.02 9.355 48

Total 70.39 10.099 97
Post-intervention | Experimental Group 40.49 9.161 49
Peer-interaction | Control Group 39.15 8.602 48

Total 39.82 8.868 97
Post-intervention | Experimental Group 12.98 3.152 49
Achievement Control Group 11.19 3.671 48

Total 12.09 3.518 97
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The post-intervention comparison between the Experimental group (N = 49) and the
Control group (N = 48) in the above Descriptive Statistics table indicates that the former group
registered mathematically better results than the later in all of the three dependent variables:
vocabulary learning motivation, peer-interaction, and achievement. According to the results, the
post-intervention motivation was associated with a mean score of 73.69 (SD = 9.788) in the
experimental group and 67.02 (SD = 9.355) in the control group. In terms of the post-
intervention peer-interaction results, the experimental group (M = 40.49, SD = 9.161) was again
relatively better than the control group (M = 39.15, SD = 8.602). Furthermore, concerning the
post-intervention achievement, the experimental group (M = 12.98, SD = 3.152) scored a fairly
higher result as compared to the mean score of the control group (M = 11.19, SD = 3.671). In
order to check whether these mathematical disparities of scores between the two groups mean
statistically significant differences, multivariate and univariate tests were examined by

performing One-way MANOVA. Discussed in this sub-section are the results of the multivariate

tests.
Table 4.5. Post-intervention multivariate tests
Multivariate Tests®
Effect Value F df Error df Sig. Partial Eta Noncent. Observed
Squared Parameter Power®
Pillai's Trace 0.160 5.906" 3 93 0.001 0.160 17.719 0.948
%‘ Wilks' Lambda 0.840 5.906" 3 93 0.001 0.160 17.719 0.948
O | Hotelling's Trace 0.191 5.906" 3 93 0.001 0.160 17.719 0.948
Roy's Largest Root 0.191 5.906" 3 93 0.001 0.160 17.719 0.948

a. Design: Intercept + Groups
b. Exact statistic
c¢. Computed using alpha = .05

As can be seen from the above table of multivariate tests, the multivariate differences
between the experimental and the control group were found to be significant with Wilks’ A =

0.840, F (3, 93) =5.906, p = 0.001, multivariate TIZ = 0.160. Power to detect the effect was
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0.948. These results showed that vocabulary games, the independent variable, brought about
significant multivariate differences between the experimental group and the control group on
students’ vocabulary learning motivation, peer-interaction, and achievement when these three
dependent variables are considered collectively. Nonetheless, the results of the multivariate tests
in the above table do not show the levels of differences across each dependent variable. This was
inspected rather by looking into the Tests of Between-Subjects Effects table from the One-way
MANOVA outputs. The following sub-section discusses the univariate differences across each
dependent variable.

4.1.2.2. Post-intervention univariate comparisons

The results of the multivariate tests in the preceding sub-section indicated that the use of
vocabulary games brought a multivariate significant difference between the experimental group
and the control group students’ vocabulary learning motivation, peer-interaction, and
achievements all in all, favoring the former group (See Table 4.5). Appositely, the results of the
univariate differences of vocabulary learning motivation, peer-interaction, and achievement

between the two groups were found to be dissimilar as can be understood from the following

table.
Table 4.6. Post-intervention univariate tests
Tests of Between-Subjects Effects

Source Dependent Type 11l Sum df Mean F Sig. Partial Eta Noncent. Observed
Variable of Squares Square Squared Parameter Power

Groups Post_—intt_arvention 1079.726 1 1079.726 11.775 0.001 0.110 11.775 0.925
Motivation
Post-intervention 43.797 1 43.797 0.554 0.458 0.006 0.554 0.114
Peer-interaction
Post-intervention 77.873 1 77.873 6.663 0.011 0.066 6.663 0.724
Achievement

a. R Squared =.110 (Adjusted R Squared = .101) ¢. R Squared = .066 (Adjusted R Squared = .056)

b. R Squared = .006 (Adjusted R Squared = -.005) d. Computed using alpha = .05

The findings of the univariate differences seen in Table 4.6 above are discussed below.
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4.1.2.2.1. Post-intervention univariate comparisons on students’ vocabulary learning

motivation
The results of Tests of Between-Subjects Effects revealed the values of each dependent
variable in contributing to the multivariate differences. As to the univariate tests of students’
vocabulary learning motivation, the following outputs were found.

Table 4.7. Post-intervention univariate test for vocabulary learning motivation

Descriptive Statistics Tests of Between-Subjects Effects
Dependent Groups Mean Std. N df F Sig. | Partial Eta | Observed
Variable Deviation Squared Power
Post-intervention | EXPerimental 73.69 9.788 49 | 1 | 11.775 | 0.001 0.110 0.925
Motivation Control 67.02 9.355 48
Total 70.39 10.099 97

With regard to students’ vocabulary learning motivation, mean scores of 73.69 (SD =
9.788) in the experimental group (N = 49) and 67.02 (SD = 9.355) in the control group (N = 48)
were found. Accordingly, the univariate differences between the two groups were found to be
significant, F (1, 95) = 11.775, p= 0.001, n° = 0.110, Power = 0.925. Table 4.7 showed that, as
far as the effects of vocabulary games are concerned, the difference brought to the two groups by
students’ vocabulary learning motivation was the highest compared to the other two variables:
vocabulary learning peer-interaction (p = 0.458) and achievement (p = 0.011). This seemed to
take the highest share in the multivariate tests.

Analogous to the above quantitative findings, the while-intervention observation and the
post-intervention interviews revealed positively corroborative qualitative results. The two groups
were again compared and contrasted on the bases of the eight characteristics (objectives,
sequence of acts, physical setting, objects, actors, actions, activities (events), and feelings)
considered to analyze the observation data. The groups were similar in terms of three of those
eight characteristics: objectives, physical settings, and actors as can be drawn from the following

table (See Appendix AA).
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Table 4.8. Observational comparisons between the experimental and control groups

Day Lessons Objectives Physical Setting Actors
One Vocabulary Introducing the meanings of words about jobs Students sat with their Teacher
of Jobs Encouraging students to guess the meanings of new words from exercise books and and
their experience English textbooks Students
Two Completing sentences using vocabulary of jobs placed on the desk
Three | Vocabulary Introducing Vocabulary of Food items and Attributes open.
of Food Items | , \riting sentences using words about food items and attributes The seats were ordered
Four Zi?ributes 1 | * Revising the lesson about Vocabulary of Food Items and looking comfortable for
&2 Attributes working in groups.
Categorizing vocabulary items into three categories: Food items, There is a fairly wide
Attributes, and Adjectives and cleaned blackboard.
Five Introducing a list of 20 words of Food Items Spaces between
Identifying the meanings of words of food items and attributes students were natural.
Six Vocabulary Introducing a list of animals and explaining where each animal The mix of the two
of Animals lives and what it eats sexes was random.
Categorizing the animals that belong to the same category
Seven Identifying and naming different animals

In both the experimental and the control groups, there were no actors other than the

teacher and the students. In both groups, students were learning in dim classrooms sitting in their

regular seats with their exercise books and notebooks usually placed on the desk open. Except

the walls on which the blackboardswere hanged placed close to the door, the rest three walls in

each of the two classrooms had two rows of seats attached. Ordered in a U shape, the seats

looked to have relatively equal distance from both the teacher and the blackboard which was

often fairly wide and clean. Without unusual closeness nor distance between students, spaces

seemed to be natural, and in each group, the mix of the two sexes looked random.

objectives of the vocabulary lessons they learned. In learning Vocabulary of Jobs, students in

In addition to the actors and physical settings, the two groups were also similar in all the

both groups were introduced to the meanings of different words, encouraged to guess meanings

from their experiences, and completed unfinished sentences using words. In the second lesson

128




about Food Items and Attributes, the students were introduced to a list of words, constructed
different sentences, categorized words into three groups (food items, attributes, and adjectives),
and identified additional meanings. Finally, the lessons about VVocabulary of Animals were
intended to enable students to explain where different animals live and what they eat, sort the
animals that belong to the same category, and identify and name them.

In contrast, the two groups were different in terms of the remaining five of the eight
characteristics: sequence of acts, objects, activities, actions, and feelings. Of these five, activities
(events), actions, and feelings indicated the effect of the vocabulary games used to teach the
experimental group on students’ vocabulary learning motivation. For example, students in both
groups took the lesson about VVocabulary of Jobs in two consecutive days. The two objectives of
the first day lesson were getting students introduced to the meanings of different words about
jobs, and helping them guess meanings from their experiences. Although the modes of delivering
the entire lesson were predominantly distinctive, at the beginning, it was introduced to both

groups in the same way. At this stage, the two groups were doing similar activities.

Excerpt One: Day 1, Lesson 1 — Vocabulary of Jobs [Experimental Group] (See Appendix AA)

<T writes the topic of the day on the blackboard: Vocabulary of Jobs>

T - Today and tomorrow, we will know about different English words about jobs {T introduces
the lesson of the day}. But before we begin that, let’s see what jobs are. What do you think are
jobs? Can anybody tell me?.....For example, | am a teacher.

S1 - fid- 910t 10? [Does that mean job?]

T — That is it. Jobs are different occupations people are engaged in or work. AP+ eo9.02F@- ¢+4 92
ac-PF jobs enaa [The different activities people do are called jobs]. Do you know the jobs of
your parents or family members?

S2 — My father is teacher. “My father is a teacher.”

T - Oh...like me. So, teaching is a job. Any other?

S3 - Engineer.....
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Excerpt Two: Day 1, Lesson 1 — Vocabulary of Jobs [Control Group] (See Appendix AA)

T — As you can see from the blackboard, today, we will learn about VVocabulary of Jobs.

Ss — <Ss keep silent.>

T — Does anyone know what jobs are? Job 9°7 A7811 eo1.9@-¢ hA? [Does anyone know what job
means?]

S1 - hi AA@-d9° [I don’t know.]

S2 — Az9° AA@-$g° [Me neither.]

T — Let me give you a clue 75> [hint] and you will guess. I don’t have money because I don’t
have a job.

Ss — <Ss keep silent.>

T — Job dAAA™ 77HA PAT9° <Showing a sad face> 1A 7°7 A7I0t e2.Ah- araaFA? [What do you
think I mean if I say, I don’t have money because I have no job.]

<S3 Raised her hand and answered.> fi- [job.].

T — You are right. Different activities people do are called jobs...

The activities in the above two excerpts of the two groups show similar beginnings of the
lessons. In both cases, the teacher introduced the lesson of the day after writing the topic on the
blackboard. The introduction was made through questioning and answering in which students
reflected their understanding of the topic Jobs, and later the teacher explained it. Following the
introduction, the activities given were presented differently. Memory Game was used in the
experimental group while the control group followed the conventional procedures (See Appendix
AA.

Excerpt Three: Day 1, Lesson 1 — Vocabulary of Jobs [Experimental Group] (See Appendix AA)

<Moving across the class, T shows six word cards, one by one, to all Ss.>

T — What does this say? <T shows the word Athlete>

Ss —<Most Ss struggle to read. >

T — It says Athlete. What about this one? <T shows Carpenter.>

Ss — Car...penter.

T — You are right. It says carpenter......

<Ss finish reciting the six words.>

T — hv7 POFAF@- AT GFD- h2.LA? [What you have been looking at are words, right?]. Now, |
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will show you six pictures. Av-7 £9° adaeF7 AaFAaam- [Let me show you pictures.] <T shows six
picture cards, one by one, to all Ss.>What do you see on this picture? <T shows the picture of an
athlete.>

Ss - z [A runner]

S2 — Athlete

T —You are correct. Let me show you another.<T shows the picture of a carpenter.>

S5 - AG9a. [A carpenter]

T — All of you, can you say carpenter?

Ss — Carpenter......

< Group leaders shuffle the cards and place them face down on the desk.>

< Most Ss are standing while matching the cards.>

S6 - 00, &% MLPFT77 PLLM- [Sir, this guy has torn our paper.]

T — A9°727 10+ 2 2.2@-? [Why does he do that?]

S6 - T ARLCAD- h3 AU~ APA 10+ 7778, [He wanted to do the matching before his turn.]

T —1t’s ok. Just drop it. Let me give you another.....

T - Now, tell us the winners in your group.

S7 — I am winner. “I am the winner.”

Excerpt Four: Day 1, Lesson 1 — Vocabulary of Jobs [Control Group] (See Appendix AA)

T — Here on my hand, | have a list of words about jobs. | will read them one by one and we will see
if you know what they are...Alright! The first one is athlete. Do you know what an athlete is?

Ss - Z:pp...Z*5F TINF 10+ [A runner. ..it means a runner. |

T — So, you know it. An athlete is a sportsperson. What about carpenter? A person who makes
chairs and tables?

Ss - A94. [Carpenter]......

<Ss answer that they know only few of the words.>

<T writes the twelve words on the blackboard by jumbling each word: ielocp, septir,

neehsioshrilg, hertcae, ahemcnrt, Icdemiaocordt, ehattel, tnscsieti, rtawei, vrredi, rpacernet,

renapit.>

<T asks Ss to sit in pairs.>

<Most of the Ss sit in pairs while some remain in their seats, forming groups of three. Ss copy the

words from the blackboard.>

<Ss works in pairs to order the jumbled letters and form meaningful words.>

<Both T and Ss discuss on the answers of the activity, T asking and explaining the meaning of
each word.>

T — If you have finished ordering the letters, let’s now see which of the answers you have gotten
right. What is the first word?
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S5 — Police.

T — Fantastic! What does a police do? Can you tell us? 7 a.oF 9727 10« 291,047 [What do police
do?]

S5 - nage a9am0$ [Keeping peace.]

T — You are right. Can you say it in English?

S5 - Peace.....710m0® [Keeping peace.]

T — Yes! They keep our peace and safety. They protect us from thieves. Ok. Let’s see the second
word. Who can answer this?.......

S6 — Priest.

T — Tell me the spelling. Can you?

The excerpts above show different activities used in the two groups for students to
learn Vocabulary of Jobs. In the experimental group where Memory Game was used as a
procedure, the teacher began the lesson by initiating students’ interest showing sets of
word cards first, and then sets of picture cards. Once students finished reciting the words
and discussing their meanings, they were given sets of both word cards and picture cards
in groups. At this stage, every student had a chance to try to match words and pictures,
for every correct matching a point given and recorded by the group leader. It looked that
this stage grabbed students’ interest as they were actively participating in the given group
work competing with the other members of their group. On the other hand, in the control
group, the teacher and students talked about the meaning of each word written on the
blackboard. Students guessed meanings from their experiences by having only the
orthographic presentations of the words explained by the teacher. There were no pictures,
nor students’ physical activities in the control group. Instead, students sat in pairs to do
the anagrams. This followed their understanding of the words only through the
discussions they had with the teacher. This could be further explained by the actions

observed during the lesson.
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Excerpt Five: Day 1, Lesson 1 — Vocabulary of Jobs [Experimental Group] (See Appendix AA)

(G) T moves across the room (x2) (1) to show the word cards, and (2) the picture cards to all Ss.

(G) Group leaders shuffle the two sets of cards.

(G) Each student attempts to find picture-word combinations by turning over the cards.

(G) Group leaders write the scores of their members.

(G) Ss raise hands to volunteer answers.

(G) Ss raise hands to call the teacher for help.

(G) While students are doing the class work in groups, T moves around the classroom checking
Ss’ participation.

Excerpt Six: Day 1, Lesson 1 — VVocabulary of Jobs [Control Group] (See Appendix AA)

(G) Ss raise hands to volunteer answers.
(G) Ss raise hands to call the teacher for help.
(G) While students are doing the class work in pairs, T moves around the classroom checking Ss’

participation in the pair work.

It can be elicited from the above two excerpts showing students’ actions that students in
the two groups were working differently. Students in the experimental group were engaged in
shuffling two sets of cards, attempting to find picture-word combinations by turning over those
cards, keeping records of each student, raising hands to participate in class activities, and calling
the teacher for help. The evaluation of the control group in this regard showed students’
involvement only in two major actions: raising hands to volunteer answers, and calling the
teacher for help. Apart from activities and actions, students in the two groups were also

noticeably different in terms of feelings.

Excerpt Seven: Day 1, Lesson 1 — Vocabulary of Jobs [Experimental Group] (See Appendix AA)

(G) Ss look eager to receive the papers and begin playing
(G) There are disagreements over taking turns in matching the cards.
(G) Ss look eager to announce how many right matches they got.

(G) Ss look desperate to get their works checked.
Excerpt Eight: Day 1, Lesson 1 — Vocabulary of Jobs [Control Group] (See Appendix AA)

(G) Most students are talking to their partners and look happy to work the Anagrams, ordering the
letters.
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Students in the control group were interested in working the anagrams which in fact has
some characteristics of a game. In pairs, they attempted reordering jumbled letters whereas
students in the experimental group felt interested in beginning to play after receiving the cards.
These students showed disagreements (which is explained later in the interview analysis), looked
absorbed in knowing their scores, and eager to show to the teacher that they were able to match
the word cards and the picture cards correctly.

Another example depicting differences in students’ vocabulary learning motivation could
be seen from the lesson on Vocabulary of Animals (See Appendix AA). The game used to teach
this lesson to the experimental group was At the Zoo. In both groups, the first day of this lesson
was aimed at enabling students to explain where each animal lives and what it eats, and
categorize the animals that belong to the same category. As far as this lesson is concerned, the
two groups were different in terms of objects used in the classroom, actions, feelings, and
activities. Pictures and dice were the objects used in the experimental group to play the game, but
not in the control group. Again, different from the control group, four major actions were
observed in the experimental group. The teacher was posting the pictures of animals on the
blackboard, students were raising their hands to volunteer coming in front of the class, they were
throwing the dice, and they were writing sentences on the blackboard. These actions seemed to
make students feel excited especially when they were told that they were about to play a game,
threw the dice, and saw the number on which the dice rested. Furthermore, observation results of
the activities indicated that many students were interested in the game volunteering to try
throwing the dice and make sentences whereas their counterparts in the control group were
engaged in responding to the teacher’s questions without their direct involvement in the lesson.

This could be inferred from the following excerpts.
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Excerpt Nine: Day 6, Lesson 1 — Vocabulary of Animals [Experimental Group] (See Appendix AA)

(5) <T posts the pictures of six animals on the blackboard (camel, chameleon, crocodile, donkey,
elephant, giraffe) and numbers them from 1 to 6.>

T — Can you see these pictures?

Ss—Yes.

T — What are they? Are they pet animals like cat and dog, or wild animals like lion and tiger?

Ss — Like lion and tiger.

(6) T — Yes, they are wild animals. Ok. Now, we will play a game. Are you ready?

Ss—Yes!

T — Do you see what is on my hand? &+ 9°7 geraaaa? [What do you think is this?] <T shows a
dice.>

Ss -<Ss keep silent.>

T —This is called dice. <T writes the word dice on the blackboard.>This dice has how many sides?
<T shows the number in each side.>

Ss - Six.

T — How many pictures do you see on the blackboard here?

Ss - Six.

T — Now, to play the game, one of you comes out here and throws the dice. Then, you write two
sentences using the animal the picture of whch corresponds to the number on the dice. a7 u-
MEFAA? 2U7T7 dice WF@OLO<4T (TLONATY- &TC ao0l T AHLY 2C ha-t animals 2C AHISTFu-
A& T F%4AFu- [Have you understood what | said? Matching the number you find when
you throw the dice with the animals on these pictures, you will write sentences].

S5 — kst 1ETT P901%G 08¢ F7 102 [Do we write the sentences on our exercise book?].

T- No. It is here on the blackboard, not on your exercise books. You write two sentences in the
following way. If the number is one...what is the animal that corresponds with one?

Ss — Camel.

T — You are right. So, your sentences will be<T writes two sentences on the blackboard - Camels
live in the desert. Camels eat leaves.>In your two sentences, you should tell us where that
animal lives and what it eats.....

S6 - <S6 throws the dice, and it rests on number 3.>

T — What does number 3 refer to?

Ss — Donkey.

T — Nice one. Now, Dawit will write two sentences about donkeys, where donkeys live and what
they eat.

S6 -<S6 writes two sentences — Donky live in house. And Donky eat grass.> “Donkeys live in the

house. And, Donkeys eat grass. ”......
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Excerpt Ten: Day 6, Lesson 1 — Vocabulary of Animals [Control Group] (See Appendix AA)

(4) <T writes 10 words of animals on the blackboard (camel, chameleon, crocodile, donkey,
elephant, giraffe, goose, gorilla, hippopotamus, hyena).> Here, | have written the names of
animals. {T introduces Vocabulary of Animals.} How many names of animals do you see
here?

Ss—Ten.

T — And how many of these animals do you know? [niHv $A+ aPhhd aPPE? FO-RFPATFU-?]

S4 — Five.

S5 - Six.

S6 — Eight.

T — Nice one! Do you know where these different animals live and what they eat? We will see
this today...What is a camel?

S7 —av [camel].

T - You are right? Have you ever seen a camel?

S7 — atelevision [through television].

T — What does a camel look like?

S8 — Horse.

T — Yes, both camel and horse have four legs. Where do camels live?

Ss -<Ss keep silent.>

T — qavpet 29154 o+ 102 [Where do camels live?]

S2 — @A AnA(, [Around desert areas].

T — Absolutely. So, camels live in the desert. <T writes the sentence Camels live in the desert on

the blackboard.> What do they eat? 9°7 £n0aa? [What do they eat?]

S9 —kmA Pma [Leaves]

<T writes the sentence Camels eat leaves on the blackboard.>

T — Write these two sentences on your exercise books and you will write similar sentences for

each animal after we finish discussing......
During the post-intervention interviews, the majority of the respondents from the control
group described the way they were learning vocabulary through the conventional method, i.e.
during the intervention period, in a similar way. For example, Tigist compared it with how they
had been learning previously and said, “we learned the words in English...by writing sentences
on the blackboard and by choosing similar words from a list [$A-®E? ¢F9IC7T QATINHT 10-... 945

11717 blackboard (T#C 144%) A2 NP9& NFHZHSGF @ +avaag PATT (1avgos1]..”Getting the chance
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to write sentences on the blackboard and identifying words of similar characteristics from a list
were pointed out as two of the learning methods students used in the conventional class. In doing
so, students were engaged in using words to frame sentences and receive feedback from the
teacher after they wrote their sentences on the blackboard. Again, the students grouped words
based on given parameters. These methods were highlighted by interviewees from both the
control and the experimental groups during the pre-intervention interviewing.

Concomitant to Tigist’s reflection, Selam discussed that they were learning many words
by writing sentences, reading to others, and reordering jumbled letters to form meaningful words.
In writing sentences using given words and reading to others, students involved themselves,
respectively, in sentence construction similar to the one mentioned above by Tigist and in
reading words aloud to students using either the textbook or what the teacher wrote on the
blackboard. “This was nice because we can learn English easily when we know words and write
and speak. [2% Ad& INC I°NIEEI® PATT ATOPINGOLINTIZE NPAN ATINHGTT aoC A7rTFAAT],” added
Selam. Yet again, Selam’s remark above resembled the results found during the pre-intervention
interviewing.

When asked about any alterations in their vocabulary learning motivation, the majority of
the control group interviewees looked to reflect that they did not recognize that. For instance,
Biruktawit mentioned that as long as what she learnedwas important for her, she would love to

learn anything. Also, Miftah forwarded the following.

NALD- AILTICHY LPATT FCHIP aPTIC hDAAD-:: hGA O-OT AS%0 PATT AT7IC L0 NATY

1D+ ATIC P04z R0 AGPETIC Fe 10C P9°0c-. ... dictionary (aPHI0 $AT) NoPmPI®s
ALEET Mo MPP AJPAN, (&AVHCET AL ALG 1ICTT ATIE SATT ATMebd® 10C:: NILP £77
ALGTT RI0T:

As | told you last time, | like learning vocabulary. | was learning happily when we
learned new words in the class...I worked my assignments quickly...by using
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dictionary and asking my friends...For example, we were using words to write
sentences on our exercise books. We then read that to our group.

Both Biruktawit’s and Miftah’s responses seemed to relate to their pre-intervention
reflections. They indicated that such classroom activities they often do as using a bi-lingual
dictionary to translate English words into Amharic, using words to write sentences on their
exercise books, and reading words aloud to group members were interesting. These results
indicated that the control group students’ post-intervention vocabulary learning motivation
remained comparable to that of the pre-intervention.

As opposed to most of the interviewees in the control group who seemed to sustain the
reflections they had forwarded during the pre-intervention interviewing, all the interviewees in
the experimental group mentioned that they were more motivated to learn English vocabulary
during the game-based lessons. Mekdes, Masresha, Betelhem, and Michael all discussed that
learning English vocabulary through the conventional method was not as motivating as learning
through the games. Contrasting the two, they described the conventional method of teaching
varyingly. As for Mekdes, the conventional method of teaching was less motivating because it
was monotonous. “In the former mode of teaching, the teacher introduced a lesson, and we began
to do different exercises from the textbook. Then he gave home take activities, and on the next
day again we did the same thing [00&& T to168 @071 AQTT149TT OA A28 HIPUCT POTPD-TS
hovpue AL P PHALP aPATEP T avhdt ATEICC-AT:: NHLE (LFT7 0I°INGTF D7 AMTS WIS
NP rA0- 7 L7 AGLCOAT],” said Mekdes. This was also expressed differently by Betelhem who
underlined that in terms of inducing motivation, the conventional methods were recognizably
different from the game-based method. She put this as follows.

ARTRTT AQT@-PAD~:: BT (games/enPFPTF) Attt v-bd AOeT A-PHF7 Narhdt

AATPIMaPL APINHTT APTIC §AFF ANTNLTIC: : hU<T AL 17 HPFTT e P S avm,0F
AADNT PNIEEIP LA AATLAS NATLEHGS 10+ L FTI9° e IPCAGTA: : AAHY Ph98.0
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PATT TCTI° ATIOP 0P S aPBO 7 PAAM ANLAT 10, .. BI°T (games/enPFPT)
ANHHEOE AG%.0 PATT ATTIOP RIPGRCIM- TLt RINTE I0C:: e PFPE 7 PASA0 PATT
FCTI° ATIDP K18:372 AL CIDGA::

| have recognized differences. In the non-game situations, we were engaged in
doing other activities and had no interest to learn English. These days, most of us
want to play games because it is relaxing and entertaining. It also increases our
attention. So, the fact that we played games in learning the meaning of new words
was more interesting...In non-game situations, the effort we exerted to know the
meaning of new words was low. But the games made me eager to discover the
meaning of new words.

It can be understood from the above statements that the experimental group students
seemed to be less motivated while learning vocabulary through the conventional methods which
they expressed as monotonous and less motivating compared to the game-based vocabulary
lessons. The game-based vocabulary lessons engaged students in carrying out the required
vocabulary tasks by inducing interest and excitement towards learning. In contrast, when the
students had learned vocabulary through the conventional method they were not able to utilize
their potentials by exerting their maximum effort due to lack of motivation. In other words, in the
game-based lessons, the students felt more motivated to learn English vocabulary as was
confirmed by all the interviewees of the experimental group.

According to Temesgen, the presentation of the vocabulary lessons through games was
entertaining because it helped him understand the meaning of English words more easily.
Especially, he liked most the vocabulary game At the Zoo which they played to learn about
animals. “For example, I liked the one we played about animals. There were some animals we
had not known at all and some we knew only by name. So, the pictures helped us know the

names of those new animals [A9°A4A. aA animals (A70A4T) A799C hGA O-OT P+FMPITFD- AhdT
PATAAET AI° ATLGAT @0 1MI° M P, 10421 I°7 ATLTLNGT O AT T10P (F ALWPT NAAA TI9TT

apet FA54],” Temesgen elaborated. Delivering the vocabulary lesson with pictures, one of the
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elements of the games considered in this study, helped students to relate the meanings of words

to their pictorial essence which would be easier to remember. Like Temesgen, Masresha

delineated why learning vocabulary through games was more motivating to her in the following

way.

ONg° LOL LNt MR P LHUICIDT 1D+ PPNTLEI® NGA LHD- AGDPD- APLL I0C:: L
PAZLT NOL PO TCTHI° AT8TT ALGTT ORI° ARLETT hPTICT aPhidT TATA...N04FF hea
LHPTF LHO- AANLAG OF 10C 021 0P:: . PHOTF7 ATBDF 7 AANLAP KNP 10C
FNTEEI® (e PFPE 07T I0C:: ATRIG LA (AR a0 FAGA...[047] e0-&F T
ALAMT HP° AT ANET WIPTS AATTISET 0P 11C WILSGRCA AT L4 KImP 10C::
N PFPE 17 090D 1147 (B4 (VP ATPeRLLA ALY AHG 10C:: (R TT69° Ay
A0t AOFTIGETT7 ATPMPP AALATI® I0C P NTRDT 17 19 1P aPmed TAv-
IONTEEI® . PFPET W& aPBDt NISANT PUIAD-P NPT P°79° TIC 141 DATIATA
TN 10z

What | liked most is the one we learned through games because the class time was
just passing unnoticed. Also, we were interested and able to work together one
explaining the meaning of a difficult word to the group or a friend...In the former
classes, we used to wait only until the class ended, but when we played the games
we did not want it to end because we were both excited by the games and able to
learn easily...[Previously] when group activities were given we only got together
and waited for the teacher to tell us to do something. But with the games, we were
working together to finish tasks quickly once the instructions were explained.
Additionally, 1, personally, was not interested to ask the teacher any question but
while playing the games | could ask freely because unless I understood how the
games were played | could not do anything.

In the above quotation, Masresha’s explanation about the effects of vocabulary games on

her vocabulary learning motivation indicated that the game-based lessons helped her learn

unconsciously the time passing without her noticing it, work together with her group mates more

actively, engage in competitions with other students to finalize a given task ahead, and ask the

teacher for help and clarification avoiding fear. Concerning the importance of the games in

creating a competitive classroom atmosphere, Mekdes seemed to agree with Masresha. “The

lessons we learned through games were nice...we were working to get more answers and win

students in other groups....It was really fun to play games in the classroom [(¢n.PJ AThe T
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PHIICTFD FIPUCHT S 104 A PANTT AdPaPANS AbeT (H&GTF O-AT CAFT HUI6PTF ATTHIE Q-
10C...NFA O-OT RPFOTT avsmoF (Mg° L LA 10C],” Mekdes remarked. She also pointed out that
from all the games she played “the one in which we threw a dice and made sentences using
words [dice (420) A?@LOCT NFAT AlS+ 11CT7 P06 70T],” meaning At the Zoo, was most
interesting. Asked why, Mekdes responded that, “to write sentences using a word from the list,
we had to know the meaning of the word first. I think the game helped us both know the meaning

of the word and then construct a sentence using it [h-tHZHSF PAT aPhhd 078 9Le+ 1ICTT Aorie
LPNT TCTHIC o0 avse TP 1N4ANT:: R PI O LT TCTI° RLGOPS NHLI AT tPavy Alet T1C

2806 mPPGA 0P AdOAY-::].”

Another reflection to agree with one of Masresha’s points above was mentioned by
Michael. Both Michael and Masresha stated that the games helped them ask their teacher by
avoiding fear. Michael said, “when we played games we had freedom, and we could ask as we
wanted...also, | was eager to know the results of our group [¢nPJ O7BOF N199T 10C A7LLATII®
A1n@P I0C.. LTI Ot AT10P T 10475).” Again, asked how the games might have helped
him Michael added that, “I especially liked the game in which pictures were posted on the board
because that helped me relate the meaning of words with the pictures [0-+A2 £99° axraeT board
(A08) AL TATLD- LINLNTT P OLEPAU- ONTLHEI° CPATT FCTI° DA OC AT8HIPL: LG A]. For
Betelhem and Surafel, the other interviewees from the experimental group, learning vocabulary
through games was motivating for a couple of different reasons. Betelhem responded that the
games were ‘interesting’ for her because they made learning look easy even if it was difficult. “I
like to learn English, but the games made me love it more [A70. 15 927IC 0 LATA e PIPE L9°

LOAT ATIRDRD h&C1DFA],” she added. On the other hand, Surafel noted the following.
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[ PFPE] AHGIS MPL. SFO-.. 00T Ad- (LAMT A0+ 20 NNT 10C aPhet 9°4.0°1
PPNIEEI® NHPTT AT TIOP TP 10C:: FIPUCET a0l AAFAD 0 Ae-PT7 aopgt
NH9° ALNNLI° 1NC::

[The games] are entertaining and helpful...even when home work was given |
wanted to do it happily because I could know most of the words. As | could
understand the lessons, it was not that difficult to do the assignments.

Overall, unlike most students of the control group whose reflections concerning
vocabulary learning motivation remained similar before and after the intervention, students of
the experimental group highlighted that their vocabulary learning motivation increased because
of learning through games. Pertinent to the quantitative results shown by the post-intervention
univariate test for vocabulary learning motivation in which significant differences were found
between the control group and the experimental group (See Table 4.8), interview results also
corroborated that students in the experimental group were again associated with better
vocabulary learning motivation. These were expressed, among other things, in terms of exerting
maximum effort to know the meanings of words, being interested to accomplish tasks quickly
and ahead of others, maintaining learning unconsciously and implicitly, working together
collaboratively, and getting rid of fear to ask questions and communicate with others.

4.1.2.2.2. Post-intervention univariate comparisons on students’ peer-interaction

Students’ peer-interaction in vocabulary learning classrooms was considered as one of
the three dependent variables. This dependent variable showed relative equivalence of
mathematical scores in the experimental group (M =40.49, SD = 9.161, N = 49) and in the
control group (M = 39.15, SD = 8.602, N = 48). On this, more information can be elicited from

the following table.

142



Table 4.9. Post-intervention univariate test for vocabulary learning peer-interaction

Descriptive Statistics Tests of Between-Subjects Effects
Dependent Groups Mean Std. N df F Sig. Partial Eta | Observed
Variable Deviation Squared Power
Post-intervention | EXPerimental 40.49 9.161 | 49 | 1 | 0.554 | 0.458 0.006 0.114
Peer-interaction Control 39.15 8.602 | 48
Total 39.82 8.868 | 97

The univariate Tests of Between-Subjects Effects in the above table show that, with

regard to peer-interaction in the vocabulary classrooms, the univariate main differences between

the experimental group and the control group were not significant, F (1, 95) = 0.554, p=0.458,1

= 0.006, Power = 0.114. Of the three dependent variables, this one was taken as the exception.

In contrast to the findings of the post-intervention questionnaire on students’ peer-

interaction, the results of which are presented in the above table, the while-intervention

observations and the post-intervention interviews revealed noticeable differences between the

two groups. It was described under 4.1.2.2.1 that the experimental and the control groups were

similar in terms of objectives, physical settings, and actors, but different concerning sequence of

acts, objects, actions, activities (events), and feelings. Among these five characteristics, objects,

actions, and activities showed the effect of vocabulary games on students’ peer-interaction.

For instance, the first day lesson about Vocabulary of Food Items and Attributes had two

objectives: introducing the meaning of a list of words about food items and their attributes, and

writing sentences using those words. The game Outburst was used as a procedure in the

experimental group as opposed to the conventional procedures followed in the control group.

Pieces of paper and clock were used in the experimental group as additional objects to the ones

used in the control group. Again, the two groups were different in terms of one of students’

actionsin that, in the experimental group, a representative student from each one-to-five group

was compiling words on the given piece of paper. In addition, the activities students did were
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different in the two groups as can be seen below.

Excerpt Eleven: Day 3, Lesson 1 — Vocabulary of Food Items and Attributes 1 [Experimental Group] (See
Appendix AA)

(4) T - So, today, to know about food items and attributes, we will do a very interesting activity in
our groups. All of you, please be in your groups, and | will tell you what we do. Your number
should not be less than four and more than six.

(5) T — Now, | will give you a piece of paper in your groups, and on it you write as many food items,
NOT ATTRIBUTES, as possible. 92727 1@ ¢9>+24-2 [What do you write?] {T explains how to do
the activity.}

Ss - e9°9 4217 [Food items].

T - In English?

Ss — Food items.

T — Very good. This is a competition. | have my own food items here <T shows the back of a
piece of paper.> and the group that gets most of the words on my list will be declared the
winner after we play another round. You are given five minutes to finish this activity.

(6) <T distributes a piece of paper to each group.>

(7) <Ss work in groups to write down words about food items on the given piece of paper.>
< T moves around the classroom checking Ss’ participation in the group work.>.....

(8) T - Ok. Time is up. Now, your attention please...now if you have finished, let’s see how many of
your guesses match with what | have here. A7& +hha% eAd AFTF A7 170 F154Fu- [You will
get a point for a right match]. Let’s begin from group one. Who reads the list?

S3 - <S3 stands up from his seat.>

T — How many food items did you write?

S3 - Al A9eivk [Fifteen].

T — Tell us. Read them aloud. ¢7*h AV A70-0A7 [Read them aloud].

S3 — Banana, orange, apple, bread, sugarcane, milk,...

(9) T — Excellent! You have written so many food items. But, unfortunately, all your food items are
not on my list. So, your team gets no points. < T writes the scores on the blackboard.> Group two.
Tell us the food items on your list.

S4 — We have Enjera, honey, potato, vegetable, carrot, cabbage, onion, ...

T — Wow! You have gotten onion and honey from my list. So, your score is 2, more than the first

group. Let’s move on to group three.......

(10) T — The words on my list are the following. <T reads the words without writing them on the
blackboard.> {T and Ss discuss on the meaning of each word.} Something very sweet. Guess
what?

S11 — Cake.

144



T — Good attempt. Another. Sweet and yellow.
Ss - @1C... honey..71C... honey
T — And the other, a product of a cow. Not milk, not yoghurt...

Excerpt Twelve: Day 3, Lesson 1 — Vocabulary of Food Items and Attributes [Control Group] (See Appendix AA)

(4) T - To know more about food items and attributes, | will write a list of words here on the
blackboard, and we will talk about them one by one. Do not copy them on your exercise books
now. You will do that later after we finish discussing. 08At¢Fu~ 0AA FIA-NANATFU- AU~ AHY IC
AZES itk AL A7101¢07 [You will copy them on your exercise books later. | will write them on
the blackboard and we will discuss]. First, I will write twelve words about food Items, not
attributes. What do I write first, food items or food attributes?

Ss — Food items.
T — Very good. <T writes eight food items on the blackboard (cheese, garlic, honey, pepper,

pineapple, porridge, rice, wheat flour).>

(5) {T and Ss begin discussing on each word.}
T — Let’s now see the meaning of each of these eight words. But first, look, are all these words

food items or food attributes?

Ss — Food items.
T - Does anyone know cheese? Have you ever eaten cheese? Cheese (- ¢91.9@-¢ hA? [Has

anyone ever eaten cheese?]
Ss - <Ss keep silent.>
T — Look. Cheese is something white like milk and is found from a cow.

S4 - ket [Yoghurt.]
T —You are close. ~¢? [Yoghurt] in English is yoghurt. <T writes the word yoghurt on the

blackboard.> Like milk and yoghurt, cheese is also white and found from cows. So, cheese

is...

S5 - Ae [Cheese.]

(6) T - So far, we have been talking about food items. Now, | will write eight food attributes, and after
we discuss on each word we will write sentences using the words we have learned today.
<T writes eight food items on the blackboard (bunch, chopped, fried, roasted, juicy, oily,

watery, and traditional).>...

The activities students did in the two groups show that students in the experimental group
were maintaining more interactive situations with their peers compared to students in the control

group. While playing the game Outburst, students had the chance to work with their peers
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cooperatively to write as many food items as they could. As such, interacting with their peers
helped them write many words everyone adding a food item he/she knows on the list and
students discussing to decide on two things. The first one was whether an item suggested to be
included in the list is a food item or not, and the second one was agreeing on the English
meaning of the word. Even though most of the words students outlined on their list were not
found on the teacher’s list, students generated many words which would have been unattainable
had they written them independently. Moreover, because the students were competing with their
peers in other groups, they were interacting to produce more words than their friends within the
time given. In contrast, in the control group, where the traditional procedures were followed, the
students gained limited room to work with their peers. They guessed the meanings of food items
and attributes before the teacher explained the meaning using different techniques. Their peer
interaction came in the later stages of the lesson when they worked together to write sentences
using the words they had learned (See Appendix AA).

The differences in peer-interaction between the two groups could also be viewed in
another example. Chain Game was used to teach the experimental group the lesson Vocabulary
of Food Items and Attributes 2. In the game, students participated in a group work that involved

competition to make a long chain of words about food items in a sentence (See Appendix AA).

Excerpt Thirteen: Day 5, Lesson 1 — Vocabulary of Food Items and Attributes 2 [Experimental Group]
(See Appendix AA)

(4)T — Now, to begin playing the game, lwill first hang pictures here on the blackboard.
<T hangs ten flashcards on the blackboard (butter, cabbage, chicken, coffee, cooking oil, guava,
juice, lemon, mango, meat).>
(5) T — How many food items do you see on the blackboard?
Ss—Ten.
T — Is there anyone you don’t know?
Ss -<Ss keep silent.>

T — Let’s check that one by one...what does this picture show?
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S2 — Cheese.

T — Excellent! That is what we learned yesterday. This one is not actually cheese but something
similar.

S3 — Beter. “Butter”

T — Bravo! Tell me the spelling.

S3-B-e—-t—e—r.

T — Okay. Let’s correct it like this. <T writes the word butter beneath the flashcard.> And the
second one is......

(6) T — Look at the following sentence. <T writes the sentence Almaz bought a killo of butter from
the market.> Now, to play the game, you should use the beginning of this sentence Almaz
bought... and add a food item from this flashcards. And later | will remove some of the
flashcards, and if you cannot remember the food item, you will be out of the game and another
student takes the turn. 9°7 avaAFu- 29232012 Almaz bought... #71.A@<7 hia Navmb9® KIHUT At
Othg2e aeopied FhsaTFu- [This is what you do. Using the phrase Almaz bought....you try to
list down these words successively]. For example, you may say Almaz bought cabbage, chicken,
coffee... NHCHS aPchd heaTFu- €287 Fu- “1nt 1@- [If you miss one from the list, you just stop.]
Before you do this in your groups, let’s do it with someone...

(7) <S4 comes to the stage.>
T — Say Almaz bought... and add the food items by reading the flashcards.

S4 —Almaz bought butter, cabbage...<S4 lists all the words.>

<T removed the last two words.>

T — Now repeat the sentence listing all the words.

S4 —Almaz bought butter, cabbage...<S4 reads could not remember the last two words — mango
and meat.>

T —She cannot remember the two words. What are they?

Ss — Mango and meat.

T — You also play like this. Let’s start...

Excerpt Fourteen: Day 5, Lesson 1 — Vocabulary of Food Items and Attributes 2 [Control Group] (See
Appendix AA)

(4) <T writes ten words on the blackboard (butter, cabbage, chicken, coffee, cooking oil, guava,
juice, lemon, mango, meat).>
(5) T —These are food items, aren’t they? How many of these food items do you know?
S2 — Seven.
S3 - Six.
T —Which of these food items are new to you?
S4 — Guava.
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T — Alright! Let’s see them one by one, and we will have a classroom activity. What is butter? {T
begins explanation.}

S5 — ¢, [Butter].

T — Can you tell the class its color and where we get it from? aah. 9°7 48t PAT° h78AD-S het
A129°GTT®- 7147 [Tell us what color it is and where we can get it from?]

S5 — White.

Ss— Yellow.

T — It can be both. Which animal gives us butter?

Ss—Cow...

(6) <T writes an example and six phrases on the blackboard each giving a clue to a food item.>

T — Copy these onto your exercise books and in your groups you will try to find the right answers.

<Students finish copying the activity.>

T —Before you begin working together, let’s do the example. Here the example says...pepper:

(3 letters). What do you think is the answer?

Ss - <Ss keep silent.>

T — Pepper is hot. Look hot is a word of how many letters?

Ss—Three.....

In the above excerpts, the case with the experimental group shows that during playing
Chain Game, students competed with their group mates to list down as many food items from a
list they had seen as possible. In the game, students tried not to miss a word because they had to
give the turn to someone else when they did so. Their group mates told them the beginning
letters of the words they were struggling to remember as clues. This looked to strengthen
students’ peer-interaction because each student was engaged in doing the activity both as a
player and as a referee. In contrast, the role of the students in the control group, especially during
the group work, was writing sentences together with their peers. They saw the given example
about pepper, and worked together to find the word that was described by the preceding phrase.

The post-intervention interview questions inquired how students of both the experimental
and the control groups felt about interacting with their peers during vocabulary learning sessions.

The post-intervention interview findings did not seem to considerably agree with the quantitative
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results in which, as far as peer-interaction is concerned, the univariate main differences between
the experimental group and the control group were found to be non-significant (See Table 4.9).
All of the interviewees from both groups reflected that during their vocabulary learning they
used the one-to-five groups they had always been working in. In those groups, they were given
individual responsibilities and established closeness and familiarity with each other. That seemed
to give them free interactions with their fellows both in helping each other to undertake their
responsibilities as members of the groups and in learning cooperatively not only English but also
the other subjects. According to Tigist, a student from the control group, in learning English
vocabulary, her friends and she were interacting with each other by doing what they normally did
in other subjects too. “...the group leader was monitoring the participation of every group
member and the Ambassador was asking the other groups for what they knew... the rest of us
were participating in answering the questions [...e-&:¢F7 av4 -G F77 ANt +AtE AtSNmC
AFPQARLTT £ AT (T 27 A28 AmP INC...F T L° TOEPTT Navavan A0+4 10C],” said
Tigist. This was also highlighted by Temesgen, a student from the experimental group, in the
following way.

A UI® PFIPUCT ALTT PIPIMPINE (€77 AN A 29° PAT (&7 avd Th:: @TigP
NeoNNATT aPelNT LTZA 6 PFPE AT At AT (F&GT 10+ AU-9° FIPUCHT

PIPTMPIP... 9090 AT WILPNA The T OHALe (LIPYI° NH-PTF +o160F AN GTFD-
AOVTPZh AT £PNE:: e PIFDETII NTBD T AL18 15 T994 PHAA ATILL AP,
0Nc::

... we have groups that work to all subjects, and I am the leader of our group.
This had already created closeness between us. Even without the games, we use
those groups in all subjects... Most students try to contribute to their group
although this depends on our respective ability. During playing the games too,
every student was trying to be a better contributor.

Both Tigist and Temesgen mentioned above that the nature of students’ peer-interaction

in both groups was framed based on the individual roles each student was given. A student who
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took the leading role in the group could initiate collaborative functioning and oversee that each
member is doing classroom activities based on the instructions given or within the given time
frame by commenting and advising whenever necessary. Also, the Ambassador could maintain
both intra and inter-group communications. These could be so when, for instance, the student
identifies the demands of his/her own group and asks help from other neighboring groups,
respectively. Moreover, the other members of the group could participate in explaining
instructions, answering questions, posing concerns, and volunteering answers by representing the
group. Despite the similarities in the responses given above, Temesgen added that learning by
playing was more engaging as it eased the lesson and helped some students to participate more

actively. He forwarded the following.

n0ét OC AL196C NG @ OHAA 10C:: AIPAN Al (F&7 DOT Lo TGP T AOHS I8 I°7 W1
Po-Piv:: PFOT ATBDT AA AVTGIET APDLT INC NP FD-9° PANTS P AAAG Waiter
PILAD- P IOHAPETFD 0 PNy TCTI® AT TLAD MPIPGA::

This was relatively better than the former one. For example, students in my group
know what aAa-+4,08 (waiter) is. By playing the game, we were talking about
AtrtG 2T (waiters), and in the game, the combination of the picture of the
Ahta @ (waiter) and the word ‘waiter' helped us not to forget the meaning of the
word.

The above point by Temesgen indicates that playing the vocabulary games seemed to
create a context for students to hold discussions. The fact that most of the students had a clue
about the word, at least in their mother tongue, could be taken as one of the contributing factors.
However, this does not look unique to the experimental group. Biruktawit indicated that in
situations where there were no games, they were engaged in selecting one of the members of
their group to write on the blackboard a sentence they wrote about jobs. “We also crosschecked
our answers of the words we formed by ordering different letters [&2AF7 0911 MY° POl t+GTFD7

PATI AaralSA],” she continued. This was further confirmed by Biruktawit’s classmate Dagim
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who noted that they were helping each other like they always did. After working out questions
together, they crosschecked their answers with each other. However, Selam, another student
from the control group, did not seem to agree with her classmates. She discussed that although
she worked with her peers in groups she did not believe it was productive “because everyone
wants to raise hands, they finish their task and want to answer a question first [v-9° A8.7 T1@-NF
AATLLA AEF DT LRCAG PLAPD AaPaPAA LLAIN].”

The above reflections of students from the control group look inconsistent in that
students’ work in the long established one-to-five groups during vocabulary learning sessions
showed the signs of effective peer-interaction coupled with limitations. In contrast to this, some
features of peer-interaction were emphasized by interviewees of the experimental group. These
features seemed to befall due to the vocabulary games. Mekdes, the leader of one of the groups,
pointed out that as a result of playing the vocabulary games, members of her group were engaged
in cooperating, competing, and actively participating. They worked together to win group games
by finishing an activity ahead of students in other groups. Mekdes explained this as follows.

ATPAN AAAE- PINLD7 P (I TROF LH,. . ANG UETIP Ut DAdeT DPARFFO- OC
TJHavL: FAGH:: NTIgT OOT A% PAT 10C:: P @<7 SRIFIO- (19¢- WAOGT 1@~ .Lhg°
POTFT IPC U-e° P-LGT7 19IPT PARNTTT 8PAET HIPLT NPAN: TITTF

FAPA. ...00&4F PUI0H99468 av18 WIHLY T9916PTF (-7 0e-P T AL a6 P984 H-9°
AT AN TFD-9::

For example, when we played the game about jobs [we] were able to match the
whole twelve pictures with their respective words. We were one of the winning
groups. We won the game because we worked together...all students in our
group, including those who often struggle for good results, could easily find the
picture-word combinations...in the former mode of teaching, these students did
not have much interest to contribute to group work activities.

It can be understood from the above statement that students were able to interact and
cooperate with their fellow students while doing a matching activity given in groups through

vocabulary games. In addition, the game created a competitive situation in which students were
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actively participating to win the students in other groups. This was similarly experienced by
Masresha’s group. In her group, they made playing the games “pure competition [“1A\é ¢-hhC]”
in which every member was interested to participate. These results corresponded to the
reflections of the remaining interviewees from the experimental group. For instance, Betelhem
asserted that “all the time [u-A9°]” they did such things as a student asking the group if there
was someone who knew the meaning of a new word. However, she remarked, “during playing
the games, every member of the group was doing this with interest unlike the previous times
[RPFPTT ATBOT U7 U-I° P-LGT7 AOA hAAD- LH (AL 2UTT NFAYF A.LL47 10C::]”. Apart
from this, Surafel stated that there was a time while working in group with his peers he got
quarreled with his fellow. ““...we were in hurry and did not want to lose. That has a nice feeling
[P0 70EI° ARE.MYT ATPNIFR ANLATIIP 10C:: £ LA P7LA T1C AA®-],” he explained.

Generally, the fact that students in both the experimental and control groups worked in
their established one-to-five groups looked to get them noticeable peer-interaction. The students
were accustomed to working in groups while learning the other subjects too. This was organized
with each student given roles and responsibilities during group work. On the contrary, the
interview results showed that in the game-based vocabulary lessons, students’ peer-interaction
enhanced compared to how they used to work together in their conventional vocabulary lessons.
These were characterized, among other things, by students’ competition, cooperation, and active
participation while working in groups. Nevertheless, these qualitative findings seemed not to
match the quantitative results in which the experimental and the control groups showed

statistically non-significant differences.
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4.1.2.2.3. Post-intervention univariate comparisons on students’ vocabulary learning

achievement

Students’ vocabulary learning achievement is the third dependent variable the univariate

effect of which on the experimental and control groups was examined. This variable was

associated with a mean score of 12.98 (SD=3.152) in the former group (N=49), and 11.19

(SD=3.671) in the later (N=48).

Table 4.10.Post-intervention univariate test for vocabulary learning achievement

Descriptive Statistics

Tests of Between-Subjects Effects

Dependent Groups Mean Std. N df F Sig. | Partial Eta | Observed
Variable Deviation Squared Power
Post-intervention Experimental 12.98 3.152 49 1 6.663 | 0.011 0.066 0.724
Achievement Control 11.19 3.671 48

Total 12.09 3.518 97

Table 4.10 above shows a significant univariate main difference between the two groups

for students’ vocabulary learning achievement, F (1, 95) = 6.663, p= 0.011, n° = 0.066. Pertinent

to these quantitative results, post-intervention interview results of the control group showed that

the majority of the students expected their vocabulary learning achievement to increase sizably.

This could be seen from Betelhem’s reaction to the post-test. She thought that her result of the

test she took after learning through the games would be better because she had learned the

meanings of words through the games more easily. She explained that,

A7LIPLET ACAMT Th.... A%PAA, (A food item and attributes &P T7 Ovae hed ot

PHBOFCDT P U LAY INC:: DL BrbAE hPar) I0C...AAHY NenP I P4TICTTF -
FICHT WIRE AHGTHOGA UG £9° 0307 FCTI° NPAN AZ&GAT DN L&TDGA::

I am sure that I will get full marks...For example, in working out the questions
about Food Items and Attributes, | was remembering the game we played in the
classroom. That was coming to my mind... So, the lessons we learned through
games, first, made us excited, and second helped us remember the meaning of

words easily.
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Mekdes, another student from the experimental group, also stated that she was sure to
score better in the post-test than in the pre-test. She said that she was able to remember most of
the words in the post-test because they were presented with pictures and that she could relate the
two. Like Mekdes, Masresha pondered achieving a better result. “In the previous test, there were
some questions | tried to answer just by guessing but in the test we took yesterday | answered
most of the questions knowing their exact answers [(0&k &-+G HI° 1 N9°F Aaeavpn PP TFo-
A9 PORPT ING:: FGTE OEotTIO: :4G 17 AP TT TPRPT oA Nhhd APOPh 10+ P0CU-],”
said she.

The post-intervention interviews held with students of the control group showed that
most of the interviewees expected to score similarly in both the pre-test and the post-test
reasoning that they found the later as easy as the earlier. For example, Dagim indicated that he
worked out both tests well and anticipated to score more than ten in both. Likewise, Miftah
remarked, “I think I have got most of the questions right...from the questions [on the test],
liked the one which asks about ordering letters and forming words. I also liked the true or false
questions [HPE? PLLPTF QFhhA earAnn") LavaATA... nHAITFD- PEPT avhnd L.8ATT LCLE
PATT QAdPar it FMEPIOT LB PAU-:: True/False (A@-rt vAT) [TPE@-9°] L £AA::]. All these
said, it was found from the qualitative results that the experimental group was associated with
improved vocabulary learning achievement compared to the control group.

4.2. Discussions of Results

In Ethiopia, research into teaching EFL to young learners in primary schools is scant
compared to the multifarious problems widely observed in the context. Despite the extensiveness
of the problems, this study looked into the effects of vocabulary games on primary school

students’ vocabulary learning motivation, peer-interaction, and achievement by taking grade six
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as a point of focus. In this sub-section, the key findings emerging from the data analyses under
4.1 are discussed in relation to the research questions and hypotheses posed in the study. In so
doing, possible explanations are provided in light of recent literature in the area.

The first research hypothesis of this study presented that there would not be a significant
difference between the control and experimental groups with regard to the multivariate main
effect of vocabulary games on students’ vocabulary learning motivation, peer-interaction, and
achievement. This hypothesis was rejected since the results of the post-intervention multivariate
tests (See Table 4.5) showed a significant difference (p=0.001) between the two groups. This
implies that the use of vocabulary games had an overall effect on students’ vocabulary learning.
Even though this showed the positive multivariate effect of vocabulary games on students’
vocabulary learning, it would be misleading to assert that the multivariate effect showed
significant differences between the two groups across the three dependent variables considered in
this study: vocabulary learning motivation, peer-interaction, and achievement.

The results of the post-intervention univariate tests for vocabulary learning motivation
showed a significant difference between the experimental and the control groups confirming that
the use of vocabulary games improved students’ vocabulary learning motivation. This addresses
the first specific objective of this study by answering the first research question and rejecting the
second research hypothesis. Findings of the questionnaire on vocabulary learning motivation
(See Table 4.7) indicated that the experimental group significantly excelled the control group in
what was found to be the highest difference between the two groups (p=0.001) compared to peer-
interaction during vocabulary learning (p=0.458), and vocabulary learning achievement
(p=0.011). In other words, signified by the tests of between subjects effects (See Table 4.6), the

two groups were different in the post-intervention phase in vocabulary learning motivation more

155



than in peer-interaction during vocabulary learning and vocabulary learning achievement.

Similarly, the observation results indicated that the two groups were different in terms of
the sequence of acts in learning vocabulary, objects used, activities performed, actions taken, and
students’ feelings the last three indicating students’ motivational disparities across the different
lessons favoring the experimental group. Students in the experimental group looked fascinated
while playing the games as they were engaged in such hands-on activities as competing with
their classmates, writing sentences on the blackboard, keeping records of scores, attempting to
find combinations, and competing for a chance to try doing something like shuffling sets of cards
and throwing the dice. In contrast, students in the control group were mostly expecting the
teacher’s feedback and guessing meanings from orthographic sources only.

Moreover, interviews held with sample students from both the experimental and the
control groups revealed that students’ vocabulary learning motivation improved as a result of
learning through the games. Unlike the majority of students of the control group whose
motivation persisted similar before and after the intervention, their counterparts expressed that
they recognized themselves applying extreme determination to know the meanings of words,
being captivated to complete tasks quickly and ahead of others, maintaining learning
insentiently, working together collaboratively, and getting rid of fear to ask questions and
communicate with others.

These findings are consistent with most scholars’ experiences (Dalton, 2005; Hadfield,
1996; Wright et. al, 1994) and research results conducted on the use of games in the classroom
(Ara, 2009; Chou, 2014; Maria & Othman, 2013; Stojkovic & Jerotijevic, 2011). For many
years, the importance of motivation for effective L2 learning has been recognized and reiterated

mainly by researchers in the fields of language, linguistics, and psychology. For instance,
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Bernaus and Gardner (2008), Gardner (1985), and Schmidt and Watanabe (2001) all discussed
the positive correlations between motivation and successful L2 learning. These scholars noted
that the extent to which a learner strives to learn a language is determined by personal desires to
achieve the goal of learning the language. Dérnyei (2001) explained that expanding effort, being
persistent in and attentive to the task at hand, having goals, desires, aspirations, and making
attributions concerning success and/or failure are some of the typical characteristics of a
motivated language learner.

Primary school EFL students could develop interest in their learning due to different
factors. According to Cohen and Dérnyei (2002), learners” motivation can be deliberately incited
by employing certainmethods such as games to positively influence learning. Through fun and
less demanding practice, games add interest to what students might not find very interesting and
promote learning by increasing language learners’ motivation (Ara, 2009). Games bring real-life
situations into the classroom and provide learners with an opportunity to explore the world they
know using the target language. Therefore, games not only motivate learners but also create
contexts in which the language is useful and meaningful. McClarty et. al. (2012) viewed this
from two perspectives: external in which the learner receives particular rewards for playing the
game and continuing practicing learning, and internal in which the goals of the game and the
learning outcomes are closely tied together by which students tend to be more intrinsically
motivated, and the rewards are solving the game challenge and learning.

Given the above arguments, the improvement in vocabulary learning motivation of
students’ in the experimental group directs to the use of vocabulary games. This is in agreement
with the research findings of Chou (2014) and Maria and Othman (2013). Chou (2014) reported

that primary school students find learning through games, songs, and stories fun and motivating
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in which they show active attitudes towards participating in class. Furthermore, during playing
games, children take risks and make mistakes without feeling overwhelmed. Also Maria and
Othman’s (2013) study confirmed that learning L2 vocabulary through games improves learners’
motivation even with less vocabulary input. These researchers further indicated that L2 learners
find it rather boring to keep practicing vocabulary through exercises and reading. Therefore, by
introducing games, L2 learners could be more interested and successful in learning vocabulary.

Generally, as far as the effect of game-driven motivation on language learners is
concerned, effective L2 vocabulary learning takes place when students are engaged in thought
provoking, engaging and likeable activities. Such activities provide learners with the solicitation
of lessons by reducing frustration and woefulness which they often face in learning vocabulary
through conventional methods. Thus, it is noteworthy that entertaining classroom situations
induce motivation as opposed to tense classroom situations that leave students anxious by
decreasing their learning interest.

The issues of whether vocabulary games affect students’ peer-interaction during
vocabulary learning sessions and bring about significant differences between the control group
and the experimental group were pointed out as main concerns of this study by the second
specific research objective, the second research question, and the third research hypothesis. With
respect to the findings of the post-intervention peer-interaction questionnaire, the univariate tests
of between-subjects effects indicated a statistically non-significant difference (p=0.458) between
the two groups (See Table 4.8). Appositely, the result was found to be an exception since the
others, vocabulary learning motivation and achievement, were statistically significant (See Table
4.6). Nonetheless, the qualitative results found through observation and interview showed sizable

differences between the two groups.
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The observation results revealed that the two groups differed in students’ peer-interaction
as a result of the objects used in the classroom that set students in the experimental group interact
with each other more than their counterparts, the actions students were taking, and the activities
students were performing during their learning of the vocabulary lessons. It was observed in the
experimental group that students were highly involved in playing the games, working together
with their peers to win students in the other groups, and communicating to increase productivity
such as the one they did while playing Outburst. In contrast, students in the control group
manifested more interaction with the teacher than with their peers. These students showed
collaborative effort more in producing than in constructing as they were using their groups
mainly when answering questions and completing given activities.

The above observation results were corroborated by the post-intervention interview
results which came up with some features of peer-interaction in the experimental group that
seemed to occur due to the use of the vocabulary games. These features which students of only
the experimental group reflected include gaining a sense of competition that called for students’
active participation in peer-work, exerting cooperative effort to reach common goals, and
attempting to contribute to group activities. Comparatively, although manifestations of peer-
interaction similar to the case in the experimental group were expressed by students in the
control group, they looked inconsistent in that they were tied up with some limitations such as
domination by some members of a group and unequal chance to practice when classroom
activities were given.

Overall, the quantitative results indicated the hypothesis that there was no significant
difference between the control group and the experimental group with regard to the univariate

main effect of vocabulary games on students’ peer-interaction during vocabulary learning

159



sessions was accepted. However, this was not positively verified by the observation and
interview results. Most research findings conducted on the effect of games on students’ peer-
interaction (Aldabbus, 20008; Cook, 2001; Smith, 2006; Yu, 2005) agreed more with the
qualitative results of this study than the quantitative one.

For example, Smith (2006) reported that games improve students’ peer-interaction during
vocabulary learning sessions even without the presence of the teacher in the classroom. The
game context enables students to unconsciously scaffold and mediate each other’s learning. Also,
Yu (2005) found that due to the cooperative and competitive facets of games, students’ peer-
interaction improves because they gain a full control of the activities they are engaged in. These
arguments about the roles of games in enhancing students’ peer-interaction are in line with the
claims of Vygotsky’s (1997) Socio-cultural theory, William’s and Burden’s (1997) Social-
constructivist theory, and Long’s (1983) Interaction Hypothesis. Vygotsky’s (1997) Socio-
cultural theory states that games create peer-interaction by creating the ZPD and providing
contexts for peer-scaffolding. Aldabbus (2008) explained this in terms of gaining assistance from
peers in three levels: more capable peers, equally capable peers and less capable peers. The
qualitative results of this study also support this view of Vygotsky’s Socio-cultural theory that
scaffolding does not necessarily come from the teacher as it can also be maintained to achieve a
learning goal when students’ peer-interaction works well with the presence of interactive
activities such as games. The observation results of this study also presented evidence that
students of the experimental group were playing the games by their own, without requiring the
help of the teacher, once the instructions were explained to them.

In the context of Williams and Burden’s (1997) Social-constructivist theory, the effect of

games on peer-interaction was explained as it impactspeer-scaffolding, cooperation, consultation,
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and teamwork.This is important in the vocabulary classroom since games activatesupport among
learners of similar age, purpose, knowledge and interest. Additionally, Long’s (1983) Interaction
Hypothesis asserts that classroom interaction and oral communication induce L2 learning by
expediting linguistic forms learners find difficult during the interactional process.Learners’ peer-
interaction and collaborative effort lead to effective L2 learning which, in turn, result in learners’
improved language learning achievement and comprehension of the new vocabulary input.

In response to the third research question and the fourth research hypothesis, the effect of
vocabulary games on students’ vocabulary learning achievement was examined. The post-
intervention univariate test for vocabulary learning achievement showed a statistically significant
difference between the control group and the experimental group (p=0.011) (See Table 4.9)
based on which the hypothesis was rejected. And, the tests of between-subjects effects, implying
the multivariate effect, indicated that the difference found between the two groups in this regard
fell between the highest difference marked by vocabulary learning motivation and the non-
significant vocabulary learning peer-interaction. Aimed at corroborating these quantitative
results, the post-intervention interview results revealed relative differences between the two
groups favoring the experimental group. The majority of interviewees from the experimental
group reflected that they worked out the post-test more knowledgeably than the pre-test. In
contrast, most of the control group students felt that they did both the pre-test and the post-test
likewise.

These results coincide with the research findings of Chou (2014), Gunn and McCallum
(2005), Lawrence and Lawrence (2013), and Sorayaie (2012). All these scholars found that
games improve students’ learning achievement. In fact, Gunn and McCallum (2005) and

Lawrence and Lawrence (2013) made generalizations on the effects of games on students’
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grammar learning achievement, yet the rationales they explicated could also work for the
vocabulary classrooms. These scholars indicated that games help students learn, review, and
internalize intended features of a language by prompting learning achievement in turn. As young
learners play a game, they pay attention to the activity and absorb the language unconsciously.
Particularly, Lawrence and Lawrence (2013) noted that through the conventional method of
teaching, meaning where there is no room for games, the process of students’ language learning
glitches because of their lack of interest, and this severely affects students’ learning achievement.
On the other hand, Sorayaie’s (2012) study showed that vocabulary games enhance
students’ vocabulary learning achievement by helping them recall existing vocabulary, gain
motivation to play, compete, explore, win or lose and finally evolve in their learning. Sorayaie
(2012) also reported that the study subjects were gradually making progress in learning
vocabulary subjected to the exciting nature of the classroom atmosphere brought about by the
games used. Like Sorayaie (2012), Chou (2014) found that games, songs, and stories improved
primary school students’ vocabulary learning achievement. In the study, students from grade two
to grade five were considered. The students at all grade levels achieved better vocabulary results

after learning through games, songs, and stories.
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Chapter Five: Conclusions, Recommendations, and Limitations of the Study
This chapter deals with three sub-sections. Firstly, conclusions drawn from the findings
and discussions of this study are stated. Afterwards, recommendations for further investigations

are forwarded. Finally, the chapter closes by presenting the limitations of this study.

5.1. Conclusions

Collected through a vocabulary achievement test, vocabulary learning motivation and
peer-interaction questionnaires, and interview, both the quantitative and qualitative pre-
intervention results of this study showed that the experimental and the control groups were more
or less similar. The quantitative results, analyzed by One-way MANOVA, indicated that the
multivariate difference between the two groups was statistically non-significant (p=0.356).
Similarly, as was revealed by the univariate tests, the two groups were comparable in terms of
vocabulary learning motivation (p=0.400), peer-interaction (p=0.127), and achievement
(p=0.554). Additionally, the qualitative results of interviews, analyzed by interpretative thematic
analysis technique, uncovered that the majority of students from both groups were similar in that
they liked learning vocabulary, had favorable attitudes toward the existing methods of teaching
their teacher employed as well as corresponding views of their peer-interaction during
vocabulary lessons, and naivety to game-based vocabulary lessons. Contrary to the pre-
intervention findings, the post-intervention results, which were collected using the same three
data collection instruments as the pre-intervention, revealed statistically significant differences
between the two groups in most of the areas this study aimed to investigate.

To begin with, the post-intervention multivariate tests showed that the experimental
group and the control group were significantly different (p = 0.001) in their overall vocabulary

learning, favoring the former group. Since both groups received similar treatments during the
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intervention phase with the exception that the experimental group learned the same contents of
vocabulary through game-based procedures, the multivariate differences found between the two
groups can be attributed to the effects of the vocabulary games employed during the intervention.
Based on this, pertinent to the first research hypothesis, it can be concluded that the vocabulary
games used in this study had an effect on students’ overall vocabulary learning.

In examination of the post-intervention univariate tests, the findings of this study showed
statistically significant differences between the two groups with respect to vocabulary learning
motivation (p=0.001) and achievement (p=0.011), but peer-interaction (p=0.458). Hence, like the
first hypothesis, the second and the fourth hypotheses of this study were rejected while the third
one was accepted. As a possible answer to the first research question, qualitative data found from
the while-intervention observation and the post intervention interview validated the effect of
vocabulary games on students’ motivation indicating that students of the experimental group
were excited in playing the games, engaged in performance-oriented activities, exerted
maximum potential in handling activities by being captivated to finish a given task, and avoided
fear of failure as opposed to their counterparts whose learning was found to be predominantly
teacher-focused and based on orthographic sources signaling the characteristics of a traditional
classroom.

Set incongruent with the quantitative results of the post-intervention questionnaire data
on peer-interaction, qualitative results corroborated negatively. This addresses the second
research question through the explanations obtained from both the observation and interview
data. The qualitative data showed differences between the two groups on students’ peer-
communication, cooperation, competition, participation and engagement, and contributions to

group activities. These features of peer-interaction were more noticeable in the experimental
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group than in the control group. The experimental group exhibited more interaction with the
teacher than among students mainly due to the nature of the activities used to teach vocabulary.
The activities included, among other things, questions and answers with the teacher, sentence
completion, and ordering jumbled letters to form meaningful words.

In relation to the third research question, the qualitative data corroborating the effect of
vocabulary games on students’ vocabulary learning achievement were collected through post-
intervention interviews. The results of these data were commensurable with that of the
quantitative one. Interviewees from the experimental group reflected that they anticipated better
results in the post-test than in the pre-test attributing the reason mainly to the vocabulary games
used which, they felt, eased their learning of the meanings of words. These reflections differed
from what the same students had forwarded during the pre-intervention interviews. On the other
hand, students of the control group insisted that they found both the pre-test and the post-test
relatively alike in terms of difficulty. Hence, they anticipated their results of the two tests with no
recognitions of the procedures used during their vocabulary learning process.

Based on these results, it was concluded that the vocabulary games used in this study had
positive impact on students’ vocabulary learning motivation and achievement whereas their
effect on peer-interaction during vocabulary learning sessions remained inconclusive. Signified
by the inconsistent implications found through the quantitative and qualitative results, the
existence of a non-significant difference between the two groups may be attributed to the fact
that students had always been working in their one-to-five groups as a result of which they might
have responded to the questionnaire keeping that in mind. Nevertheless, the qualitative data of

post-intervention interviews corroborated by the while-intervention observations showed
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language expediting features of peer-interaction in the experimental group more than in the
control group.
5.2. Recommendations

It is noteworthy that despite the positive collective effect of vocabulary games on
students’ vocabulary learning shown by the results of the multivariate tests, the fact that a non-
significant difference was found between the experimental and the control groups with respect to
the univariate effect of vocabulary games on students’ peer-interaction made it challenging to
conclusively recommend the multifaceted importance of vocabulary games to the language
classroom. Yet, based on the conclusions drawn in light of the research findings, the following
recommendations are forwarded.

« As awhole, the results of this study revealed that vocabulary games have a significant
positive effect on grade six students’ vocabulary learning. Therefore, instead of mostly
dwelling on the conventional methods of presenting vocabulary to young learners in primary
schools, employing game-based procedures or, at least, adding some elements of game in
different lessons would be worth-considering. In other words, the improvement of students’
vocabulary learning motivation and achievement, as well as peer-interaction as was partially
verified by the qualitative results, due to the use of vocabulary games implies and calls for the
necessity to integrate games into the primary school curricula.

« Inparticular, it was found in this study that the role of vocabulary games in enhancing
students’ vocabulary learning motivation was considerable. In the language classroom where
motivation is regarded as one of the key factors, the quest for motivating activities has
remained ongoing. However, the use of games, especially because they relate to the nature of

young learners’ lives, could set a relieving ground. It is often claimed that the language
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classroom is tied up with ineffective outcomes due to students’ demotivation to learn English
through the traditional approaches. As a response to this, several techniques have been
devised in different times. The findings of this study, fittingly, highlighted that the problem
could be curbed if students are put together with their world: the world of play. It seems that,
in this regard, the games provide students’ with experiential and unconscious language
learning. Therefore, it is recommended that English language teachers in primary schools use
games in the classroom.

It should not be mistaken that using games in the classroom requires simple requisites and can
come as a surprise. Unless language teachers receive well thought-out trainings directed to the
respective grade level the games teachers may use by their own creativity or from their
experiences could end up more in destruction than in construction. Also, if teachers use games
overly, the games could have debilitating effect leaving students disinterested and
overwhelmed. Hence, trainings that enable teachers to master some games, balance fun and
seriousness, regulate classroom management, and enhance creativity should be given.
Furthermore, this study focused on students’ vocabulary learning. However, as far as the need
for the English language improvement of Ethiopian primary school students is concerned, not
only the development of vocabulary skills but also the other skills should be viewed in light of
the roles of games in the language classroom. In this regard, further studies could be worked
on the other language skills; how and to what extent games associate with students’ receptions
and productions, for instance.

Lastly, this study sought to investigate the effects of using vocabulary games on students’
learning at primary level. However, since games are not exclusively used to young learners,

this study might be replicated in higher grade levels too.
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5.3. Limitations of the Study

Despite the attempts made to ensure reliability and validity of data and to make this
research comprehensive, the following points might be considered as limitations of this study.
This study used quasi-experimental design as a result of which unintended possible selection
effects of the control and experimental groups might have biased the study results. Moreover, the
responses of study participants to both the questionnaire items and interview questions might not
have exactly reflected their thoughts due to their age. Still, important steps were taken to
systematically handle this possible limitation. Apart from this, since the study considered EFL
learners at primary school level, it might not represent higher class settings. Moreover, the study
focused on vocabulary skills; hence, the findings may not be generalizable and applicable to the
other skills. Because different skills possess distinctive features, they require respective
investigations. What is more, this study was conducted in seven weeks period. In order to obtain
further validations of the effects of games on students’ language learning, other studies might
embark on longitudinal investigations. Finally, in their quest to improved methods of language
teaching, many countries are exploring new techniques including technological innovations such
as digital games. Although this is the growing global reality our world is heading to, itisina
very sluggish pace in Ethiopia. This study rather employed non-digital educational games as

many of government primary schools in the country are short of technological equipment.
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Appendices
Appendix A

Vocabulary Achievement Pre-test (Main Study) + (Pilot Study Post-test)

Name: Section:

Time Allotted: 30 minutes Total Mark: 20% Date:

General Direction:

This is a vocabulary test consisting of four parts. Read the instructions given to each part carefully, and
attempt to answer all the questions that follow. Write the letters of your answers in CAPITAL
LETTERSonN the spaces provided.
Part One: True/False (5 Points)
Read the following sentences and write TRUE for correct statements and FALSE for incorrect ones.
1.Nomadic people live in a fixed environment without moving from place to place.
2. A cloth similar to a shirt and reaches from the neck to the waist is called a blouse.
3. When you climb you go upwards, not down wards.
4. A tie is made of metal and worn around the waist.

5. A continent refers to a large landmass placed on the surface of the earth.

Part Two: Matching (5 Points)

Match the words given under column A with their meaning under column B.

A B
1. Fertile A. Feature of weather conditions
2. Shore B. Covering for the head
3. Hat C. Productive
4. Earring D. Piece of jewelry worn on the ear
5. Climate E. Land that connects with lakes and oceans
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Part Three: Anagrams (5 points)

The letters of the words in the boxs are disordered. When they are ordered properly they form a word the
meaning of which is stated in the phrase presented aside. From the alternatives given, choose the letter of

the word that has the correct meaning.

1. srsed An item of clothing which covers a part of the body.

A. dessr B. dress C. sedrs D. redss
2. gelnju A large forest which is home to many wild plants and animals.

A. gunjle B. nugjile C. lunjeg D. jungle
3. utsi A clothing that covers the whole body.

A. tusi B. suti C. suit D. tisu
4. verir A large stream of water which drains a landmass.

A. river B. virer C. rierv D. vierr
5. cskos A pair of knitted or woven covering for the foot.

A. scoks B. socks C. kocss D. skocs

Part Four: Multiple Choice

Choose the letter of the word that meaningfully completes the blank spaces of each sentence.

1. lalways wear____ before | go to bed.

A. apair of trousers B. a pair of shorts C. ashirt D. Pajamas
2. is important for plants to grow.

A. lightening B. soil C. rift D. wave
3.That __ just above her chest makes her pretty.

A. bracelet B. earring C. necklace D. ring

4. A river usually flows through a

A. savanna B. lowland C. valley D. mountain
5.1’d love to wear a when I feel cold.
A. pair of socks B. pair of shorts C. T-shirt D. sweater

188



Appendix B

Vocabulary Learning Motivation and Peer-interaction Questionnaire (Main Study)
[English Version]
Dear Student,

The objective of this questionnaire is to gather data for a study titled Effects of Vocabulary Games
on Primary School EFL Students’ Vocabulary Learning: Grade Six in Focus.This questionnaire has
included two main parts: Vocabulary Learning Motivation and Peer-interaction during Vocabulary
Learning. The responses you give have much importance to the success of the study. Therefore, please
read the following statements carefully and circle the number of your choice to show the degree of your

agreement or disagreement to the given items.

Note: (1) SD = Strongly Disagree; (2) D = Disagree; (3) N = Neutral: (4) A = Agree; (5) SA = Strongly
Agree

Background Information

Date: Time: Sex: Male [ ] Female [ ]
Items
No. Item Options

SD D N A ©SA
1 2 3 4 5

Part One — Vocabulary Learning Motivation

1 Ienjoy learning new words. 1 2 3 4 5
2 | feel happy when I figure out a new word. 1 2 3 4 5
3 I learn vocabulary because | have to. 1 2 3 4 5
4  Idon’t like vocabulary questions. 1 2 3 4 5
5 Idon’t enjoy learning vocabulary, but I know that learning English is 1 2 3 4 5
important for me.
6 | love telling others about new words that | have learned. 1 2 3 4 5
7 | ask someone to explain the meaning of a new word to me. 1 2 3 4 5
8  While learning vocabulary | usually find myself thinking of other things and 1 2 3 4 5
do not really follow what is being said.
9 I keep on working on the meaning of new words even outside the classroom. 1 2 3 4 5
10 My friends sometimes tell me | am good at knowing the meaning of words. 1 2 3 4 5
11 I look forward to finding out my results of vocabulary activities. 1 2 3 4 5
12 Tdon’tlike reading something when the words are too difficult. 1 2 3 4 5
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D D N A SA
1 2 3 4 5
13 Il always try to finish my vocabulary assignments on time. 1 2 3 4 5
14 1 like to finish my vocabulary assignments before other students. 1 2 3 4 5
15 The main reason I need to learn English is to pass examinations. 1 2 3 4 5
16  The main reason | am learning vocabulary is that my parents and teachers 1 2 3 4 5
want me to improve my English.
17 1 want to do well on vocabulary because it is important to show my abilityto 1 2 3 4 5
my family, friends and teachers.
18 I wish I could learn vocabulary in an easier way, without going to class. 1 2 3 4 5
19  English class is most useful when the emphasis is put on vocabulary. 1 2 3 4 5
20  Vocabulary learning activities are a waste of time in this class because lonly 1 2 3 4 5
need to learn what is necessary to pass English examinations.
Part Two — Peer-interaction during Vocabulary Learning
1 Working with my colleagues when we learn vocabulary makes my learning 1 2 3 4 5
successful.
2 My friends and I help each other to know the meaning of new words. 1 2 3 4 5
3 lask my friends when | get difficulties with new words. 1 2 3 4 5
4 My friends ask me for help when they face difficulties with the meaning of 1 2 3 4 5
new words.
5 Italk to my classmates about the meaning of new English words. 1 2 3 4 5
6 | like to help my classmates with their schoolwork in vocabulary. 1 2 3 4 5
7 ltryto get more answers right than my classmates. 1 2 3 4 5
8  One of the most important things in this class is getting along with the other 1 2 3 4 5
students.
9  This class is important to me because if I learn vocabulary well, I will be 1 2 3 4 5
able to help my classmates.
10 1 like vocabulary learning activities in which we work together in pairs or 1 2 3 4 5
small groups.
11 | prefer to work by myself in English class, not with other students. 1 2 3 4 5
12 Group activities and pair work in learning vocabulary are a waste of time. 1 2 3 4 5
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Appendix C

Vocabulary Learning Motivation and Peer-interaction Questionnaire (Main Study)

[Amharic Version]

oL+

PHY aom@P GATY PA TN HT #A7F 7CTIP PTLoPNNt: s PF 2T 17287050 L7 A PN U 197657
CPAT FCTI 1IVCT AL NSO PTLTAD- 1805 :- M0C015 hea 197227 114841 (Effects of Vocabulary
Games on Primary School EFL Students’ Vocabulary Learning: Grade Six in Focus) 071\ Coh A91hEe:
TGF a0 AN 1®0-::0U aoM@P FPATF TCTIP PG 1T WS CPAT2 TCHIP (19979C DT PA PATF
AAF TFFITF 000 U0 PG PG DGAT At RUTT aPm@P NavavAt PIOFAMD-/6n @< PANI® ATGE apaht
GG PPI° AAD-:: QAPII° PTL AT A&t TICT (0 TP2PE 070N aPOo19% T ORI° AATPATITV Y/
NATICEE AL (1-17197 AANTI79T% 2-AANTI799% 3-A15 ¥37 A-A197900-% 5-079° A17979007) £l PADE
9&:41 avp\n/ai::
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¢7:- O%t: 23 -0 ] (vt ]
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PLEPT
” ot W S A A
T 1 2 3 4 5
A5 A28 — PPAT2 TLPIP Pogl 1l

1 0AASSO PATINHE PAT FCTI° aooIC PARATEA:: 1 2 3 4 5
2 PA7R7 AANO PA TCTI° 0OPh 1H LAF LATITA:: 1 2 3 4 5
3 AAATIHT PAT TCTI° PPTIL@- avTIC QAT F 1D+ 1 2 3 4 5
4 PAT TCTIT PravAlk TEEPT AADLIO:: 1 2 3 4 5
5 AAASLA CATIHT PAT TCTI° a@oC ALALATT® T1C 17 A7 1LHG 7 9P99C AL 1 2 3 4 5

ANEAL AIRPT AD-PAU-::
6  NATTICHTFO A84A PATINTT FAT AbleT APT T10-¢T OLATTA:: 1 2 3 4 5
7 NAASEA CATINNT PAT FCTH° WPLONLGNT AT AP TT hmeFAv-:: 1 2 3 4 5
8  AAPAT FCTI® (°ICOT OPF AT AT VANT @O ATTPAU-E 9°7 APHOA 1 2 3 4 5

A2V Ao R KGO
9  AAPAT FCTIP ATIOP FIPUCT hEA D6, SBPIPC AMGTAU-:: 1 2 3 4 5
10  T% CATIMHT PAT 60PF ATRAT IRFF AT91L L L1955 1 2 3 4 5
11 ePAT7 FCHP tavAlt 09LAm-77 PheAS PO 0ePT O A ATIOP AFIAv-:: 1 2 3 4 5
12 DAL LATIANT FAT PACFD-7 O00TF a770N APALATIIP:: 1 2 3 4 5
13 UALRI® 0PATT FCHP etavAlE PhEAS POt 6P T7 (A aoendn 1 2 3 4 5

POLATTA::
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amge AT MATE  ADO17 nage
hhheaige g0 b} A AQT1TIAD-
1 2 3 4 5

14 PATT FCHP etavAk PhEA 0&PT7 DT +TI4PTF S avgndn 1 2 3 4 5
PALOTTA::

15  QARTIAHT At FCT° 0PTICOT PIE PPRILT LHTPTT ATING 10+ 1 2 3 4 5

16  QAATIIVLHS PAT FCTI° 0PPTICOT PG PN OALES avdPyE Ph7 1T 1 2 3 4 5
LR hO-PET KISANA AATLLAT 10+

17  2AT7 OFavArt T4 oot PPN ALFANEIAILTES APITPULSE PATTY 1 2 3 4 5
hodet a0+ AATPLA 10-::

18  PATINHG FATT FCTI° @L FPUCT (L AdaeM (PAk aoTC PPOTANT a8 1 2 3 4 5
0S¢ L0 LA I0C::

19 thCt 0PATS FCTHTPF@- AL AT PATILHS FPUCT h&EA LH LOAT Ml 1 2 3 4 5
LUPGA::

20 PPPAAID- LASPTT ATING POLEATAYT NF AGPTIC AAPT (ATIINHT +IPVCT 1 2 3 4 5
hEA L PATT AGPTIC PPTTICAFO- NIOGTF LH 2926 AANLAT GF@-::

h&A vV— £PAT2 FCPIP 1977 DET A PAF ARTF T2 F

1 LPATT FCTHI® hed O-OT N°7ICHT OPF hhGd 2257 IOC 124 aPh-t 1 2 3 4 5
VHPUCE @M1 WIS RLATA::

2 PATIINLHT PATT FCT° h&A O-OT APT7ICOT OPT A2G Phad J25F 1 2 3 4 5
AT

3 A0 PATPILHGE PATT FCTI° Qv 016 1910010y @Pt H0GE 1 2 3 4 5
A18.L%TT AR PFPAY-::

4  ASLACATINHS FATTECTIPOTaPANETICAL ITTPF DR ECh s ThCA T £ ME G 1 2 3 4 5
A::

5  A%%0 PATINHET PATT TCTIP QtarAnt hhGd 7855 IC AT1014-07:: 1 2 3 4 5

6 QA PAT TCTH® TERPT N17.AMT OPT Phed J85E7 avCet PALNTTA:: 1 2 3 4 5

7  hh&A J28F 0FAA ThhAT aoANTT ATITTF APhe-Au-:: 1 2 3 4 5

8  OATINHE TPUCT hed L 00T mPol, NPt 1CT avhd A785@- hahet 1 2 3 4 5
TOPTF IC Al oot aPFQ, 10-::

9 NATIIVLHT T9PUCT hGEA L QA PAT TFCTIP aP9s A Mo, 10+ 9°N7LHEI° 1 2 3 4 5
PPATT FCTIP 70 NOPh PhEA JRFET aoCST AFAAY-::

10 0245 M-L7 aPfg-T R8T PTLRRCTHYY LPAT HCTI° 907140 Phed (6P T 1 2 3 4 5
hADSAD-::

11 OA7IHT TPUCT hed L hadeT +996PT OC AT AFeT avhigT 1 2 3 4 5
haPCMAY-::

12 QA PAT FCHP° OF7IC 2945 P0-&7 OGP L, ATLPT ST - 1 2 3 4 5
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Appendix D
Pre-intervention Interview Guide (Main Study + Pilot Study) [English Version]
General Information

Date of Interview:

Time of Interview:

Duration of Interview:

Interviewee’s Pseudonym:
Interviewee’s Sex: M [] FL]

Interview Guide Questions

. Do you love to learn English vocabulary — the meaning of words?
. Does it make you happy when you know that you have known the meaning of a new word?
. How does your teacher teach you the meaning of new words?

1

2

3

4. Do you like the way you learn the meaning of new words?

5. Dou you work with your classmates to learn the meaning of words? If yes, how?
6

. Have you ever played games in the classroom when you learned about the meaning of words? If yes,

how often? And to what extent were they helpful?

Thank you!
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Appendix E
Pre-intervention Interview Guide (Main Study + Pilot Study) [Amharic Version]
hmPAL avlB
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Appendix F

Observation Checklist (Main Study + Pilot Study)

Field Notes
Observation date: Observation time: Duration of observation in minutes:
No. Point of Focus Description

1 Objectives .
2 Sequence of Acts .
3 Physical Setting .
4 Obijects .
5 Actors .
6 Actions o
7 Activities (Events) .
8 Feelings .
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Appendix G
Vocabulary Achievement Post-test (Main Study)

Name: Section:

Time Allotted: 30 minutes Total Mark: 20% Date:

General Direction:

This is a vocabulary test consisting of four parts. Read the instructions given to each part carefully, and
attempt to answer all the questions that follow. Write the letters of your answers in CAPITAL
LETTERSonN the spaces provided.

Part One: True/False (5 Points)

Read the following sentences and write TRUE for correct statements and FALSE for incorrect ones.

1.Guava is a red-colored vegetable eaten cooked.

2. A big animal having a horn around its mouth is a rhinoceros.

3. A chameleon lives in the water and eats fruits.

4. A waiter works in the bank and gives money to people.

5. A food item white in color similar to an onion is called garlic.
Part Two: Matching (5 Points)

Match the words given under column A with their attributes and living places under column B.

A B

1. Pepper A. Jungle
2. Mule B. Field

3. Lemon C. Fresh

4. Gorilla D. Hot

5. Cabbage E. Bitter
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Part Three: Anagrams (5 points)

The letters of the word in the box are disordered. When they are ordered properly they form a word the

meaning of which is stated in the phrase presented aside. From the alternatives given, choose the letter of

the word that has the correct meaning.

1.

etahlet

prorigde

rawberstry

colideco

licouside

A person who is engaged in running, throwing, or jumping.

A. tathele B. athlete C. atlethe D. letateh
A food item made of wheat flour.

A. porridge B. goprride C. ridepogr D. droprire
A red-colored fruit.

A. warsterryb B. tawerbrrys C. brawsterry D. strawberry

An animal which eats meat and lives in the water.

A. corlideoc B. crocodile C. decoroile D. roliccode

An attribute of a food which shows good taste.

A. coidelius B. silidecou C. delicious D. diclisoue

Part Four: Multiple Choice

Choose the letter of the word that completes or answers the given questions/sentences.

1. Of the following, one is not a fruit.

A. Pineapple B. Papaya C. Mango D. Cheese

2. An animal with no long neck is:

A. goose B. giraffe C. hippopotamus D. ostrich

3. One of the following is not an ingredient in making shiro.

A. Chopped onion B. Wheat flour C. Salt D. Cooking oil

4. Where do we go to get medicines when we feel sick?

A. Toamedical doctor B. To a priest C. To the police D. To a carpenter

5. Which of the next pairs is a wrong match?

A. Oily chicken B. Hard potato C. Juicy meat D. Watery orange
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Appendix H
Post-intervention Interview Guide (Main Study + Pilot Study) [English Version]
General Information

Date of Interview:

Time of Interview:

Duration of Interview:

Interviewee’s Pseudonym:

Interviewee’s Sex: M [] FL_]

Interview Guide Questions

1. What differences have you recognized between the game-based vocabulary lesson and the former
one?/ Can you describe how you have been learning vocabulary for the last couple of weeks?

2. Which one have you liked most? And why?/ When have you been more interested to learn, now or
before? How?

3. Is there any difference in your academic achievement before and after you learned vocabulary using
games? / Do you think that the way you have been learning vocabulary for the last couple of weeks
brings about any difference in your academic achievement compared to the former one?

4. Was the game-based vocabulary lesson funny and interesting? How and why?/How much interested
were you to learn vocabulary?

5. From the two approaches, which one gave you more time to work with your friends?/ When have you
got more time to work with your friends, now or before?

6. Can you explain the interaction you have maintained with your friends after you began learning
vocabulary via games?/Can you explain the interaction you have maintained with your friends in those
days?

7. What are the problems you have noticed in the game-based vocabulary lesson?/What are the problems

you have noticed during those vocabulary lessons?

Thank you!
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Appendix |
Post-intervention Interview Guide (Main Study + Pilot Study) [Amharic Version]
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Appendix J
Vocabulary Achievement Pre-test (Pilot Study)

Name: Section:

Time Allotted: 30 minutes Total Mark: 20% Date:

General Direction:

This is a vocabulary test consisting of four parts. Read the instructions given to each part carefully, and
attempt to answer all the questions that follow. Write the letter of your answer ina CAPITAL LETTERon
the spaces provided.

Part One: True/False (5 Points)
Read the following sentences and write True for correct statements and False for incorrect ones.

1. A clerk is one who repairs cars in a garage.

2. People form a crowd when they are many in number.

3. Olympic participants were swimming on the pitch.

4. Malaria is transmitted from a person to another by a mosquito.

5.Sofa is a form of furniture on which people sleep.

Part Two: Matching (5 Points)

Match the words given under column A with their meaning under column B.

A B
1. Shaking A. A place where people eat food
_ 2. Dropping B. Interesting
3. Exciting

C. A place where people do sports and exercises

4. Restaurant D. To fall to the ground

5. Gym E. To move from side to side
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Part Three: Anagrams (5 points)

The letters of the word in the box are disordered. When they are ordered properly they form a word the

meaning of which is stated in the phrase. From the alternatives given, choose the letter of the word that

has the correct meaning. [You may see the following example first.]

1.

Idco Having a low temperature and heat.

A. dolc

scniet | Small living things.

A. setinc

B. cold C. docl

B. tsienc C. cintes

anhkt An expression of appreciation.

A. anhkt

B. nakht C. kanth

rthwo To make something to move through the air.

A. throw

B. towrh C. hrtwo

fctfiar | The movement of passengers or people.

A. riftafc

Part Four: Multiple Choice

B. fratcif C. traffic

D. odcl

D. insect

D. thank

D. whort

D. cirafft

Choose the letter of the word that meaningfully completes the blank spaces of each sentence.

1. Children should not play around fire because it them.

A. pours

2. | feel protected and

A. nervous

3.The people in our village

B. protects C. burns

when | am at home.

B. safe C. sleepy

each other during holidays.

A. press B. invite C. prefer
4. Aster was that she won the competition.
A. pleased B. tired C. hurt

5. What my friend told me is unnecessary and

A. useful

B. exciting C. nice
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Appendix K

Vocabulary Learning Motivation and Peer-interaction Questionnaire (Pilot Study) [English

Version]

Dear Student,

The objective of this questionnaire is to gather data for a study titled Effects of Vocabulary Games
on Primary School EFL Students’ Vocabulary Learning: Grade Six in Focus.This questionnaire has
included two main parts: Vocabulary Learning Motivation and Peer-interaction during Vocabulary

Learning. The responses you give have much importance to the success of the study. Therefore, please

read the following statements carefully and circle the number of your choice to show the degree of your

agreement or disagreement to the given items.

Note: (1)SD = Strongly Disagree; (2)D = Disagree; (3)N = Neutral: (4)A = Agree; (5)SA = Strongly

Agree

Background Information

Date: Time: Sex: Male [ | Female [
Items
Options
No. Item SD D N _SD SA
1 2 3 4 5
Part One — Vocabulary Learning Motivation
1 Learning the meaning of new words is enjoyable. 1 2 3 4 5
2 Figuring out the meaning of a new word makes me happy. 1 2 3 4 5
3 I learn vocabulary because | have to. 1 2 3 4 5
4 Vocabulary questions are not interesting. 1 2 3 4 5
5 It is interesting to tell others about new words that I have learned. 1 2 3 4 5
6 | ask someone to explain the meaning of a new word for me. 1 2 3 4 5
7 While learning vocabulary | usually find myself thinking of other things and do not 1 2 3 4 5
really follow what is being said.
8 | keep on working on the meaning of new words even outside the classroom. 1 2 3 4 5
9 | like being the best at vocabulary. 1 2 3 4 5
10 1 like being the only one in the classroom who knows the meaning of a strange word. 1 2 3 4 5
11 My friends sometimes tell me | am good at knowing the meaning of words. 1 2 3 4 5
12 Ilook forward to finding out my results of vocabulary activities. 1 2 3 4 5
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SD D N SD SA
1 2 3 4 5
13 | love to share the meaning of new English words with my mother or father. 1 2 3 4 5
14 Idon’t like reading something when the words are too difficult. 1 2 3 4 5
15 Il always try to finish my vocabulary assignments on time. 1 2 3 4 5
16 |1 like to finish my vocabulary assignments before other students. 1 2 3 4 5
17 It embarrasses me to volunteer answers when we learn vocabulary in the classroom. 1 2 3 4 5
18  Learning vocabulary is important to me because it will broaden my ability to 1 2 3 4 5
communicate in English.
19  The main reason I need to learn English is to pass examinations. 1 2 3 4 5
20  The main reason | am learning vocabulary is that my parents and teachers want me to 1 2 3 4 5
improve my English.
21 | want to do well on vocabulary because it is important to show my ability to my 1 2 3 4 5
family, friends and teachers.
22  Everybody should be able to learn vocabulary. 1 2 3 4 5
23 English class is most useful when the emphasis is put on vocabulary. 1 2 3 4 5
24 Vocabulary learning activities are a waste of time in this class, because | only need to 1 2 3 4 5
learn what is necessary to pass English examinations.
Part Two — Peer-interaction during Vocabulary Learning
1 Working with my colleagues when we learn vocabulary makes my learning successful. 1 2 3 4 5
2 My friends and I help each other to know the meaning of new words. 1 2 3 4 5
3 lask my friends when | get difficulties with new words. 1 2 3 4 5
4 My friends ask me for help when they face difficulties with the meaning of new words. 1 2 3 4 5
5 | talk to my classmates about the meaning of new English words. 1 2 3 4 5
6 I like to help my classmates with their schoolwork in vocabulary. 1 2 3 4 5
7 I try to get more answers right than my classmates. 1 2 3 4 5
8  One of the most important things in this class is getting along with the other students. 1 2 3 4 5
9  This class is important to me because if | learn vocabulary well, I will be able to help 1 2 3 4 5
my classmates.
10 1 like vocabulary learning activities in which we work together in pairs or small 1 2 3 4 5
groups.
11 | prefer to work by myself in English class, not with other students. 1 2 3 4 5
12 Group activities and pair work in learning vocabulary are a waste of time. 1 2 3 4 5
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Appendix L
Vocabulary Learning Motivation and Peer-interaction Questionnaire (Pilot Study)

[Amharic Version]
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Appendix M

Vocabulary Items Students Are Expected to Know at the End of the Year (Grade Six
English Textbook, Page 236)
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Appendix N
Implementation Procedures of the Conventional Vocabulary Lessons

Appendix N1: Lesson One - Vocabulary of Jobs [Taken firom students’ English textbook, page 37

Day One

Activity One

Step 1 — Introduce the following words to the class orally.

Athlete Merchant Scientist
Carpenter Painter Shoeshine girl
Driver Police Teacher
Medical doctor Priest Waiter

Step 2 — Ask students which of the words in the list they are familiar with.

Step 3 — Write all the words on the blackboard by jumbling the letters of each word in the following way

and ask students to be in pairs to find the correct and meaningful versions of each word.

ielocp ahemcnrt rtawei
septir Icdemia ocordt vrredi
neehsiosh rilg ehattel rpacernet
hertcae tnscsieti renapit
Day Two
Activity One

Step 1 — Write the following incomplete sentences on the blackboard and ask students to complete them

using the words given in the list used under Activity One.

1. works in the hotel. 7. works in the school.

2. works in the church. 8. works in the laboratory.

3. works with cars. 9. works in the shop.

4. works with sick people. 10. works on the field.

5. works with thieves. 11. works houses.

6. cleans shoes. 12. works with colors.
Activity Two

Stepl - Ask students to compare their answers with their colleague’s work.
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Appendix N2: Lessons Two and Three - Vocabulary of Food Items and Attributes 1 and 2 [Taken
from students’ English textbook, pages 59 — 62 & 72]

Day One

Activity One

Step 1 — Write on the blackboard and introduce a list of 24 words about Food Items and Attributes.

Bunch Honey Roasted
Cheese Hot Soft
Chopped Juicy Spicy
Delicious Oily Sweet
Fresh Pepper Tasty
Fried Pineapple Traditional
Garlic Porridge Watery
Hard Rice Wheat flour

Step 2 — Briefly explain about the meaning of each word.

Step 3 — Ask students to copy the words on their exercise books and to choose six words to construct
meaningful sentences about. Depending on the time left, ask students to write additional sentences

with other words.

Day Two

Activity One

Step 1 — Revise the vocabulary items students learned on the previous day.

Step 2 — Introduce the categories Food items, Attributes, and Adjectives to the class.

Step 3 — Ask students to group the whole vocabulary items into the three categories: Food items, Attributes,

and Adjectives

Activity Two

Step 1 — Ask students to write two sentences that involved descriptions of food items.

Day Three

Activity One

Step 1 — Introduce a list of 20 words of Food Items.
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Butter Guava Milk Strawberry

Cabbage Juice Onion Sugar
Chicken Lemon Orange Tea
Coffee Mango Potato Tomato
Cooking oil Meat Salt Water

Step 2 — Ask students to find missing words based on the following example.

Example: Question - pepper; (3 letters)
Answer - hot
1. White and makes strong; (4 letters) — Milk
2. Used to make a cup of tea tasty; (5 letters) - Sugar
3. A pink fruit; (5 letters) — Guava
4. A product of a cow; (6 letters) — Butter
5. Ayellowish vegetable; (7 letters) - Cabbage
6. Grows underground; (6 letters) — Potato

Depending on the time left, add more questions of this kind.

Activity Two

Step 1 — Ask students to choose words from the list they learned in the above activity to complete the

following sentences.

1. Unboiled can easily become sour. (milk)

2. , , , and are fruits. (guava, lemon, mango, orange, strawberry)
3. , , and are vegetables. (cabbage, onion, potato, tomato)

4, : and are white. (milk, salt, sugar)

5. : , : : ,and are liquid. (coffee, cooking oil, juice,

milk, tea, water)
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Appendix N3: Lesson Four - Vocabulary of Animals [Taken from students’ English textbook, pages
75 & 89]

Day One

Activity One

Step 1 — Ask students to form groups of four and five.

Step 2 — Ask students towrite on their exercise books as many animals as they could.

Step 3 — Introduce the following list of animals and explain where each animal lives and what it eats.

Camel Goose Lion
Chameleon Gorilla Monkey
Crocodile Hippopotamus Mule
Donkey Hyena Ostrich
Elephant Horse Rhinoceros
Giraffe Jackal Zebra

Step 4 — In their groups, ask students to categorize the animals that belong to the same category.

1. Which of the animals eat meat? 1. Which of the animals live in the desert?
2. Which of the animals eat grass? 2. Which of the animals live in the jungle?
3. Which of the animals eat fruits? 3. Which of the animals live in the water?
4. Which of the animals eat leaves? 4. Which of the animals live on the field?
5. Which of the animals live with people? 5. Which of the animals live on the tree?
Day Two
Activity One

Step 1 — Ask students to imagine themselves being some of the animals and to write messages.

Example: ‘I am a lion, and | am the king of the jungle.’

Activity Two

Step 1 — Ask students to copy the following list of jumbled letters of words on their exercise booksand to

try to make meaningful words.

isocthr aiefgrf
erosh reabz
rshiorocne leonahmec
Icjkaa ooilerccd
lolraig piptmshuopoa
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Appendix O
Textbook Presentations of the Conventional Lessons

Appendix O1: Lesson One - Vocabulary of Jobs [Students’ English textbook, page 37)
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Appendix O2: Lessons Two and Three - Vocabulary of Food Items and Attributes 1 and 2
[Students’ English textbook, pages 59 — 62 & 72]
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Appendix O3: Lesson Four - Vocabulary of Animals [Students’ English textbook, pages 75 & 89]

217



218




Appendix P
Implementation Procedures of the Game-based Vocabulary Lessons
Appendix P1: Lesson One - Memory Game [Vocabulary of Jobs, Taken from the students’ English
textbook, page 37]

Day One
Activity One
Step 1 - Show a set of word cards to the whole class and ask students to recite the name of each word
altogether.
Athlete Driver Merchant
Carpenter Medical doctor Painter

Step 2 - Show a set of picture cards to all students and ask them to read aloud each word.

Step 3 - Divide the class into groups of five and give each group the first set of both word cards and
picture cards. In each group, assign a student to monitor the game as well as face down on the

desk and shuffle first the picture cards and then the word cards.
Let students take turns to turn over two cards and try to find a picture-word pair.

The group representatives register each student’s scores and give turns to the next student when

one failed to make correct combinations.

Activity Two

Step 1 — Write all the six words disorderedly on the blackboard by jumbling the letters of each word, and

ask students to copy them.
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ahemcnrt Icdemia ocordt vrredi
renapit ehattel rpacernet

Step 2 — Ask students to work in their groups to form the correct and meaningful versions of the given

jumbled words.

Day Two

Activity One

Step 1 - Show a set of word cards to the whole class and students and ask students to recite the name of

each word altogether.

Police Scientist Teacher
Priest Shoeshine girl Waiter

Step 2 - Show a set of picture cards to all students and ask them to read aloud each word.

Step 3 - Divide the class into groups of five and give each group the first set of both word cards and
picture cards. In each group, assign a student to monitor the game as well as face down on the

desk and shuffle first the picture cards and then the word cards.

Let students take turns to turn over two cards and try to find a picture-word pair.

The group representatives register each student’s scores and give turns to the next student when

one failed to make correct combinations.

Ask the group representatives to name the winners in their groups.
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Activity Two

Step 1 - Write the following incomplete sentences on the blackboard and ask students to complete them

using the six words.

works in the hotel.
works in the church.
works with school.
works with laboratory.

works with thieves.

o U A W N e

cleans shoes.
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Appendix P2: Lesson Two - Outburst [Vocabulary of Food Items and Attributes 1, taken from
students’ English textbook, pages 59 — 62 & 72]

Day One

Activity One

Step 1 — Ask students to form groups of four, five or six.

Step 2 — Give a clean piece of paper to each group and begin playing the first round of the game by
telling the class that | have a list of eight words about Food Items with me, and they have to guess

the words on my list by writing down as many food items as they could on the given piece of paper.

Honey Pepper Porridge Garlic
Cheese Pineapple Rice Onion

Step 3 - A representative from each group read out the words in his/her group’s list.

For the words they got from the list, give points.

Activity Two

Step 1 — Give another clean piece of paper to each group and begin playing the second round of the game
the same way as the first one, but this time with a new set of words about Food Attributes.

Bunch Juicy Chopped Fresh
Hot Oily Delicious Fried

Step 2 — Declare the group which found many words from the list the winner of the game.

Activity Three

Step 1 — Ask students to copy all the 16 words on their exercise books and choose some six words to

construct meaningful sentences about.

Day Two

Activity One

Step 1 — Ask students to form groups of four, five or six.

Step 2 — Give a clean piece of paper to each group and begin playing Outburst by telling the class that |
have a list of eight words about Adjectives that describe food items, and they have to guess the

words on my list by writing down as many adjectives as they could on the given piece of paper.

Chopped Fried Hot Soft
Fresh Hard Roasted Traditional

Step 3 — Declare the group which found many words from the list the winner of the game.

Activity Two

Step 1 - Ask students to write sentences involving descriptions of food items.
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Appendix P3: Lesson Three — Chain Game [Vocabulary of Food Items and Attributes 2, taken from
students’ English textbook, pages 59 — 62 & 72]

Day One

Activity One

Step 1 — Ask students to form groups of four, five or six.

Step 2 — Introduce a new list of 10 WOF‘d‘S‘ of Food Items using flashcards.

Step 3 — Hang the flashcards on the blackboard and jot down their names beneath.

Butter Coffee Lemon
Cabbage Cooking oil Mango
Chicken Guava Meat

Juice

Step 4 - Write the following sentence on the blackboard: ‘Almaz bought a kilo of butter from the

market.’

Step 5 — Ask a volunteer student to add one food item on the sentence made like ‘Almaz bought a kilo of

butter and some cabbages from the market.’

Continue playing the game each new student mentioning all the food items already stated and
adding one more from the list shown in the flashcards.

Step 6 - Take the flashcards off the blackboard and proceed with the game.
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Activity Two

Step 1 — Introduce a second set of words about Food Items using flashcards.

Step 2 — Hang the flashcards on the blackboard; jot down their names beneath, and start playing Chain

Game in the same way as the first activity.

Milk Potato Tea
Onion Salt Tomato
Orange Strawberry Water
Sugar
Step 3 — Ask students to find missing words based on the following example.
Example: Question - pepper; (3 letters)  Answer - hot
1. It is white and makes strong; (4 letters) — Milk
2. Used to make a cup of tea tasty; (5 letters) — Sugar
3. A pink fruit; (5 letters) — Guava
4. A product of a cow; (6 letters) — Butter
5. Ayellowish vegetable; (7 letters) — Cabbage
6. Grows underground, (6 letters) — Potato

Depending on the time left, add more questions of this kind.
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Appendix P4: Lesson Four — At the Zoo [Vocabulary of Animals, taken from students’ English
textbook, pages 75 & 89]

Day One
Activity One
Step 1 — Introduce and explain a list of animals in the zoo.
Camel Goose Lion
Chameleon Gorilla Monkey
Crocodile Hippopotamus Mule
Donkey Hyena Ostrich
Elephant Horse Rhinoceros
Giraffe Jackal Zebra

Step 2 - Put the pictures of the first set of six animals (Camel, Chameleon, Crocodile, Donkey, Elephant,

and Giraffe) on the board and number them from one to six.

Step 3 — Call upon a volunteer to throw the dice.

The student has to say which picture of animal on the board corresponds to the number on the

dice and make a sentence about that animal.
Write the sentence the student makes and call for another student to throw the dice.

Continue playing the first round of the game until sentences are made about all the animals on
the board.

Activity Two

Step 1 — Ask students to copy the following list of jumbled letters of words on their exercise booksand

to try to make meaningful words.

melca knyedo
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leonahmec htleaenp

ooilerccd aiefgrf

Day Two

Activity One

Step 1 - Put the pictures of the second set of six animals (Goose, Gorilla, Hippopotamus, Hyena, Horse,

Jackal) on the board and number them from one to six.

Step 2 — Call upon a volunteer to throw a dice.

The student has to say which picture of animal on the board corresponds to the number on the

dice and make a sentence about that animal.
Write the sentence the student makes and call for another student to throw the dice.

Continue playing the first round of the game until sentences are made about all the animals on
the board.

Activity Two

Step 1 - Put the pictures of the third set of six animals (Lion, Monkey, Mule, Ostrich, Rhinoceros, and

Zebra) on the board and number them from one to six.
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Step 2 — Call upon a volunteer to throw a dice.

The student has to say which picture of animal on the board corresponds to the number on the
dice and make a sentence about that animal.

Write the sentence the student makes and call for another student to throw the dice.

Continue playing the first round of the game until sentences are made about all the animals on
the board.

Activity Three

Step 1 — Ask students to form groups of four or five and categorize the animals that belong to the same
category.

1. Which of the animals eat meat? Which of the animals live with people?

2. Which of the animals eat grass? Which of the animals live in the desert?
3. Which of the animals eat fruits? Which of the animals live in the jungle?
4. Which of the animals eat leaves? Which of the animals live in the water?

Which of the animals live on the field?

o g bk~ w D oE

Which of the animals live on the tree?
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Appendix Q
The Games Used in This Study (Adapted from Copland, Garton & Davis, 2012)

Appendix Q1: Memory Game (Page 52)

Memory Game

Time 30 minutes

Large classes Yes

Mixed level Yes

Materials Sets of cards with words and pictures/drawings of a vocabulary group; one set for

each group of five.

Organization Group work, whole class

Aim To introduce and practice vocabulary; to practice pronunciation

Description In this vocabulary game, students have to find picture-word combinations.
Preparation Create sets of cards. On six cards, draw/stick pictures and on the other six, write

the names of the pictures.

Procedure 1. Show the picture cards to the students and repeat the words all together.

2. Show the students the word cards with the picture cards and repeat again.

3. Divide the class into groups of five and give each group a set of cards. One
student in each group shuffles the cards and lays them face down on the desk.

4. The students take it in turns to turn over two cards to try and find a picture-
word pair. If the student is successful, he/she says the name of the picture and
takes the card and turns over two more cards. If he/she is not successful, the
cards are turned face down again and the next student has a turn. The student

with the most cards at the end is the winner.
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Appendix Q2: Outburst (Page 60)

Outburst
Time 10-20 minutes
Large classes Yes
Mixed level Yes
Materials Pieces of paper, clock

Organization

Whole class

Aim

To activate vocabulary and to learn new words.

Description

In this game, students have to guess the words from different categories that are

on the teacher’s list.

Preparation

Some word set lists are made with eight items on each list in the following way.

Food Items Adjectives
- Attributes AAEEE
Cheese Chopped
Bunch
Garlic o Fresh
Delicious
Honey . Fried
Juicy
Pepper Hard

bie Qily
Pineapple . Hot
Spicy
Porridge Roasted
Sweet
Rice Soft
Tasty
|

Procedure

1. Ask students to make groups of five.

2. Give each group a piece of paper. Explain the activity as follows: ‘You are
going to guess the words | have on my list. You have five minutes to guess as
many words as you can and to write them down on your paper’.

3. Give the first category. The students, in their respective groups, write down as
many words as they can in five minutes.

4. A representative from each group reads out the words on their list in turn. If
the word is on your list, the group gets a point.

5. Make sure that all students are participating in the group work.

6. Give the other word categories and start again.

7. The group which finds many words from the teacher’s list is declared to win

the competition.
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Appendix Q3: Chain Game(Page 50)

Chain Game
Time 20-30 minutes
Large classes Yes
Mixed level Yes
Materials Flashcards
Organization Whole class.

Aim

To practice or revise a new vocabulary set.

Description

In this vocabulary game, students sit in a circle. They learn a new vocabulary set.
They then take turns to repeat a given list and add new words of similar group to
it.

Preparation

Prepare flashcards of the words students are required to learn.

Procedure

1. Introduce the words through flashcards. After that, stick the card on to the
board.

2. Ask the students to sit in a circle. Explain they will have to use the flashcards
to try to remember a list of words

3. Introduce the phrase, ‘Almaz bought a kilo of butter from the market’. The
first student should add to the list, using another word from the flashcards, in
the following way: ‘She also bought a cabbage’. The activity goes on with
each student adding to the list after having repeated all the items before.

4. Repeat the activity, but this time take the flashcards off the board and erase

any writing.
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Appendix Q4: At the Zoo (Page 14)

At the Zoo
Time 5-20 minutes
Large classes Yes
Mixed level Yes
Materials Pictures and dice

Organization

Whole class.

Aim

To practise or revise animal vocabulary and to produce simple descriptions.

Description

Pictures of animals from the zoo are put on the board and numbered 1- 6.

Students take it in turns to throw a dice. The number thrown corresponds to an

animal on the board, and the students must make a sentence about the animal.

Preparation

Pictures of animals to put on the board are needed, ensuring they are big enough

for the whole class to see.

Procedure

1.

Before playing the game, revise the names of some animals and some
describing adjectives.

. Put the pictures of the animals on the board and give each item a number from

1-6.

. Ask for a volunteer to throw the dice. When the dice lands on a number the

student must say which item corresponds to that number. Then, the student

writes the name of the animal on the board under the picture.

. Another volunteer throws the dice. If the number lands on the same number,

the volunteer must say something about the animal (for example, ‘Camels eat
grass.”). The teacher writes this on the board. If the number is different, the

volunteer names a different animal.

. The game continues until all the animals on the board are named and

described. The number and type of sentences the teacher writes for each item

depends on the level of the students.
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Appendix R — Preliminary Findings of the Pilot Study

Appendix R1 - Preliminary Findings of the Quantitative Data

In order to quantitatively examine the effects of vocabulary games on students’ vocabulary
learning motivation, peer-interaction and achievement, vocabulary achievement tests, vocabulary learning
motivation measuring questionnaires, and peer-interaction measuring guestionnaires were administered
both before and after the intervention. The data collected through the aforementioned instruments were
analyzed using one-way MANOVA (Multivariate Analysis of Variance). This statistical package was
used to compare the experimental and control groups in terms of mean scores, standard deviation,
margins of improvement, and significant differences before and after the intervention i.e. game-based
vocabulary lesson. Based on this, the following preliminary findings were found in the pilot study.

Pre-test Results: Effects of Vocabulary Games on Students’ Vocabulary Learning Motivation,

Peer-interaction, and Achievement

The pre-tests were intended to check the homogeneity of the two randomly selected groups in
terms of test, motivation and interaction scores as can be seen from the following table.

Pre-test Group Statistics

Pre-test N Mean Std. Deviation
Motivation Pre- Section C 30 79.86 10.32
test Score Section D 30 81.86 10.07
Peer-interaction Section C 30 42.46 8.79
Pre-test Score Section D 30 40.86 9.71
Achievement Pre- Section C 30 9.27 2.06
test Score Section D 30 9.10 1.90

The table above shows the pre-test data comparison between the two considered sections on
students’ vocabulary learning achievement, peer-interaction, and motivation. The results of the test
indicated that the two sections registered similar vocabulary learning achievement scores with a mean

score of 9.27 in Section C and 9.10 in Section D. The standard deviations are 2.067 and 1.900
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respectively. Similarly, regarding students’ vocabulary learning motivation, the mean score of Section D

(M=81.86; SD=10.07) was found to be mathematically bigger than that of Section C (M=79.86;

SD=10.32). This shows a slight difference in students’ vocabulary learning motivation. The above table

also shows that Section C (N=30) was associated with peer-interaction M=42.46 (SD=8.79). By

comparison, Section D (N=30) was associated with a numerically smaller peer-interaction score M=40.86

(SD=9.71). In relation to the results shown in the above table, a One-way MANOVA test was performed

to see the homogeneity of the two randomly selected groups by checking if statistically significant

multivariate and univariate differences could occur between the groups. This is shown in the tables below.

Pre-test One-way MANOVA Test Results

Multivariate Tests®

Effect Value F Hypothesi Error Sig. Noncent. Observed
s df df Paramete Power®
r
Pillai's Trace .016 297" 3.000 | 56.000 .827 .891 .104
Sections Wilks' Lambda .984 297" 3.000 | 56.000 .827 .891 .104
Hotelling's Trace .016 297" 3.000 | 56.000 .827 .891 .104
Roy's Largest Root .016 297" 3.000 | 56.000 .827 .891 104
a. Design: Sections
b. Exact statistic
c. Computed using alpha = .05
Tests of Between-Subjects Effects
Source Dependent Variable Type I df Mean F Sig. Noncent. Observe
Sum of Squar Paramete d
Squares e r Power®
Motivation Pre-test 60.000 1 | 60.000 577 451 577 116
Sections Peer-interaction Pre-test 25.350 1 25.350 .295 .589 .295 .083
Achievement Pre-test 417 1 417 .106 746 .106 .062

a. R Squared = .002 (Adjusted R Squared = -.015)
b. R Squared = .010 (Adjusted R Squared = -.007)
c. R Squared = .005 (Adjusted R Squared = -.012)

d. Computed using alpha = .05

As can be seen in the table above, a One-way MANOVA revealed a non-significant multivariate

main effect for students’ conventional vocabulary classes, Wilks’ A =.984, F (3, 56.000) = 0.29, p <.017
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(i.e. 0.05/3). Power to detect the effect was .104. Based on this, non-significant univariate main
differences were found for percentage of students’ vocabulary learning achievement, F (3, 56) = .106,
p<.746, power = .062; students’ vocabulary learning motivation, F (3, 56) =.577, p<.451, power = .116,
and peer-interaction, F (3, 56) = .295, p<.589, power = .083. Thus the hypothesis that the two sections are
homogeneous in terms of vocabulary learning achievement, motivation, and peer-interaction was
accepted. These results suggested that the two sections could be randomly assigned into control and
experimental groups.

Post-test Results: Effects of Vocabulary Games on Students’ Vocabulary Learning Achievement,

Motivation, and Peer-interaction

The post-tests of the pilot study were used to investigate if a statistically significant difference
occurred between the groups’ learning achievement, motivation, and peer-interaction only because of the
change in mode of teaching from the conventional approach to the game-based one. This is explained in
the following tables.

Post-test Group Statistics

Pre-test N Mean Std. Deviation
Motivation Post-test Control G. 30 62.10 9.841
Score Experimental G. 30 69.33 7.439
Peer-interaction Control G. 30 42.76 7.57
Post-test Score Experimental G. 30 44.60 7.33
Achievement Post- Control G. 30 9.13 2.193
test Score Experimental G. 30 11.17 2.214

Depicted in the above table are the post-test results of students’ vocabulary learning achievement,
motivation, and peer-interaction in the control and experimental groups. The table shows that the mean
score for vocabulary learning achievement of the control group is 9.13 (SD=2.193) and that of the
experimental group is 11.17 (SD=2.214). Likewise, the table indicates that the mean score of students’
vocabulary learning motivation in the control group is 62.10 (SD=9.841) whereas the mean score of the
experimental group is 69.33 (SD=7.439). Moreover, regarding students’ peer-interaction, the mean score

of the experimental group (M = 44.60; SD = 7.33) yet again is bigger than that of the control group (M =
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42.76; SD = 7.57). The group statistics implied that there existed a mathematical difference between the

control and the experimental groups. Assuming that the difference in the scores might have occurred due

to the game-based vocabulary lessons given for the experimental group, a One-way MANOVA test was

once more conducted to detect any statistically significant variance as is presented in the tables below.

Post-test One-way MANOVA Test

Multivariate Tests®

Effect Value F Hypothesis Error Sig. Noncent. Observed
df df Parameter Power®
Pillai's Trace .302 8.080" 3.000 | 56.000 .000 24.241 .987
Jocabulary - MWilks' Lambda 698 | 8.080° 3.000 | 56.000 | .000 24.241 987
Hotelling's Trace 433 8.080° 3.000 | 56.000 .000 24.241 .987
Roy's Largest Root 433 8.080° 3.000 | 56.000 .000 24.241 .987
a. Design: Intercept + Groups
b. Exact statistic
c. Computed using alpha = .05
Tests of Between-Subjects Effects
Source Dependent Variable Type I d Mean F Sig. Noncent. Observe
Sum of f Square Parameter d Power®
Squares
Motivation Post-test 784.817 | 1 | 784.817 10.314 .002 10.314 .885
Vocabula - -
ry Games Peer-interaction Post-test 50.417 1 50.417 .907 .345 .907 155
Achievement Post-test 62.017 | 1 62.017 12.772 .001 12.772 .940

a. R Squared =.180 (Adjusted R Squared = .166)

b. R Squared =.151 (Adjusted R Squared = .136)

c. R Squared = .015 (Adjusted R Squared = -.002)

d. Computed using alpha = .05

The above one-way MANOVA test revealed a significant multivariate main effect of vocabulary

games, Wilks” A =.698, F (3, 56.000) = 8.08, p<. 017 (i.e. 0.05/3). Power to detect the effect was .987.
Given the significance of the overall test, the univariate main effects were examined. Significant
univariate main effects for game-based vocabulary lessons were obtained for percentage of students’

vocabulary learning achievement, F (3, 56) = 12.772, p<.001, power = .940; and students’ vocabulary

learning motivation, F (3, 56) =10.314, p<.002, power = .885.
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Appendix R2 - Preliminary Findings of the Qualitative Data

The main purpose of the qualitative data which were collected using semi-structured interview
and observation was to corroborate the quantitative results of the effect of game-based vocabulary lessons
on students’ peer-interaction in the classroom. Semi-structured interviews were held with two randomly
selected students from each section two times i.e. before and after the intervention. The questions in both
interview sessions focused on how students learn vocabulary together with their colleagues and
classmates. From the qualitative data, it was possible to elicit the following tentative results.

Before the treatment, all the respondents from both sections explained that they belonged to
groups formed to work for all the subjects they were learning. As far as vocabulary learning is concerned,
they used that same group. In the same way, the observation data revealed that students’ movements and
active participation were relatively limited.

In the post-test interview, the interviewees in the experimental group expressed that their
participation in the group activities increased as the games gave them the chance to talk and move freely.
The observation data also showed students moving around, engaging in asking their friends, cooperating
with their group mates to win games, acting out in the games, and using game objects like the dice and
picture cards.

Appendix R3 - Reliability and Validity of Data Collection Instruments

Even though all the data gathering instruments used in this study were either adapted from the
previous works of scholars or tailored based on findings in the literature, it was deemed essential to test
their validity and reliability as applied to this study.

Vocabulary Achievement Tests

The two tests used in this study were structurally adapted from Chou (2014) designed based on
the test formulation schemes of CYLET. Each test contained 20 items under four directions. The face
validity and content validity of the tests were ensured through the constructive comments received from
the school English teacher before the tests were administered. The school English teacher assessed and
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checked five aspects of the tests: time allotted to complete the test, item value, clarity of instructions,
appropriateness of question types, and language complexity.
Motivation and Peer-interaction Questionnaire

Students’ vocabulary learning motivation and peer-interaction were measured using a
questionnaire that was administered before and after the intervention. The validity of the questionnaires
was ensured through the careful evaluation of the researcher’s supervisors and a psychology teacher
working at Jigjiga University. Based on the comments received, corrections and modifications were
made. The questionnaire initially consisted of 36 items. But after repetitive evaluations, it was reduced to

24. The reliability of the questionnaire was calculated as can be seen in the following tables.

Vocabulary Learning Motivation and Peer-interaction questionnaire reliability test

Case Processing Summary Reliability Statistics
N % Cronbach's Cronbach's Alpha Number
Vocabulary Alpha Based on of items
Learning Valid 60 100.0 Standardized Items
Motivation | Cases [ Excluded® | 0 0 686 632 24
Questionnaire
Total 60 100.0
Case Processing Summary Reliability Statistics
N % Cronbach's Cronbach's Alpha Number
~ Peer- Alpha Based on of items
interaction Valid 60 100.0 Standardized Items
Questionnaire | Cases [“Excluded® | 0 0 846 862 12
Total 60 100.0

a. Listwise deletion based on all variables in the procedure

Vocabulary Learning Motivation and Peer-interaction questionnaire reliability test after deletion of four

items
Case Processing Summary Reliability Statistics
N % Cronbach's Cronbach's Alpha Number
Vocabualry Alpha Based on of items
Leqrnlr_mg Valid 60 100.0 Standardized Items
Motivation | Cases ["Exciuded®™ | 0 0 726 757 20
Questionnaire
Total 60 100.0
Case Processing Summary Reliability Statistics
_ Peer- N % Cronbach's Cronbach's Alpha Number
Interaction Alpha Based on of items
Questionnaire Valid 60 100.0 Standardized Items
Cases | Excluded® 0 .0 .846 .862 12
Total 60 100.0

a. Listwise deletion based on all variables in the procedure.
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As the second table above indicates, the questionnaire was moderately reliable with a Cronbach’s
Alpha value of .726 for the Vocabulary Learning Motivation questionnaire and .846 for the Peer-
interaction questionnaire. The Cronbach’s Alpha reliability score of the two categories together was
72.1.Comparatively, the first table shows that the Cronbach’s alpha value of the Vocabulary Learning
Motivation questionnaire before the deletion of four items was .686 and that of the Peer-interaction

questionnaire was the same .846, and in total 81.9 Cronbach’s Alpha was found.
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Appendix S

Vocabulary Achievement Pretest-Posttest Results of Both the Experimental and Control
Groups (Main Study)

Experimental Group Control Group
Student | Pretest | Posttest | Student | Pretest | Posttest | Student | Pretest | Posttest | Student | Pretest | Posttest
(20%) (20%) (20%) (20%) (20%) (20%) (20%) | (20%)

1 16 17 26 14 13 1 12 8 26 13 7
2 14 18 27 13 15 2 10 11 27 14 18
3 15 17 28 10 14 3 11 10 28 15 14
4 13 11 29 6 10 4 7 8 29 10 12
5 9 12 30 3 7 5 17 14 30 17 18
6 7 7 31 8 11 6 13 13 31 13 15
7 6 7 32 11 10 7 13 16 32 17 12
8 12 13 33 9 13 8 16 14 33 8 6
9 10 10 34 4 9 9 7 8 34 15 7
10 11 13 35 13 12 10 4 6 35 10 8
11 14 15 36 13 13 11 10 10 36 15 11
12 15 16 37 18 19 12 11 15 37 14 13
13 11 14 38 15 17 13 7 5 38 5 6
14 11 14 39 10 9 14 8 10 39 6 5
15 11 11 40 15 17 15 9 9 40 9 10
16 9 11 41 13 14 16 9 19 41 14 13
17 13 15 42 15 18 17 12 11 42 16 11
18 5 8 43 15 17 18 15 10 43 8 8
19 13 16 44 10 14 19 11 8 44 11 16
20 8 7 45 9 12 20 11 13 45 13 18
21 10 12 46 10 15 21 8 11 46 9 9
22 12 11 47 9 11 22 15 13 47 12 8
23 11 12 48 9 14 23 15 15 48 11 8
24 15 16 49 10 14 24 16 14

25 13 15 25 12 13
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Appendix T

Vocabulary Achievement Pretest-Posttest Results of Both the Experimental and Control

Groups (Pilot Study)

Experimental Group

Control Group

Student | Pretest | Posttest | Student | Pretest | Posttest | Student | Pretest | Posttest | Student | Pretest | Posttest
(20%) (20%) (20%) (20%) (20%) (20%) (20%) | (20%)

1 8 14 26 11 14 1 10 9 26 8 11

2 13 11 27 7 10 2 7 3 27 13 13

3 7 12 28 11 14 3 8 7 28 7 11

4 9 13 29 10 11 4 7 6 29 9 8

5 9 10 30 8 12 5 7 6 30 9 9

6 10 I 6 12 12

7 8 13 7 9 8

8 9 8 8 6 9

9 6 9 9 13 7

10 8 14 10 9 11

11 8 15 11 11 8

12 12 8 12 11 11

13 9 12 13 7 8

14 6 7 14 12 11

15 12 12 15 9 9

16 13 11 16 8 7

17 9 12 17 10 11

18 11 9 18 7 10

19 9 10 19 13 11

20 9 9 20 8 8

21 11 13 21 10 11

22 8 12 22 11 8

23 9 11 23 7 12

24 6 9 24 11 9

25 10 13 25 9 10
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Appendix U

Vocabulary Learning Motivation Pre-intervention Results of Both the Experimental and Control Groups (Main Study)
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Appendix V
Vocabulary Learning Motivation Post-intervention Results of Both the Experimental and Control Groups (Main Study)
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Appendix W
Peer-interaction Pre and Post-intervention Results of Both the Experimental and Control Groups (Main Study)
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Appendix X

Vocabulary Learning Motivation Pre-intervention Results of Both the Experimental and Control Groups (Pilot Study)
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Appendix Y

Vocabulary Learning Motivation Post-intervention Results of Both the Experimental and Control Groups (Pilot Study)
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Appendix Z

Peer-interaction Pre and Post-intervention Results of Both the Experimental and Control Groups (Pilot Study)
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Appendix AA
Sample Transcriptions of Observations

Observation Results of the Experimental Group (Main Study)

Key:

T: Teacher S: Student Ss: Students

{...} Purpose [...] Translation <...> Actions /.../Remark
“...” Error G: General description (x): Sequence of observation

Lesson One: Vocabulary of Jobs (Memory Game)

Day One
Observation date: 26 Dec, 2016  Observation time: 11:35 a.m.  Duration of observation in minutes: 34:21
No. Points of Focus Description
1 Objectives « Introducing the meanings of six English words through the lesson Vocabulary of Jobs using Memory
Game

« Encouraging students to guess the meanings of new words from their experience

2 Sequence of Acts (1) T greets Ss, and Ss stand up in response.
(2) T writes the topic of the day on the blackboard.
(3) T introduces the lesson of the day.
(4) T shows six word cards, one by one, to all Ss and asks them to recite each word altogether:
athlete, carpenter, driver, medicaldoctor, merchant, painter.
(5) Ssrecite each word.
(6) T shows six picture cards, one by one, to all Ss and asks them to name aloud each picture.
(7) T asks students to form groups of four or five.
(8) Ss form groups of four or five.
(9) In each group, T assigns a group leader to monitor the game and take each student’s score out of
SiX.
(10) Asking the group leaders to shuffle and face down all the papers, T provides each group with sets
of both word cards and picture cards.
(11) T asks Ssto turn over a paper from each set and try to find a picture-word pair.
(12) Each student does this, and group leaders register their members’ scores.
(13) T asksSs to name the winners of their respective group.
(14) T collects back the cards.
(15) T writes the six words on the blackboard by jumbling the letters of each word: ahemcnrt,renapit,
Icdemiaocordt, ehattel, vrredi,rpacernet, and Ss copy the jumbled words.

(16) T asks Ssto work in their groups to rearrange the jumbled letters and form meaningful words.
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(17) Ss use the same group to do the activity.
(18) T and Ss discuss the answers of the activity.

(19) The class ends after T revises the six words.

3

Physical Setting

(G) In adim classroom, Ss are sitting in their regular seats with their exercise books and English
textbooks placed on the desk open.

(G) Except the wall on which the blackboard is hanged placed close to the door, the rest three walls of
the room have two rows of seats attached. Ordered in a U shape, the seats look to have relatively
equal distance from both the T and the blackboard.

(G) The blackboard is fairly wide and cleaned.

(G) T stands between the blackboard and Ss.

(G) Spaces between Ss look natural, without unusual closeness nor distance.

(G) In each seat, the mix of the two sexes looks random.

4

Objects

(G) T has pieces of paper in his right hand.
(G) T has a piece of chalk and the English textbook put on the T’s desk.
(G) Ss have their exercise books and English textbooks open in front of them.

(G) Sets of cards with words and pictures ofvocabulary of jobs; one set for each group of five.

5

Actors

(G) T and Ss.

6

Actions

(G) Ss stand up from their seats to greet the T.

(G) Ss get back on their seats.

(G) T moves across the room to show the word cards to all Ss.

(G) T moves across the room to show the picture cards to all Ss.

(G) Ss move to join their groups.

(G) Group leaders shuffle the two sets of cards.

(G) Each student tries to find picture-word combinations by turning over papers.
(G) Group leaders write the scores of their members.

(G) Ss raise hands to volunteer answers.

(G) Ss raise hands to call the teacher for help.

(G) While students are doing the classwork in groups, T moves around the classroom checking Ss’

participation.

7

Activities (Events)

(1) T - Good morning class! {Greeting}
Ss — Good morning teacher! {Ss reply} < Ss standing from their seats>
T -Sit down please.
Ss — Thank you teacher. < Ss getting back to their seats >
(2) <T writes the topic of the day on the blackboard: Vocabulary of Jobs >
(3) T - Today and tomorrow, we will know about different English words about jobs {T introduces the

lesson of the day}. But before we begin that, let’s see what jobs are. What do you think are jobs?
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(4)

Q)
(6)

Can anybody tell me?.....For example, | am a teacher.

S1 - a¢ 91t 1o-2[Does that mean job?]

T —That is it. Jobs are different occupations people are engaged in or work. A%+ 299,02 F @« P+ALL
ac-PF jobs enan, [The different activities people do are called jobs]. Do you know the jobs of your
parents or family members?

S2 — My father is teacher.“Article missing”

T -Oh...like me. So, teaching is a job. Any other?

S3 —Engineer.

T — You are right. Look, there are different types of jobs. Let’s now know about more jobs. To
know about more words, we will be playing games. Do you love playing games?... én.P2 avs,m+
+o4aFu-? [Do you love playing games?]

Ss -aP[Yes.]

S4 - o, @8 738 A\rom j@-? [Sir, are we to go out to the field?]

T —No...no...no. We will stay here. A7@M9° [We don’t go out.] Here is how we play the game.
First, 1 will show you words and then pictures of people doing different things. {T explains
instruction} ... Alright! Let’s begin.

<Moving across the class, T shows six word cards, one by one, to all Ss.>

T —What does this say? <T shows the word Athlete>

Ss —<Most Ss struggle to read. >

T - It says Athlete. What about this one? <T shows carpenter>

Ss — Car...penter.

T — You are right. It says carpenter.

<Ss finish reciting all the six words.>

T — o7 O F@- AT SFo- h2LA? [What you have been looking at are words, right?]. Now, |
will show you six pictures. av-7 £9° hdd=T7 AafFAaa®- [Let me show you pictures.] <T shows six
picture cards, one by one, to all Ss.>What do you see on this picture? <T shows the picture of an
athlete.>

Ss -z [A runner]

S2 — Athlete

T —You are correct.Let me show you another.<T shows the picture of a carpenter.>

S5 - A9a. [A carpenter]

T —All of you, can you say carpenter?

Ss — Carpenter.

T -And this one is? < T shows the picture of a driver>
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Ss —Driver...05¢.C [Driver]..0¢.C... Driver..4.C... Driver..0¢.C...

@) T - Now, I want you all to be in groups of maximum five and minimum four. You may be in the
groups you often use...2ANFU~ HUETRA?. . Av-7 A-LGTFU- 1S NP A7&T AILIPTBOF Ri91L-TAAD-
[Have you understood what | said? Be in your groups and I will tell you how we play.]

(8) Ssform groups of four or five. /it took a few minutes until Ss settle in their groups and T checks the
number of members of each group/

(9) T -Ok. Let me now randomly assign a leader from each group. v-AFu-9° 027 @04 A r8AFU-
ADPAV-..LUTT P AGPBDT 17 A harCPATAA®-:: [I know that all of you have group
leaders...but for the purpose of playing this game, I will assign one for each of you.]

(10)T assigns group leaders.

(11) T —-Look. Now, I am going to give you sets of word cards and picture cards, and your group
leaders will shuffle and face down all the papers on the desk. $&9° eagifu- $ATS adAT Ak
ALLA? Ki0T NP6 TFU- AANTFU-G PPNACET NFhNAT @ PO IC ATHave: +Phe-Tu-..NavEavs e oL
EPFFY OLPPET RHOECPO-G Mm@+ desk AL Labgea FPA [I showed you words and pictures
earlier, right? | will give them in your groups, and you will try to match the pictures with the right
word...First of all, your group leaders will shuffle and face down all the papers on the desk.]e-&7%
aLPT WO TS LT @AT A 14 APET (FhDA TMHave KIRFA N@LP T AL TaPHINATFU-
[The group leaders — you write on a piece of paper how many correct matches each student could
make]

(12)<T provides each group with sets of both word cards and picture cards. >

(13) < Group leaders shuffle the cards and place them face down on the desk >

(14) < Most Ss are standing while matching the cards>
S6 - O, & MLP T PLL®- [Sir, this guy has torn our paper.]

T — AP 1@ epLL@?[Why does he do that?]
S6 - ¢ ARLCAD: A% ANLU- AfA 1@< A7E, [He wanted to do the matching before his turn.]

T —It’s ok. Just drop it. Let me give you another.

(15) T - Now, tell us the winners in your group.
S7 — 1 am winner. “I am the winner”
T — How much did you get?
S7 - Six.
T — Bravo. Who else got six? Show me your hands.

<Many studentsraise their hands>
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(16)

(17

(18)

(19)

(20)

T — Who got four or three?

<Few studentsraise their hands>

T — Was it fun playing the game?...Are you happy that you played the game?
Ss— Yes.

T - Well. Those of you who have not got good marks now will improve next time. Now, give me
the cards back, and let’s do an activity based on what you have been doing. <T collects the cards
back >

T - Copy what I write on the blackboard. 2-0t¢-Fu- 42 1a-Nm-t [Copy it on your exercise book.]
<T writes the six words on the blackboard by jumbling the letters of each word [ahemcnrt,
renapit, Icdemiaocordt, ehattel, vrredi, rpacernet], and Ss copy the words>

T — As you can see the words here, they are jumbled. In your groups, work together to rearrange
the letters and find any of the six words you saw earlier.

<Ss work the activity in their groups.>

S8 —Teacher sm.CAAu- [I have finished.]

<T checks the works of some Ss>

T —Ok. Let’s now see what you did. Your attention please. Al U-AFU-9° A28 OLHY H4G ANL7T
Ae- [All of you, turn your face and let’s do the activity together.]...What is the first word<all Ss
raise their hands>, and | also want you to tell me the spelling and its meaning<some of the Ss put
their hands down>

S5 — Merchant - 108,

T —Tell me the spelling.

S5 — M-e-r-c-h-a-n-t

T — Very good. What does a merchant do? Can you tell us?

S5 —Sale “Sales”

T — Merchants sell different things.

{The class ends after T revises the six words.}

T — Today, we learned about vocabulary of what?

Ss — (Keep silent)

T — Different things people do. Jo...

Ss —Jobs.

T — Can you tell me the jobs you have known today...Aah, ¢+ois-FaFo- 97907 ¢Fo- [What are
those you learned today?]

<Sssay the words>
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T —Excellent! When I come tomorrow we will continue our today’s lesson.

8  Feelings (G) Ss look eager to receive the papers and begin playing.
(G) There are disagreements over taking turns in matching the cards.
(G) Ss look eager to announce how many right matches they got.

(G) Ss look desperate to get their works checked.

Day Two
Observation date: 27 Dec, 2016  Observation time: 08:40 a.m.  Duration of observation in minutes: 35:06
No. Points of Focus Description
1  Objectives ¢ Introducing the meanings of six English words through the lesson Vocabulary of Jobs using

Memory Game

e Completing sentences using vocabulary of jobs.

2 Sequence of Acts (1) T greets Ss, and Ss stand up in response.
(2) T writes the topic of the day on the blackboard: Vocabulary of Jobs
(3) T asks students to be in the groups they used the previous day and assigns new leaders.
(4) T introduces the lesson of the day.
(5) On the blackboard, T writes the six words Ss learned on the previous day.
(6) T revises the lesson Ss learned on the previous day.
(7) T erases the words from the blackboard.
(8) T shows six new word cards, one by one, to all Ss and asks them to recite each word altogether
[police, priest, scientist, shoeshine girl, teacher, waiter].
(9) Ss recite each word.
(10) T shows six picture cards, one by one, to all Ss and asks them to read aloud each word.
(11) Asking the new group leaders to shuffle and face down all the papers, T provides each group with
sets of both word cards and picture cards.
(12) T asks Ss to turn over a paper from each set and try to find a picture-word pair.
(13) Each student does this, and group leaders register their members’ scores.
(14) T asks the group leaders to name the winners of their respective groups.
(15) T writes sixincomplete sentences on the blackboard and Ss copy them on to their exercise books.
(16) T asks Ss to work in their groups to complete the sentences using the six words.
(17) Ss use the same group to do the activity.
(18) T and Ss discuss the answers of the activity.

(19) The class ends after T revises all the twelve words Ss learned in the two days.

3 Physical Setting (G) Inadim classroom, Ss are sitting in their regular seats with their exercise books and English
textbooks placed on the desk open.
(G) Except the wall on which the blackboard is hanged placed close to the door, the rest three walls of

the room have two rows of seats attached. Ordered in a U shape, the seats look to give Ss relatively
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equal distance from both the T and the blackboard.
(G) The blackboard is fairly wide and cleaned.
(G) T stands between the blackboard and Ss.
(G) Spaces between Ss look natural, without unusual closeness nor distance.

(G) In each seat, the mix of the two sexes looks random.

4 Objects (G) T has pieces of paper in his right hand.

(G) T has a piece of chalk and the English textbook put on the T’s desk.

(G) Ss have their exercise books and English textbooks open in front of them.

(G) Sets of cards with words and pictures ofvocabulary of jobs; one set for each group of five.
5 Actors (G) T and Ss.
6  Actions (G) Ss stand up from their seats to greet the T.

(G) Ss get back on their seats.

(G) T moves across the room to show the word cards to all Ss.

(G) T moves across the room to show the picture cards to all Ss.

(G) Ss move to join their groups.

(G) Group leaders shuffle the two sets of cards.

(G) Each student tries to find picture-word combinations by turning over papers.

(G) Group leaders write the scores of their members.

(G) Ss raise hands to volunteer answers.

(G) Ss raise hands to call the teacher for help.

(G) T moves around the classroom checking Ss’ participation in the group work.
7  Activities (Events) (1) <T greets Ss, and Ss stand up in response. > /Similar to Day One/

(2) <T writes the topic of the day on the blackboard: Vocabulary of Jobs.>/Similar to Day One/

(3) T —Before we begin our today’s lesson, I want you all to be in your groups. 0+e 7@ “I0+F 10
[The one you had yesterday].
<Ss take their seats in few minutes>
T- Today, we will have new group leaders to do exactly the same thing the group leaders did
yesterday. Hé P87 av4 09 P'r ASTF OHGTFG (1877 aPPF L1710+ 09°FL.L 7 [Those of you who
will be group leaders will do what the other groups did yesterday.] You shuffle the cards, face them
down on the desk, and take the scores of your members. How many things do you do? Three.
OLPPET FaoPPANTU- T desk AL TNNNTU- FAPPPNATU- AT LP° LT FF07 @t FavH0ATU-
[Shuffling the cards, facing them down on the desk, and writing the scores of your friends.]
< T assigns new group leaders >

(4) T - Yesterday, we learned about vocabulary of jobs. We talked about different things people do
such as athlete... {T introduces the lesson of the day.}

<Ss mentioned the remaining five words: merchant, medical doctor, carpenter, painter, driver>
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®)

(6)

()

®)

©)

<T writes the words on the blackboard as Ss say each word >

T — What are these? {T revises the lesson Ss learned on the previous day.}

Ss — Jobs.

T — Very good. Again today, we will know more about jobs by playing the game we played
yesterday. +G G ¢HROTIOT PI FOFOGFATU- hELA? HEIP AT W@ FA7 [You remember
the game we played yesterday, right? We will play that same game today.]

<T erases the words from the blackboard. >

T — Let’s begin playing the game.

<T shows six new word cards, one by one, to all Ss: police, priest, scientist, shoeshine girl, teacher,
waiter>

< Ss recite each word. > /Similar to Day One/

< T shows six picture cards, one by one, to all Ss.>. /Similar to Day One/

< Ss say the name of each picture. > /Similar to Day One/

<Asking the new group leaders to shuffle and face down all the papers, T provides each group with
sets of both word cards and picture cards.>

<All Ss turn over a paper from each set and try to find a picture-word pair.>

< Group leaders register their members’ scores. >

T — Now, tell us who has won in your groups. @77 A'14.? [Who is the winner?] {T asks the group
leaders to name the winners of their respective groups.}

<Group leaders name the winners of their respective groups.>

< T collects the cards back. >

T —Like yesterdaywe will have an activity to do now. I will write six incomplete sentences on the
blackboard, and in your groups, you will complete them by using the words you learned today.

<T writes six incomplete sentences on the blackboard, and Ss copy them on to their exercise
books.>

(10) <Ss show their work to the teacher.>

(11) T - Alright! Now, let’s work out the questions together. Who can answer the first question?

Who works in the hotel?{T and Ss discuss the answers of the activity}

S1 - Waiter.

T — Absolutely! Tell me the spelling.

S1 - W-a-i-t-e-r.

T — A boy or a man who works in the hotel or restaurant is called a waiter. @72 ¢hotel @gg°
erestaurant Ad-+6,08 waiter A.04 o+ e 290 907 F0ant... waitress. [A male person who waits
tables in the hotel or restaurant is called a waiter, and a female one is called a waitress] What is a
restaurant, by the way? Restaurant 92727 1@-? [What is a restaurant?]

Ss - 9291 (L [Amharic for restaurant]

261




T — That is correct. A place where people eat food. It is similar to a hotel.

(12) {The class ends after T revises all the twelve words Ss learned in the two days.} /Like Day One/

8

Feelings

(G) Ss look eager to receive the papers and begin playing.
(G) There are disagreements over taking turns in matching the cards.
(G) Ss look eager to announce how many right matches they got.

(G) Ss look desperate to get their works checked.
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Lesson Two and Three: Vocabulary of Food Items and Attributes 1 & 2 (Outburst Game and Chain Game)

Day One

Observation date: 09 Jan, 2017 Observation time: 11:35 a.m. Duration of observation in minutes: 29:58

No.

Points of Focus

Description

1

Obijectives

« Introducing Vocabulary of Food items and Attributes

« Writing sentences using words about food items and attributes

2

Sequence of Acts

(1) T greets Ss, and Ss stand up in response.

(2) T writes the topic of the day on the blackboard: Vocabulary of Food Items and Attributes

(3) T introduces the topic of the day.

(4) T asks students to stay in their groups noting on the number of each group to be between four and
SiX.

(5) Some Ss move around in search of their group mates.

(6) T explains how to do the upcoming activity.

(7) T gives a piece of paper to each group.

(8) Sswork in groups to write down words about food items on the given piece of paper.

(9) Representative Ss from each group read out the words on their lists.

(10) T gives points for the words Ss found from his list.

(11) T and Ss discuss on the meaning of each word.

(12) T gives another piece of paper to each group.

(13) Sswork in groups to write down words about food attributes on the given piece of paper.

(14) T gives points for the words Ss found from his list.

(15) T declares the winning groups.

(16) T and Ss discuss on the meaning of each word.

(17) Ss copied the words on to their exercise books

(18) T gives homework for Ss.

3

Physical Setting

(G) In a dim classroom, Ss are sitting in their regular seats with their exercise books and English
textbooks placed on the desk open.

(G) Except the wall on which the blackboard is hanged placed close to the door, the rest three walls of
the room have two rows of seats attached. Ordered in a U shape, the seats look to give Ss
relatively equal distance from both the T and the blackboard.

(G) The blackboard is fairly wide and cleaned.

(G) T stands between the blackboard and Ss.

(G) Spaces between Ss look natural, without unusual closeness nor distance.

(G) In each seat, the mix of the two sexes looks random.

4

Objects

(G) T has pieces of paper in his right hand.

263




(G) T has a piece of chalk and the English textbook put on the T’s desk.
(G) Ss have their exercise books and English textbooks open in front of them.

(G) Pieces of paper, clock

5

Actors

(G) T and Ss.

6

Actions

(G) Ss stand up from their seats to greet the T.

(G) Ss get back on their seats.

(G) Ss move across the room in search of their group mates.

(G) T moves across the room to deliver a piece of paper to each group (x2).

(G) A student from each group compiles words on the given piece of paper (x2).
(G) Ss raise hands to volunteer answers.

(G) T moves around the classroom checking Ss’ participation in the group work.

7

Activities (Events)

(1) T - Good morning class! {Greeting}
Ss — Good morning teacher! {Ss reply} < Ss standing from their seats>
T -Sit down please.
Ss — Thank you teacher. < Ss getting back to their seats >

(2) <T writes the topic of the day on the blackboard: Vocabulary of Food Items and Attributes>

(3) T —In our today’s vocabulary lesson, we will learn about food items and their attributes {T
introduces the lesson of the day}. £@- avE9® y-aFu-9° food 9°7 WILPT FO-PaTFU- hLLA?
[Obviously, you all know what food is, right? But what are food attributes? Have you ever heard
of the word attribute? Yohannis? Do you know what an attribute is?
S1—No. I don’t. Food 1At 917 9°911..27L.0A @A+ 1@-:: [But food means food, something we eat.]
T — You are right. Does anyone know the meaning of attribute?...Ok. Let me give you an example
and you will guess...Sifrash, what did you eat this morning?
S2 — Bread and tea.
T — Was the bread soft or hard?
S2 — Soft.
T — So, you ate a soft bread. Bread is a food item. &0 ¢9°91 421t 1@ h2LA?[Bread is a food
item, right?]. And the bread was soft. Soft is an attribute, an adjective. What about the tea, hot or
cold?
S2 — Hot.
T - So, that is...
S2 — Attbirit “Attribute”
T — All of you repeat after me. Att_ribute.
Ss — Att_ribute.
T — Attribute.
Ss — Attribute.
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(4)

®)

(6)
()

®)

9)

T — Attribute is a characteristic of something. It can be the type, color, or form of something. .
AAHY 278 11C av10m, 7 e0AA 1T 10-? [So, the characteristic of something is called what?]
Ss — Attribute.
T - So, today, to know about food items and attributes, we will do a very interesting activity in
our groups. All of you, please be in your groups, and | will tell you what we do. Your number
should not be less than four and more than six.
< Some Ss move around in search of their group mates while most remain in their seats.>
T — Now, | will give you a piece of paper in your groups, and on it you write as many food items,
NOT ATTRIBUTES, as possible. 9727 1@< e9>+2¢4-2[What do you write?] {T explains how to do
the activity.}
Ss - e9P9N 42117 [Food items].
T — In English?
Ss —Food items.
T — Very good. This is a competition. | have my own food items here <Teacher shows the back of
a piece of paper> and the group that gets most of the words on my list will be declared the winner
after we play another round. You are given five minutes to finish this activity.
<T distributes a piece of paper to each group.>
<Ss work in groups to write down words about food items on the given piece of paper.>
< T moves around the classroom checking Ss’ participation in the group work.>
T - Ok. Time is up. Now, your attention please...now if you have finished, let’s see how many of
your guesses match with what | have here. A7& +hha% epAd aF7TF A7 170 F154Fu- [You will
get a point for a right match]. Let’s begin from group one. Who reads the list?
S3 -<S3 Stand up from his seat.>
T — How many food items did you write?
S3 -ane- At [Fifteen].
T — Tell us.Read them aloud.¢®*h 1av A70-0A7 [Read them aloud].
S3 — Banana, orange, apple, bread, sugarcane, milk,...
T — Excellent! You have written so many food items. But, unfortunately, all your food items are
not on my list. So, your team gets no points. < T writes the scores on the blackboard.> Group
two. Tell us the food items on your list.
S4 — We have Enjera, potato, vegetable, carrot, cabbage, onion, ...
T — Wow! You have gotten onion and honey from my list. So, your score is 2, more than the first

group. Let’s move to group three.

(10) T — The words on my list are the following. <T reads the words without writing them on the
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blackboard.> {T and Ss discuss on the meaning of each word.} Something very sweet. Guess
what?

S11 — Cake.

T — Good attempt. Another.Sweet and yellow.

Ss - 99C... honey..71C... honey

T — And the other, a product of a cow. Not milk, not yoghurt.

S5 —AgA:: [Cheese]

T- You are right. Can anybody tell him thee meaning of 4201 [Cheese] in English?

S6 — It is cheese.

T — The next word is paper.

(11) T -Look! So far, we have been talking about food items. This time, | will give you another piece
of paper and you try to write as many food attributes as possible. Av-7 £9° 9°787 1@+ 9> +Z 42
[What are you going to write?]

Ss - Attributes.
T -< T distributes another piece of paper to each group.> Hurry up.
(12)<Ss work in groups to write down words about food items on the given piece of paper.>

< T moves around the classroom checking Ss’ participation in the group work.>

(13) <T gives points for the words Ss found from his list.>

(14) <T declares the winning groups.>

(15) <T and Ss discuss on the meaning of each word.>

(16) <T writes all the words about Food Items (honey, cheese, pepper, pineapple, porridge, rice,
garlic, and onion) and Food Attributes (bunch, hot, juicy, oily, chopped, delicious, fresh, and
fried) on the blackboard.
<Students copy the words onto their exercise books.>

(17) T -Alright! Now, we have only few minutes remaining. | will give you a homework. From the
words you have written on your exercise books, choose five food items and five food attributes
to construct sentences. Hé eI TFRFD7 PAt +mPoTFU- 11 APPOF WGt TICT KéFu- Favmafy-::
[Using the words you have learned today, come up with five sentences for tomorrow.] {T gives

homework for Ss.}

8

Feelings

(G) Ss look eager to receive the papers and begin playing.
(G) Representative Ss look eager to announce how many right matches they got.
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Observation Results of the Control Group (Main Study)

Lesson One: Vocabulary of Jobs

Day One
Observation date: 26 Dec, 2016 Observation time: 08:00 a.m. Duration of observation in minutes: 31:56
No. Points of Focus Description
1  Objectives e Introducing the meanings of twelve English words through the lesson Vocabulary of Jobs
e Encouraging students to guess the meanings of new words from their experience
2 Sequence of Acts (1) T greets Ss, and Ss stand up in response.
(2) T writes the topic of the day on the blackboard: Vocabulary of Jobs.
(3) T introduces the lesson of the day.
(4) T asks Ss which of the words from the list they know.
(5) Ssanswer that they know only few of the words.
(6) T writes the twelve words on the blackboard by jumbling each word: ielocp, septir, neehsioshrilg,
hertcae, ahemcnrt, Icdemiaocordt, ehattel, tnscsieti, rtawei, vrredi, rpacernet, renapit.
(7) T asks Ssto sit in pairs.
(8) Sssitin pairs, and copy the words from the blackboard.
(9) Ss work in pairs to order the jumbled letters and form meaningful words.
(10) T and Ss discuss on the answers of the activity, T asking and explaining the meaning of each word.
(11) The class ends after T revises the twelve words.
3 Physical Setting (G) In adim classroom, Ss are sitting in their regular seats with their exercise books and English textbooks
placed on the desk open.
(G) The seats are ordered in four columns three of which have five rows, and the other six.
(G) There is a fairly wide and cleaned blackboard hanged on one of the four walls of the classroom, in
front of Ss.
(G) T stands between the blackboard and Ss.
(G) Spaces between Ss look natural, without unusual closeness nor distance.
(G) In each seat, the mix of the two sexes looks random.
4 Objects (G) T has the textbook in his left hand and a piece of chalk in his right hand.
(G) There is a piece of paper inside the textbook.
(G) Ss have their exercise books and English textbooks open in front of them.
5  Actors (G) T and Ss.
6  Actions (G) Ss stand up from their seats to greet the T.

(G) Ss get back on their seats.
(G) Some Ss move around in search of better places.

(G) Ss raise hands to answer questions.
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(G) Ss raise hands to call the teacher for help.

(G) While students are doing the classwork in pairs, T moves around the classroom checking Ss’

participation in the pair work.

7

Activities
(Events)

(1)

()
3)

(4)

T - Good morning class. {Greeting}

Ss - Good morning teacher. <Standing up in response to the greeting.>

<T writes the topic of the day on the blackboard.> Vocabulary of Jobs

T — As you can see from the blackboard, today, we will learn about VVocabulary of Jobs.

Ss — <Ss keep silent.>

T — Does anyone know what jobs are? Job9°7 A781°1 eo1.20-<¢ ha?[Does anyone know what

jobsmean?]

S1 - Ak ha@-¢9° [I don’t know.]

S2 — h9° hao-p9° [Me neither.]

T — Let me give you a clue &7r[hint] and you will guess. I don’t have money because I don’t have a

job.

Ss — <Ss keep silent.>

T — JobhadA™ 7210 24779° <Showing a sad face>MA 9°7 ATIAT P2.An- LarhATFaa? [What do you think

I mean if I say, I don’t have money because | have no job.]

S3 — <Raised her hand and answered>n¢-[job.].

T — You are right. Different activities people do are called jobs.

{T introduce the lesson of the day:Vocabulary of Jobs.}<T reads from a piece of paper inside a book

and orally presents a list of twelve words: Athlete, Carpenter, Driver, Medical doctor, Merchant,

Painter, Police, Priest,Scientist, Shoeshine girl, Teacher, Waiter and tells Ss that they will learn about

these words in the session.>

T — So, today we will know different English words about jobs. {T introduces the lesson of the day.}
Can you tell me what your parents, uncles, or aunts do? What are their jobs? aah. @ALFFu-
Hao2FFu- 95927 09,047 - 71475 [Tell me what your relatives and others do.]

S4 — Shopkeeper.

T- Can you say it in a sentence?

S4 — <S3 keeps silent.>

T — You can say My mother is a shopkeeper. Any other?

S2 — All family farmer. “All my family are farmers.”

T — Excellent. Farming is a job. Anymore?

S5 — My mother is job wife house. “My mother is a housewife.”

Ss — Housewife.

T — Excellent. For example, what do you want to be in the future?a3-&<1 9°% aor? +4.A24v0? [What do

you want to be when you get older?]
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S6 — Pilot.

T — Yes! So, that is.....a job. Look, different people do different activities. And these activities are
called what?

Ss — Jobs.

T —Here on my hand, | have a list of words about jobs. | will read them one by one and we will see if
you know what they are... Alright! The first one is athlete. Do you know what an athlete is?

SS - Zepp..Zp TInt 10-[A runner...it means a runner.]

T — So, you know it. What about carpenter? A person who makes chairs and tables?

Ss - h4&. [Carpenter]

(5) <Ss answer that they know only few of the English words.>

(6) <T writes the twelve words on the blackboard by jumbling each word: ielocp, septir, neehsioshrilg,
hertcae, ahemcnrt, lcdemiaocordt, ehattel, tnscsieti, rtawei, vrredi, rpacernet, renapit.>

(7) <T asks Ss to sit in pairs.>

(8) <Most of the Ss sit in pairs while some remain in their seats, forming groups of three. Ss copy the
words from the blackboard.>

(9) <Ss works in pairs to order the jumbled letters and form meaningful words.>

(10) <Both T and Ss discussed on the answers of the activity, T asking and explaining the meaning of each

word.>
T — If you have finishedordering the letters, let’s now see which of the answers you have gotten right.
What is the first word?

S5 — Police.
T — Fantastic! What does a police do? Can you tell us? ZA.0F 90227 10+ eo9.44? [What do police do?]
S5 - aage 1amne [Keeping peace.]
T — You are right. Can you say it in English?

T — Yes! They keep our peace and safety. They protect us from thieves. Ok. Let’s see the second word.
Who can answer this?

S6 — Priest.

T — Tell me the spelling. Can you?

S6-P-r—e—i-s-t “P-r-i-e-s-t”

T — Ok. Let’s correct the spelling like this. <T writes the word Priest spelling on the
blackboard.>Where do we see priests? In the office, in the school or where?

S6 — <S6 keeps silent.>

T — Priests ¢+ 10+ 297515 F@-? [Where do we meet priests?] In the office, in the school or where?
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S7 - nt-heate2[Church]

T — In the church. <T writes the word Church on the blackboard.>

(11). <T revises the lesson of the day.>
T - Okey! Today, we have been talking about vocabulary of jobs. We learned different words about
what people do. You may have these jobs when you finish your education. How many words did
we talk about, ten or elven?
Ss — Twelve.
T — Very good! What were they?
Ss —<Most Ss look onto their exercise books and keep on reading the list of words.>

T — Nice one! When | come tomorrow we will talk about these words and make sentences using them.

8  Feelings (G) Four Ss look unsettled; they are moving to sit somewhere.
(G) Most students are talking to their partners and look happy to work the Anagrams, ordering the letters.
Day Two
Observation date: 27 Dec, 2016 Observation time: 08:40 a.m. Duration of observation in minutes: 33:19
No. Points of Focus Description

1  Objective

o Completing sentences using vocabulary of jobs.

2 Sequence of Acts

(1) T greets Ss, and Ss stand up in response.

(2) T writes the topic of the day on the blackboard: Vocabulary of Jobs.

(3) T introduces the objective of the lesson of the day.

(4) On the blackboard, T writes the twelve words Ss learned on the previous day.
(5) T revises the lesson Ss learned on the previous day.

(6) T erases the words from the blackboard.

(7) T writes twelve incomplete sentences on the blackboard, and Ss copy that.
(8) T gives time for Ss to do the activity by completing the unfinished sentences using the twelve words.
(9) Ss do the activity independently.

(10) T checks the works of some Ss.

(11) T asks Ss to compare their work with their colleagues’

(12) T and Ss discuss on the answers of the activity.

(13) The class ends after T revises the twelve words.

3 Physical Setting

(G) Ss are sitting in their regular seats with their exercise books and English textbooks placed on the desk
open.

(G) The seats are ordered in four columns three of which have five rows, and the other six.

(G) There is a fairly wide and cleaned blackboard hanged on one of the four walls of the classroom, in
front of Ss.
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(G) T stands between the blackboard and Ss.

(G) Spaces between Ss look natural, without unusual closeness nor distance.

(G) In each seat, the mix of the two sexes looks random.

Objects (G) T has a piece of chalk in his right hand.
(G) Ss have their exercise books and English textbooks open in front of them.
(G) T’s book is on the T’s desk.
Actors (G) T and Ss.
Actions (G) T makes a clap calling for Ss attention.
(G) Ss stand up from their seats to great the T.
(G) Ss get back on their seats.
(G) Ss raise hands to answer questions.
(G) Ss raise hands to call the teacher for help.
(G) Ss talk to a person next to them to compare their work.
Activities (1) T - Hello everyone. {T greets Ss}
(Events)

)
©)

(4)

()

Ss - Hello teacher. <Ss reply standing from their seats.>

T - How are you all?

Ss - | am fine, thank you. And you?

T — Sit down please.

Ss — Thank you teacher. <Ss get back on their seats.>

<T writes the topic of the day on the blackboard: Vocabulary of Jobs.>

T — Today, we will continue learning about vocabulary of jobs. Do you remember the words we
learned about yesterday? {T introduces the objective of the lesson of the day.}

Ss—Yes!

T — What are they?

Ss — All Ss read all the words loudly without given turns.

T — Well. Let me write them down on the blackboard.<T finishes writing the words on the
blackboard.> These are words about what?

Ss — Jobs.

T - Let’s see if you haven’t forgotten them.<T revises the lesson Ss learned on the previous day.>What
does an athlete do? Please raise your hands.

S8 — Run.

T — You are right. An athlete runs. Or?

S9 — Jump.

T — Jumps or ...throws. And who makes tables and chairs?

S3 —Car...penter.

T — That is right.Someone who makes money by selling different things is called...?
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(6)
(")
(8)

(9)

S10 — Driver.
Ss — Merchant.

T —<av-7 477 k405 PhGA O¢ A20¢-07> [Let me erase this one and us do a classwork.]

<T writes twelve incomplete sentences on the blackboard, and Ss copy that.>

T — Well, now, if you all have finished copying the sentences, let me tell you what you are going to do.
How many sentences do you see here on the blackboard?

Ss — Twelve.

T — Are they complete? .0 t+@- ¢3¢ GF@- @0 ALLAI°? [Are they complete or not?]

Ss - A2L2A9° [NO.]

T — So, now, you will make these sentences completed by using the twelve words you learned about
jobs. Is that clear?

Ss—Yes.

T — I will give you ten minutes to finish this. A0c 2&4 [Ten minutes.] If you finish, you can show me
your answers. <T gives time for Ss to do the activity by completing the unfinished sentences using the
twelve words.>

Ss do the activity independently.

(10)<T goes to Ss whenever they need help or want their work marked.> {T checks the works of some Ss.}

(11)T - It is so great that most of you have completed the sentences correctly. Now, compare your answers

with a student next to you...A0N. A7 89° PACTU-+7 ANZTU- rbbarm 2257 U IC hovahs [T asks Ss to

compare their work with their colleagues’]

(12) T- Alright! Your attention everyone. Let’s have some time to work out the activity together. [T and

Ss discuss on the answers of the activity].

T —The first question says dash works in the hotel. Who works in the hotel? Is it a scientist, a teacher
or what?

S6 — Waiter.

T — Absolutely! A waiter works in the hotel or restaurant. Do you know this word? <T writes the
word restaurant on the blackboard.>

Ss -9°911 (L [Restaurant]

T —Can you sayrestaurant?

Ss —Restaurant.

T — Hotel.

Ss - Hotel.

T —So, restaurant and hotel have a similar meaning. And someone who works in the hotel or

restaurant is called...?
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(13)

Ss — Waiter.
T — A female waiter is called waitress. <T writes the word waitress on the board.>®7%8 Aa-+q,086:
waiter A& O AdrkGo® £9° waitress T0aaT [While a man who waits tables is called a waiter a

woman is called a waitress. ]

T - Very good! Av-7 h8en.d? NAFT 9°7 A2 &+1CT AThdh <As we are finishing, let’s now revise what
we have learned.>Yesterday and today..."Fg7H65 Hé <Yesterday and today.> we learned about
vocabulary of jobs. Jobs are what people do to get money or help others. t¢- 29°7a@- 17HN0 P71.007%
TIC OF LT AP T aoCo T AT 2Fad AgLA?[What we call a job is not only something we earn
money from. It could also be helping people, right?] <Theclass ends after T revises all the twelve
words.>

Ss—A? [Yes.]

Ts —Yeah...when we talked about jobs we knew how many English words?

Ss - ahe- vt [Twelve.]

Ts — These are very important words we should know. We learned about what a driver is, and also
about a priest, a scientist, a medical doctor etc. In the next class, we will learn about past simple tense
which is found on page 38. atv7 h2JFu~t APt 9°hg. Ahh, <Try to come to class having a look at

it.>

8

Feelings

Students look active and motivated in volunteering answers and doing with their colleagues more than

doing the classwork independently.

273




Appendix BB
Translations of Pre-intervention Interviews (Main Study)

Appendix BB1 - Translation of Experimental Group Students’ Pre-intervention Interview (Main
Study)

Q#1 - Do you love to learn English vocabulary — the meaning of words?

Temesgen — Yes! | like the language. When we learn English in the classroom 1 like to know the meaning
of words as well as speak the language.

Mekdes — Yes! | like to learn English especially speaking; | mean explaining something. For example, if |
find a foreigner or be a doctor when I finish school, | want to speak English nicely.

Masresha — Yes, very much.| like all the skills but prefer reading...I also like knowing new vocabulary
because it helps me speak English and interact with others. For example, to talk to foreigners and
answer anything they may ask me, describe my environment, or even to meet people in other places,

I think knowing new vocabulary is important.

Betelhem — Yes, | like not only learning about new words but also English in general. This is because
English is an international language and knowing English helps to be a clever student...I like
knowing the meaning of new words and also work hard for that. For example, when we know the

meanings of new English words it helps us to score good in the English subject.

Michael — Yes, | like to learn English, and knowing the meaning of words helps me to know and use the
language. | thinkthat I can communicate with people who can speak English when | learn the

language well.

Surafel — Because it is important to my future, | like learning English.l want to be good at English
because it will help me if I go to another country or want to finish my education...Among the
different aspects of English | chose to know the meaning of words and to speak too. One who does

not know the meanings of words cannot communicate with foreigners or pass exams.
Q#2 - Does it make you happy when you know that you have known the meaning of a new word?

Temesgen — Yes. I think knowing the meaning of new words helps me improve my English...I feel like I

am different from the rest of the students. For example, | can answer if somebody asks me a
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question. I cannot be ashamed...That makes me happy...I do not actually strive to know the
meaning of a new English word but once I know the meaning I try to remember it...I try not to
forget it because it could help me one day...In fact, I believe that I should know the meaning of a
new word more than just to pass an exam. [ want to acquire better knowledge...I would also suggest

others know the meaning of new words.

Mekdes — Yes.Finding what you have been searching for gives some pleasure. In the future | want to be a
doctor and when | gain something | was working for | feel like that dream of mine is approaching.
To speak English nicely and know more words, | use the mobile phones of my parents or use
books...In fact, my parents do not help me. My father can neither write nor read. | am the first to my
parents, so | should study by myself. When | know the meaning of more words I can collect them
and make sentences. I can also speak English as well as understand while watching movies...if [
know a new word in the class, I try to use them with my friends...Once I learn a new word, I do not

want to forget it. | rather try to learn more difficult words.

Masresha — When | recognize thatl have known the meaning of a new word | feel happy. | also feel that |
can help my friends and am good at receiving [what the teacher teaches]...I think knowing the
meaning of a new vocabulary helps me to develop my overall language skills. When we pass to
Grade Seven next year, we will learn such subjects as Mathematics and Biology in English. So,
knowing those words will help me not to get troubled with those subjects. For instance, when | feel
that I have known the meaning of a new word in a classroom activity | feel so eager to show to my

teacher.

Betelhem — In such a context, it makes me feel confident.Instead of fearing, it motivates me to answer the
guestion freely and learn more words. This is also important to sustain my interest of participation in

the class.
Michael — It makes me happy and increases my interest to know more words.

Surafel — | feel very happy becauseif | did not know that word, | would make misstates and be exposed to

frustration.
Q#3 - How does your teacher teach you the meaning of new words?

Temesgen — We learn in two ways.The teacher either lists down English words and tells us their meaning

or helps us create new words by giving us home take assignments.

275



Mekdes — He teaches by writing some words on the blackboard and we copy them. If we do not know the

meanings of those words, he translates them into Amharic.

Masresha — He teaches us in different ways.For example, if there are new words in a reading passage, he
writes them down and explains each word, translates them, or gives us in the form of a homework.

This helps us know different new words.

Betelhem — He teaches us in a way that everyone has understood the lesson. For example, he asks us
simple words that we know from Grade Five. Also, he writes new words on the blackboard, asks us
to read paragraphs and match lists of words.

Michael — He gives us class works in which we do matching and other activities.
Surafel — He often writes the words on the blackboard and we copy them onto our exercise book.
Q#4 - Do you like the way you learn the meaning of new words?

Temesgen — Yes, I do. I like the way our teacher teaches us...but I would also like if there was another
way to help us learn English more easily because with this method not most students like learning
English. If there were books that could ease the language, every student would have the interest to

learn this subject.

Mekdes — The teacher’s way of teaching is very nice...When a homework is given I often try to finish it

earlier. But sometimes, | may bring and finish it here.
Masresha — Yes, | like his method of teaching.

Betelhem — I like the way we learn English because working class works as well as home works is

helping us learn English better.
Michael — Yes, | do.

Surafel — I like the way we learn English how but would be happier if there were any other easier method

for us to learn English.

Q#5 - Do you work with your classmates to learn the meaning of words? If yes, how?

Temesgen — | am a member of Group Eight. We have groups but it is unusual to work

cooperatively...most of the teachers do not give us activities that induce working together. When a
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classwork or a homework is given, instead of working together, | feel at ease to answer the question
I know the answer of which...I feel that if we supported each other and worked together, we would

be more productive.

Mekdes — When activities are givenwe work both individually and in groups. The teacher has given
responsibilities to each of us and based on that we try to support each other...the activities the
teacher gives us are mostly suitable for working cooperatively. Even if they are not, it is one’s
personal effort that matters. For those who appreciate working together, doing activities
cooperatively is entertaining. And for those who do not need that, working together does not matter

since the goal is to know something.

Masresha — In the class, we work in groups. If | come here without working my homework properlyor
correctly, | crosscheck my work with my group mates and compare how right or wrong | am, and
this is important for us to support each other...One of us may have a dictionary, and we ask for the

meaning of different words sometimes.

Betelhem — I work with my classmates. Since we are organized in one to five groups, we are supposed to
work together.And again, unless you shared what you know with others, it is meaningless. So, you
should share what you know with other students of your group. Otherwise, it makes no change...For
example, my role in our group is helping other students who usually achieve low gain good results

by assessing the subjects they are good at and not good at.

Michael — With my friends, we work together by supporting each other. | ask them whenever | find
difficult questions. They do the same when they find difficult questions. If I know the meaning of

the word, | tell them what it is. They do the same too.

Surafel — Because one of the students in our group may know the meaning of a difficult word, we share
that. By this, | mean the student tells the answer and everyone knows the meaning. We learnby
helping each other in such a way.We all come to class finishing our assignments and crosscheck our

works.

Q#6 - Have you ever played games in the classroom when you learned about the meaning of words?
If yes, how often? And to what extent were they helpful?

Temesgen — We have never played games in the classroom. That is new to us...I feel that English will be
easier if given in a relaxing situation. If we learned English by games, it would be comforting and
helpful to know more about the language.
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Mekdes — No. We have never played any game. I do not think it has been even thought of...Had it been

used, | think it would have been nice. This is what | feel. | do not know what others might think.

Masresha — I do not know if it is considered as a game but wesometimes do dialogues... I do not
remember a time we played games that involved further cooperation and competitions...I do not

know how, but I feel learning by playing games could be nice to learn English.

Betelhem — No.We are yet to begin learning via radio, let aloneplaying games in the classroom...I think
that we cannot score good academic results by using only the textbook or our notebooks. But if we
learn through games, because most students love playing, that will be good.

Michael — In other subjects such as Geography, our teachers bring teaching aids to class to show us
different things by pictures. But our English teacher has never used pictures or games.

Surafel — I do not remember the time we played games in the classroom.He showed us the pictures of

famous people only once during Nations, Nationalities, and Peoples’ Day.
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Appendix BB2 - Translation of Control Group Students’ Pre-intervention Interview (Main Study)

Q#1 - Do you love to learn English vocabulary — the meaning of words?

Biruktawit — I like learning English as a whole and especially speaking. I don’t mean that I do not like
learning the others (skills) but I want to enhance my speaking ability first...I also like learning the
meaning of words because I speak using them...and to know the meaning new words | may refer to

dictionary or ask my teacher or other people...Also, my family, especially my mother, help me.

Dagim — I like learning English because it is important for us to know new things, and it is given by a
very nice teacher...[From the different aspects of English,] I like to learn about the meaning of new
words...Knowing the meaning of new words helps me express my ideas and answer when our
teacher asks a question...I like to know not only simple words but also difficult ones because it is

important to improve our English skills.

Tigist — I do not know. Ineither love nor hate learning English...I like to know new words, but I fear
when the teachers calls upon me to come out in front of students and asks me to read something...To
know the meaning of more English words, | study what we have learned in class as soon as | go

home. If it is not clear for me, | ask a sister of my friend for help.

Nahom — Yes, | like learning the meaning of new words.It helps me talk to foreigners who come to our
village. And because English is an international language it will help me when | grow up. | like
learning vocabulary and speaking [among the different aspects of English]... I believe that my
English skills improve when | know more words. If | know a word, at least | can spell it. And

writing the word helps to know its meaning.

Selam — Yes, I like learning English very much especially vocabulary and grammar...I learn English for
my general knowledge. I also try to finish my assignments in time and make active participation in

the class. | usually participate voluntarily.
Miftah — Yes! | like to learn English because | want to speak the language nicely.
Q#2 - Does it make you happy when you know that you have known the meaning of a new word?

Biruktawit — | feel so happy because it helps me improve my speaking ability...I believe that knowing the
meaning of new vocabulary helps me improve my academic achievement too. If | know more
[English] words, I can talk about my environment or communicate with people... Because I want my

parents to know what [ have learned, I tell them new English words when I am at home...but when
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there are many difficult words, | have no interest to learn vocabulary. | try to know their meanings as

much as | can but do not make repetitive trials.

Dagim — | feel happy and want to share with my classmates. | also write that down on my exercise book
so that | do not forget it.

Tigist — Yes! Knowing the meaning of a new word gives me the chance to practice it ahead. When | do
that I can read [a text] without mumbling, and that boosts my confidence...In fact, I do not feel

resented when | do not get an answer right. | ask the teacher to help me understand.

Nahom — That makes me happy. | also try to use that word for different things. A new word that | have
known today might appear in another subject like Geography. So, knowing its meaning will help me
understand the lesson. We will also find the words we learn these days in Physics and Chemistry
subjects in grade seven next year...I want to know new words not just to pass tests...I prefer to
know a word and miss a question in a test than not knowing the word and getting the answer of a

question right. I learn for my own sake.
Selam — Ifeel so happy and become eager to know more words.
Miftah — | feel happy and think that | have the knowledge of the language.
Q#3 - How does your teacher teach you the meaning of new words?

Biruktawit — First of all, he asks us for the Amharic meaning of the word. If we are not able to know that,

he tells us the meaning of the word.

Dagim — We are mostly given some kind of passage in which new words are included, and the teacher
asks if we know the meaning of ach word. We tell him if we know the meanings. If we do not, he

tells us the answers...I like his way of teaching.

Tigist — He writes sentences on the blackboard and inserts words we do not know. Then he asks if we
could answer or guess the meaning of the word. If we know it, he writes another sentence. If we do
not, he tells us the meaning...he firs tells us the meaning in Amharic and writes its English meaning
on the blackboard...And when I find the meaning of a word new for me I jot that down on my

exercise book.

280



Nahom — He inserts different difficult words in sentences and writes them on the blackboard. Then, he
tells us the meanings of those words and asks us during tests...he tells us the meaning both in

English and Ambharic.

Selam — Most of the time,he writesan English word on the blackboard and asks us to find its meaning
from dictionary or from the library. We go to the library, see the meaning of the word from the

dictionary, or ask people and bring it to the classroom.

Miftah — Hetells a new word and asks us to repeat it with him. He does this because when we repeat the
word with him we do not forget it. But mostly, he teaches us about verb one and verb two.

Q#4 - Do you like the way you learn the meaning of new words?

Biruktawit — I do not know about other students but for me the way the teacher teaches us is nice...when
tests are given I cannot wait until the teacher shows us our results...In the classroom, I try to follow
what the teacher says and do activities accordingly. But at home, | use dictionary to refer to the
meaning of words and do assignments calmly. | like to know new English words because they are
important for me not only to pass examinations but also to help me understand other subjects. When
| pass to grade seven next year | could use these words also in other subjects such as Mathematics.
So, it is not just to pass tests.

Dagim — Yes, | do.Our teacher gives us both class works and home works which help us exercise

activities and learn from our classmates.

Tigist — Yes, | like it because he first asks us to try to answer, and he tells us the meaning of a word after

making sure that we cannot answer it.

Nahom — Yes. He gives activities for us to do both in the classroom and at home. He also checks our
work. But, because | want my work get marked | try to finish doing activities quickly. That often

leaves my work with missing even very simple questions.

Selam — | thinkweare learning in a very good way. We have a nice teacher who wants us to try to say
words and read texts...But to help some of us who are not that good at English, | would suggest
more focus on a simpler way of teaching English.

Miftah — The way the teacher teaches has enabled me to read words and improve spelling. | also try to

write sentences by combining different words.
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Q#5 - Do you work with your classmates to learn the meaning of words? If yes, how?

Biruktawit — To know the meaning of a new word, | work with my classmates especially with one of
them. If there is a word | know but she does not, | tell her the meaning. She does the same when she
knows a word that I do not...we have freedom to talk to each other when a group work is
given...We try to discuss and find the answers of questions when exercises are given. In fact, there
are some students who disturb and make noise during group activities...For example, I help Kidist
know new words. She is good at vocabulary, so she also helps me. But she fears to express it out.
We work together to improve that. | personally prefer to work with her. I do not mind if | work with

others too as long as we have something to share.

Dagim — I am a member of group seven...we work together cooperatively. We ask each other for the
meaning of words, and a student who knows the meaning tells to everyone in the group. When there
is nobody to know the meaning we ask the teacher to tell us...we do this when classroom activities

are given, not while he is teaching...our participation in our group varies from student to student.

Tigist — Definitely, we do! The clever student in our group waits up until the other students guess the
meaning of a word. Then, every student has their say, and finally we all agree up on a meaning. To

check if we get the right answer, first we ask a representative of another group and then the teacher.

Nahom — We work together by helping each other...we pose questions to each other. We crosscheck our
works before the teacher starts teaching. If there is something we all do not know, we refer to a
dictionary. Out of lack of interest for English, some students do not like to work in groups or make
destructions. We identify them and report to our teacher.

Selam — Yes, my group mates and | work together. | ask them when | find a difficult word, and they too
ask me likewise. When we all cannot be sure about the answer our Ambassador goes to another
group and asks what they answered...The Ambassador’s role is asking answers from another group.

Similarly, the Ambassadors of the other groups could come to our group when they face difficulties.

Miftah — When a classwork is given for us to work together we help each other. There is a student in our
group named Eyob who is a low achiever compared to us. Our group leader tries her best to help him
work with us. She also helps us help Eyob...I am the Ambassador of our group. I go to another

group looking for the meaning of a word we could not know.
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Q#6 - Have you ever played games in the classroom when you learned about the meaning of words?

If yes, how often? And to what extent were they helpful?

Biruktawit — No, we have not.But I think that could be nice because most of us likefunny things...My
fear is that if we play too much games, we may become inattentive to the actual learning. If, for

example, | love playing so much, my full attention will be on the games, [not on the learning].

Dagim — | do not remember us playing games in the classroom. We ask questions in our group when
there is no teacher in the classroom. We organize that in a kind of competition by giving a point for a
student who gets a right answer. But when the teacher is in the classroom, we just follow his
instructions.

Tigist — We play games among ourselves only when there is no teacher...I do not know how it would be

like if we learned by games.
Nahom — No! We have never played any game.

Selam — I do not know...I have never experienced such a thing. If we played not too much games in the

class, | feel we would be more interested to learn English.

Miftah — No! But | would be happy if there were games.
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Appendix CC
Transcriptions of Pre-intervention Interviews (Main Study)

Appendix CC1 - Transcription of Experimental Group Students’ Pre-intervention Interview (Main
Study)

Q#1 - CAPINHE PATT FCHP oo TO/NYTOEAT?

+ao0Ty — AP:: RIRD7 AOLPAU-::ATINHT T hEA O-OT NI°T9COT LH CPATT FCTI° TIOP Z38.0-9° avG1C
LALNTTA::

aPLA — hP:: KNG T N HALIP avGICT avTIC ADBAD- TINFI® TICTFT avaAK:: AIPAN, AT 478 AT @L9°
FPUCET AenCO 2htC NPT NP A7AHST 027 9P51C hEADAU-::

TNEA — AP:: (NI° AD{AU-::U-AT° DUART AOSAU- OFAL L° T1007. A%%0 PATINTT AT TIOPT
POLATTA JoNTEEIC ATINHT A2£GICT DAt IC av00F R&TFA LIAHTA:: ATPAN, ho-sp» A1C hol.aom-
APTF IC ATID-¢1G T MRETT AgParA( T ANA(LPT AGPIIAR DLI° LA DL AT NFPTF L8 haPT o
AGPITTF A84.0 PATIINHT PATT T10P MPL, 10+ NP ANOAU-::

AADRI® — AP:: hi aoiC oL LALATT AAASLO PAT NF ABPT ATTILHT T NAMPAL 10+ PPNTEEI® ATINHG
AP ARG 27 AAPIS H0H F914 KLY AATLEAT 10<:: . A89.0 PATINHT PATT FCTHI° avai(
LALATTA AHLI® £9° MmThé ANL-AU-:: ATPAN AGS.NA PATINHT PATT TCTHI® ASO-<P MATINHT TIVCTH
Té TMmyT A7LGaPM PAHGA::

LA — AP I WTILHT aPTIC hDSAU: PPATTY FCTIP TIOPI0 DIRDT WISDPDG R MmPIOD PUHG
ATIVLHEY 07N A9IC 2127 av6C N9 e APTF OC N7 900+ ATFAdu- NP ANOAU-::

(ddof — ADLLT AATLMPIPIRTINHG aPTIC PALATTA:: DLAA A1C NEL: DI +IPUCET AdPehdn hd.Al:
AATLNPay (A TPIAHE FIPUCT 20H PPy A AIAU-. DA TPIAHE TIUCT TICT avhd 0904 7 +CHI°
TDP ZPLU-I° aPGICT haPCAAU-:: LPATT CTIP 0999D-P A28 AD- NELTET PC 9°00H9° 4G TINGIP
heTFAgP::

Q#2 - PA2.T A%.0 APINHT PA TCTI° A@h/A0PT LH L4 LAVA/LATA?

FaOATT — AP:: PASAN CATIIVHT AT THCHI® TI0P KPINHTET ATSATA 4850 0P AQNAD-. nAbeT +o14PF
AP PN PUA LATITA:: ATPAN, A2E AD« TEP (L@ aPavAQ WFAAU-:: AGC ANTADP..0
LALATTA.NACAT A1LT CATINHT PN ATIOP Lt AALCAIP:: 17 K18 TCTHaP7 Ot ATV OO TLT
ALCIAU-.ATL 7 AmPav AATLTA ANGPCAT ATPRE-AU-:: NACAT PATLT PO FCTI° T10P PANT Lot
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ATINGE NF ARLAIC NP ATPGAU-:: PHAN Ad-PT ATPPH ALAIAU-...TIP PASEN PATT TCTI° AT18.0DR
harnd-Ou-::

PN — APV HAID- RINLD-F TIC a2 T 27LLALNAT 11C AND<:: L4 &tC aPPT hdAIAU- AT (AT~
eI TIC ATTD- @ VATE ARPLN LavM) PabAATA:: ATINHG (1ALE ATPSICS Al PATT ATIDP POALET
nAh 0L L9° ZME T AmPTINU-..AACIT OAZE ARSI AE aPMGI® P 730 ALTA::
POHOANTFT PaPBavsQ AP hB T OAHY hé-(h TITGT AANT:: OO PATT FCTI° AD<P Atk? aPANANG
GGt 11gC P0Gt RTFAAU-:: ATPINHE aP91CT ATPTT A8 LI° 00L& 9P hFAAU-. NG ONT A28 AN
SO O NALFE IC AT APMPI® APNEAU- AT A% PO NON aPCAT hALAT:: AR AT hNe:
i R4 PATT APTIC hPNE-AU-::

TN — A7 A0 PATINHE PO WT8ODF AP LA LATA:: ALEET avCRT WIRIPTAG (°PPU4
P, 0NHIPLDT) a0 WIRITA LOATIA.LATLT AN CATIINHE PO FCHI° T10P AnFAL e87% hutet?
A9I80C LmPavGA NP AdAD-:: NTL.PPAOD- havt ML ANF NEA ASAT hANG A8, LaPANAT7
FPYCET MATIHE 10+ P9°77IC:: AAHY PARET T10P VIHL FIPUCHT AL FIC AT8L1Tav™ PAHTA::
APAA, PNEA NG NI0G PATRT AG.0 PO TCTI° PONT aodte NhOTTT ATPIPUCTT ATIART AARAU~::

ULHARI® — A7RHL (LT (&0 Pav o900y AT LATTTAN:: havgst BAP TOLDT IR AT1&IPANS (I PATT
A2L9IC P1AATA:: I T6n14 NFA D-AT ATPATE PAT GATF AT9mIC LmPITA::

TNk — LOTE PLCITA WU +anT16 PATT ATIOP GATET PFIOLPA::
(kdofh — NG 20T LATIFA JPNTLEI® 077 PO MAD-PD- FC AWUAPTT ANGS ATTIPP WTA 10C::
Q#3 - PA%4.0 ATINHE FATT TCT° AFTISETU- W1 T SOTIOLTAN?

FaOATY — (PATIHE PATT FCHIP) QU0 AR K710 a0V PRTINHE PARTT (002G FCHTFOY
LINLEA OLI° LA 0T (16 NPOAMT AAGA PAFTT AT RILITC BLATA::

aoPLA — T100FIPLT W48 PATT blackboard (AA8) AL (19°2&G AT AT TINNTNTFD- (199£:4 102 LPAPET
TCHIP TIGO<P NPT L° (ATICT LTLTIPATA::

TNEA — (TALP P71 1@ PTLONTICLT:: APPAN (1AL P70 DT A%%0 PAT N LR4TFDG K018 7T PA
PNEEAG T BTLTIPATA ORI T N1 ARCT LAMTA:: QUTP PTALE PATT AILTDP LLCITA::

dhd® — PTLONTIPLT WETETe 014 AIND- NTLFAD- aPAD- 1D-:: AIPAN, ATPOHE NEA PHTICTTFO7 AN
PAT LMLPTA:: A%%0 PATIIC blackboard (AA9) AL LRGAGTA T T¢14-617 (paragraphs) A7€:60
LMEPIN Wr9.U-I° OTALE PATT WIETHIPL PLC19A::

TPhA — AHIPLS ANT OE-PT7 0N EOFDT Phad 1P T BAMSA::
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(bl — H-@-7 L1 PATET blackboard (A08) AL LREG AT LI LAVF¢T7 AL ATIANTFPAT::
Q#4 - PhARA RPINHT PATT FCTI° ST VT a0 718 FOLPAV/FOFPAT?

FaONTY — AP:: hORPAV~:: aPIPYLFT PoLOAHIPCOFT a0 718 AOLPAU-..T1C T ATPINHE? LOAT NPAN
R2TTICOF 00,9917 a0 18 (LTC A& 10+ PPNIEEI® Av-T NFPITICOT aP 718 U9 18P T hQLATIP
ATINHE a0y 0P8 RIROT ALPAAT 07T PG (T TC U-g° 014 WTIINHT TIPVCTHT
PaTIC AT ASLD BTAN::

avp2Q — avgPY4. P99 PAFIPCIE aPY1L ASG 10+ L0 T (1d- ALAT NHD<7 LH (e ATPRAO ATPNE-AU~:: AT87L
LH 117 ALY AIPTE AenCAD- ATAAD-::

TN — AP:: PTLENTIPCOTHT P78 hDLPAU-::

LHAhI® — ATIHE P9°TTICOTT 00718 ADLPAU- PPNZEEI° PhEA AGI° LU-T 0T (g~ aPhdT ATIAHE 087
ATLTTIC APMPavTy jm-::

i — AP AOLPAU-::

(k-dofl — ATILHT PIPTTICOTT 0P 718 hDLPAU- T1C 17 ATIIVHG T AaroIC hHY PAA A AA @718 (LFC LOAT
LOTE APTAv-::

Q#5 - tA94%.0 ATIHT P47 ACTHP (14 hhed 28FTV/M G 006 TOEAV/6LATI?7avAGU/T AP hiPt 01977
aAN-?

FaOATY — Al P07 OF°FF AOA 1T (R8T AXT TIC T7 FFOANC aPAdt AAATPLIIO. AHPE avgoyCiFFr9e
A0L7T A2LI0EG RTLRLCT (&P TT AeOM9°:: Ph&d (g @RI T (il ALOT ANC hevhdt LAP a7
PIYD-p@7 TPE (160, TPaPAN LPAGTA.. ANTB8G ANET NHE SOAT O Mm.F 9T ATPSAT NP ANNAU-::

aPLA — PI°0L-D- TIC ALAMT NEATII® -L7T° A0E-AT:: aPIPUEAT ARS TR TETT AL ATRGA OHI® aplt
APLEEF WTPNLLNT..0PTPV4 PTLAMT OGP AHOF L TO0LT AGPALT LavF:: 0QavEI® 17, P
T1C 09N Tét 102 ANE aPlt ATLDS. (9o-HANC aeOd-T L0 BAA:: 77 ATILEAAT L9° (D¢ arhic-t
IoI° LRCAIC PPNILEI° GATID- P TIC TIDP 1D-::

TN — hGA OO (L7 A706A7:: 20T 01627 170 @29 (FHhhd AAGE OLhGA horMy- PAsv~T7 L7
AL DC AaPANCS FhhA aPP7 hAGPIPET RIAKE-AU- SU° hCA NACA A787145% LmPavSi. A18T7
dictionary (a°H10 $AT) A.TE7 AATLTFA A2978 AATALE PAT FCTHI° ATMLLPAT::

MAARI® — NhGA 285E IC AMG-AU:: NATS AATAT (FFT AAFLEET AN a0 T AANT:: (e TI69°
PP FDP@-7 TIC AMNT NAIEY FCTI° PAD-9:: QALY P9°FD-bd7 11C AT 2+ AOAT 9904
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ANV DANAILL 9°79° AT PAD-P..AIPAA, (AL (F&7F TAT Phl £CA Lh9° P +T6PTF 10H PP+ FD1S
PAPHVEDY PHIPUCT AL TPT NaPATt T4 Ot A79.00° M- aOCET 1M-::

kA — NALSE IC (9PLL8T ANCT WINGNT:: DAL TPRPT ALLITT] Ame P FPAV-:: Al(+I° DAL TPEPT
(LOTT LMEETA:: LPNT TCTI® PUID-PD- NPT I°7 WL ATP1FPAU-:: AT L1°14-G A\

(ke-dol) — PATLT DAL PA TFCTHI® NO-LTFT AAAT AT% ALDPD- AATLTA €77 ATON8AT:: LUTT (A 9°F Tk
10 P AP aPANT L1914 UATII® AGDPPAT:: (LY oAl (9Pl88F ALY Wid-NY:: U-ATI9° ot
ATFTT nCa? OLhGA harMy NAA 0017 AGaPahe-\7::

Q#6 - NARS40 CATIINHT Pt TCT° (19150 OPT hed OQT M PFOT7 tnm-F-Fu-
FO-PATU-2a000UM AP WP 7°7 PUA LH? WP.09° 9°7 SUA MPa@D-DA[GA?

+aOTT — h&A ONT BPFPTT FBOFT AGO-PIO:: QU ART A%A 10 AFINHE HT QA aPAD: (LAT PAN 2AA
AP AANAD~:: ATIHE? QP N77IC £91.00FG QAR TRD- A ATIOP MPTLLUGA::

avPPA — PAIO:: JOII° AQYT P TRDFT AGD-PIC:: FANGC P99 0DP ALAPANTIC..(LPT TC 17 hé& TP
LAPAAGTA:: BV Al PTLATTY 1D AT 927 ATTLOAN: 917 AAD-PIP::

TNEA — WILRPT LBMC ARLBMC AAD-PI° 17 W97 LH 400717 (dialogues) A70&-A7..ANLT W& TNES
A2CTHANC P91.PLCT s PFOTT OHROTINTT LH 17 AAWFOOIP. A8 T W1 AT W78, e PP T
Navsa,@+ avaYC A PINHG T ATPTIC ASG LAPANGTA::

AARI® — PA9°:: A7 hEA OO (nPF ATTIC 2PCS (1688 PTIC W77 16 ATEIC 10+ A1 T77 Me9P
a2 héF7 F (omPI® VHPPUCHTT T4 Ot hGaPMAT 1P AAA(I°:: (e PF ATT0R T FIC 17
@ +994 avsryd+ AATLOL Té SIPTA::

TGhhA — A72UNZ00 O AbeT FIPUCET SHALE TICT? NN ATIALT aPIPYCFTT PTINHTISP avCE avdseP T
OLNGA PHD+ Lavdl:: PRIFINHG aPIPYLTT U7 AONTT DLI° ¢ PFPT7 FmPI° hPD-PIo::

(k-dobr — hGA OOT RLPFOTT CHBOTINTT LH AAONFTOI0:: AT PNhC NhlOOT P7 OF 03P AP T
00N ANSFGA::
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Appendix CC2 -Transcription of Control Group Students’ Pre-intervention Interview (Main
Study)

Q#1 - CAPINHE PATT FCHP oo TO/NYTOEAT?

NGHFPT — NAnPAL AIVHET 0FAL 9P av§1C avaiC LALATTA:: AteT? (NUdefF) avaqa) Ae0LA+T9°
0k ARYPT (9PEaDP avqC aOF AT TTAAN AEAIAV-.LPATT FCTav avTICI° LALATTA JPNTPH Ailr7
TmPL 10 RI°GIC...0A%%0 FATT TCTI® AT10Pg® dictionary (e0H10-FAT) AMPI® OLI° avI°Y AT
ORI ANT APTT ANLP AFAAU-.LT° LHANE (FALI® AGE Tl85 AT

£99° — KPPILHE aoIC PARATTA JPN2EHEI° A% TICTT AILGD-P AATLMParTS (9°CT aPIPUC AATPTTIC
10~ (NATIIHE ©TALE hUART avhhd) AAAS4.0 PAT FCTI° ao@iC PALATTA...£549.0 PATT TCH® T1OP
7407 A2LINRT AvEUISETT TEE AMRP ATLaPAN BMPATA.PAN P PATT AF ALUPT WAL PV
TOP PALNTTA TPNILAEI® CATINHT 7% NUAITTT W22GENC LAHTA::

FoUE— Al W78 ATIHG 09990 AADLIPI® AAMAIP..AS88.0 PATT TIDP POALATETA TIC 17 aPIPU4 aPgPy4.
NHIGPT &t @MG PP TIC AL (LAY AL-AU-POH ATIVHE PATFT FLTH° ATIOP hGd DT
eIy (F A2LEL N AMGAU-:: FIAK NAPIATY L9° 02050 AUT A8 T8 hn@ P Fav-::

GUPI® — AP:: PR8N PATT FCTHI® aPTIC ADSAU:: (4LT7 NTLIPM: LLTET IC W18DE LmPavGA:: GAI° hdG:
£ AAPII° AL LmParTA:: (NATIINHT PHALE huderT aPhhd) 9ATT TCTIPG avqICT avoiC
LALATTA. PATIFILHT hudet P9LAAAD- N\ PATT AD-P 10 1P AIPGAU-:: A7S PA hoPh- (LPIN

ABA 77 (the spelling) ap2& AfAAv-:: PATI° aPR& FCTHaPT ATIDP LMPTIA::

AAG® — AP:: ATIINHT T FALI® 0PATT TCTIPT grammar (APAD-) avaIC 0 LATAATINHT ATPTIC AmPAA
AO-<bk 1022 Ot AEPEIC MLH APRLNG WG O-OT 0729 T AdeAtq h9Phé-Av-:: \H@7 LH PI°0HG
NG PLTVT 1@

&IV — AP ATIHT aTIC AOBAD- PPRIEET K17 héG A&CDL PFIC hAIAD~::
Q#2 - ALY ARA KPINHT PO TCTH° O0h/Q0F0 LH L0 LAUN/LAAN?

NehF Pt — 0avG1C Fhe 07 ATSATA AATLMPorTy LA LATA ... RATLT A% PA TCHP TOP STVt Omb
ATLAAAI® TN 1P ATPGAU-::. I [PATIANT] PATT P AARNALL 9°G1C ®LI° hAPT oC avaqnt
ATAAU-. .. O FANE PHTICh T TIC A7PD-BATY AAIPLAT (LT (VT AP A8E.0 PATPIANG SATT

AICFPAU-... TIC 7 NH DO PAT AT LPATT FCTHIP LavTIC GAYTE PATI® CFANTT PUA FCTHTIPFD-7
ATIDP Pl ALCIAU- TIC 7 £.9°19% AMIPCIP::

890 — LA F LOTTHT ARLFE ATPYIC hdAIAD~:: ATELADI® (AT AL h&EPAV~::
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oot — AP RATET WSO PA TCTI® TIOP P99 1TLATIILD h L&A LAMTA: 1277 ALC AN TN
AATOTFA (10 aoF99avy B IoA:: (ACIT FhhAT aPAd AAGPAN APC ALNEGTTI° AOTIILETT W19.00457%
AMmLPPAU-::

CUPP° — PORATEA:: PATI° ATALR TICT APMPI® AIPNE-AU=: He SONT A8.0 PA NAA TPPUCT AL APAA,
VLT AL AaP@ & FAN:: AAHY FCTaPT T10P HIPUCHE AP0 PIAHGTA:: AvT AL PI°ITILTF D7 PAT
L9 (TLPPAD- AavF AOHE NEA LHNAG NTLATE FPPVCHT AL AGTEFPAY.... A0 PATT TIOP
PILAID- £AG ATING F ALLATC. P FCTI° AADPD- A1 TP NPaPAN LAP TELDOT WVED+ Py
O@P@+ harCNAY-:: ATV~ A& 1D-::

AAT® — LA BATTS AT PATT ATIOP hazdv-::
GV — L0 LA P21 @+ h -t PATT aPAN LOTITA::

Q#3 - PA%%.0 ATIVHT AT TCTI° AlFI169T0- KI8T SOHIPCTAA?

NehFRF — (100804 e CPNT PATICT FCHI° LMLPTA:: £77 NADPID- LT HCTI° R1LGA::

899° — MH-@-7 LH A84.0 PAT PA0T NN 11C LAMTS PALTETET PO TCTI° ATLIPCD-PG A 7L5IGD-P
agoY LTy LMBPTA:: FCHIPEDT NOPT AT1P1LPAT NADPT L9° Al TPANTF DT L1915 27000 I CNTY
a8 WOLPAU-::

60 — (1 blackboard (AA9) AL ALE T TICTT LR&S P70~ FD7 AT PAINOVFPA:: NH.E CFPAT TCTHIP
AIRIPGOPDG R TIIT LMPPTA:: NOPIO WA ALGT TIC LG4 i NADPIO- FCTaPT R191LGEN...
avEavg @ FCTHavY (ATICE 8191475 SATPINHE FC1>7 blackboard (A0R) AL S&XEPA ... A PATL PA
TCTP° A% DT €77 081G AR AR EPAY-::

S — FALE DAL PATFT NGLG TICT AT PATS blackboard (AA8) AL LX4TFPA:: DL LPAET FCTIP
QLG 4G AL BMBPTA:: FCTIT ORTINTETI® MATICEI® 100+ 099191472

OAF® — H@<7 LH PATINHGE PA blackboard (104) AL LGS +CTo>7 h dictionary (7PH10 PAT) @LI° h
library ((LH-aP2V&T) W21 LMEPGA:: library ((LH-0PZUFT) %87 dictionary (aPHI0 PAT) AL 0PN
TCTHP° W7 R AD- MRPT DL NGFA hGoPMAT::

&IV — K80 PO L1912719 ANL1D AL EMEPTA:: LUTT PULLLCID Nk IC ANLT (TN OAATTILAD- 1@
NHD7 LH 17 QA verb one AT verb two 1@+ 999,00 9Pl 7+

Q#4 - CARAN KFINNT PATT TCTP° 091907 071 TOLPAY/TOFPAT?

NI PT — AAANT FTI8PT RAOPI°:: AR 17 AQTTISETT WET 0TLe0TIPCOT P71 AE& 10+, 4G Ot

ANFII60F T O FTT AONTLEALT L0 ARRAU~... NEA OO ANTII60TT PTLADT TIC AePnF AT
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ATPALTFI® APhe-AU-:: (T A7 17 8PAFT FCTI° AT1DP dictionary (PHIN PAT) Neombd® POT OL-PT7
TlIVE hG-Av-:: 4G ATINE AATLMPaDT F ALY AT FPUCETT AaPlS T AATLENHT A8%.0
PATIINHE PATT TIDP ADSAU- ATLPPAD- Gavt 0L AOTE hEA AAG ATHYT PAT A7L 24N Qi AT
TIUCT AL AMPINF@- ATFAAU- AAHY 4157 ATING F ARLATV::

BP0 — WP ADEAD-:: aOIPYLTT aPAABPTT W18 NS NG 2L FTFT A2L79IC 091.0LCT Phed (&P TS
0t 0C-PTT LAMGA::

ToUE — AP hOLPAV-:: NI EI° avBavs@ AL Aapav(( A7L79°NC TEE LmePTi:: L (A U-AT79°
avav(\\| AILTTTFN ALDP LPNT FCTI° LIVLGA::

QU — AP:: hGA O-OTI° (LHI° PPOVNEF DT Ae-PT LAMGTA PAL1D-TI° PCIPAGA:: Ak 17 Pas-v~T
W8I LAaPAT ANTPAT N APl ATPhe-AU-:: W78H ALC L9° IHD7 LH PAN P TERPTT ALPC
AN FAD-::

AAT° — NMI° (Té -2 AOTTICT PAT 1@~ PTLav(A:: IPCT av9PYC ANT PATT WTLTTICT A2L7G T LAAIAN....
TIC 17 W38% A1t (ATIAHE NHI® PAPT ABTT AdPCET AN Oh ATINHE Y P99019140 HE, AL Thedot
.2 NP AdNAU-::

&IV — TLEIV:- OIPYG ILLNTICLNE 0718 PATT KRG AT TLY(Spelling) AZLAAN AIHTA:: PTALE
PATI® KR ALST TICTT AT APhe-0U-::

Q#5 - Ph84.0 ATINHT AT FCTI° (rho14 hh&ed 28T/ OC 194 FAL-AU/SLATI?avAN 0 AP Pt (197
aoAN?

QNI RT — CAZLT A%O PO TCT AT10P DhGA ALTE IC NTALI° 78, IC AAC-AU-: Al PTG AQ,
PIFOb@< PN NA FCTOPT R1916-FAU-2: AOIP A PTINDPDTG AQ, PI°FOPD<7 P T1LETNT. 0277 (1é-
AAM7 ACO OACA L790-¢F 19T A0L..9PATPE ALOMT APOLLTS PTLEPTT aPhd ATITTF K1Phe-07::
OACDT P0L7 A ANMT PTLLANRG 910G AT872L AZT Alr... ATPAN A PLAT h8%.0 PATT WL FO-P
AMFAU~:: PATT TI0P AL I0H GF QALY hB79° FOHGAT:: AdPGIC U7 LT €77 ATTATN A0L
AT0GAT R DAQ, OC aP0e T haPCNAU-:: AT AIPI0G0- 11C A 240 TP OC e 1L PATTI::

B0 — A% (L7 AN AOA 7T ..000FITH A0ET AM0GAT SPATT FCHIP ACA NCO AT ELPAT NHLE 0PNT HCTI°
PILLDP +994 AL AOAT RG14A:: PTLLD-P T779° hAA £I° AOTTI8ETT WT411LT WI@PNT . LUTY
PIPTRC PNFA ACPT AAMT 10 hOATTILT hPA ALLAT ..ALT DAT LA TATE DTS +47T LALPA::

FoUVE — AOFL8ET 10 WIE WG (8T @AT PAD- I0H 916 AMNoF FTIGPT 0Pt FCTIP AN E L1 PA::
N U-9° 916 PTLADT BAS U-ATII° A28 AL ATNTI9IAT:: Fhhd aPPGTT7 ATID1T avBavsP PAA
(27 +Oe AIMLPAT:: NP Lo AN 16T 7T WIMLPPAT::
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G — (o7 ALY KIOGAT. PERPTT KIMPLPAT AvHoISPTT TITaIC havgavs. (4790 avAdTTY
AGaANZ-NT DT oG- IC A NENTIS (dictionary) ATEAIATATILHE AGPTIC GAYT NANATO-
KT8 ATICPT (L7 PN ALLATI® DLI° &P SLAN:: RIAT ASAT AANTIISETT WY1 PAT::

0AT® — AP ALS P-L7 AL AT WH0G07:: NOL PA (LLITAPT AP FPAV- A10+I° A7LHLD* LMPEETA
ANT ACIMG ATPT ATPC LI° AIPAALLTT DL MA (187 £1EG 9°F AILaPAN: LML PA..LATPNALS &CA
haeT (85T aodn aomPP 1@-:: (1HapaAe PAAT (HEST AFPAALET TF9IC AITIPFD- LT Aavm-
[ETSE

M & FU- A1L7T PIINC-D PhGA (S LAMT A% T:: AT (87 @O-OT Lho° PA AP P7LOA AL Ad:: (-27
a7 AT IC A 0C WT8.08 SFATOT Ute FRCINT 2 ATI° W8T WL AD FAGAT. A PAT (FL7
APOALC (Ambassador) T:: T10P PAFAID- PO NA FCHPT AaPMPP OLAA (1877 hvSAD-::

Q#6 - AAAS9.0 CATIINHE PAT FCTH° MPH945:0F OP T hed O-AT RPIOF7 +onm-J-TFu-
FO-PATFU200AAU/0 AP NPT 927 PUA LH? AT9.0-9° I°7 PUA MPar@-DA/AN?

NGhFPF — AL TBD17 AGDPI® 17 AdG SPGA NP ANAAU- PPNT7E+HI® (HPFF7 910080  T1CTT AIDLAT::
77 IPSANT (H P DO T7 ATIUCE NF AM@* ATFANT 1 APAN PUA Al aoss@ (M9
PIPOLD (L7 0> (v Thedrk PTLP IO . PHPE AL 10+ [RTE, TIPUCE AL ARLAIP]::

499° — h&A OOT RPF ATBOT AAAFDNIP:: hGA O-OT AFTT4 ARTC (LPC N-LGTT TPE AIMELPNT::
£77 PRI AL FhhC ALCTY A7 FhhAT avdh 17 A28 170 SAMPA:: ANFTI6D- 17 hed OO
A Atk P7LATT 10 PPN

TNt — P LIPTROF hCA NCATT ATI1460F 7 N91eTCOT L 10+ 0PI NTDIC 17 W8T AP
AIRTUTA s W78

QU — AL P°19° P TRDT AGD-PI°::

AAT® — A% W78 ATLHYU PA TIC AT APL@PI°:: hGEA @-OT (NP H LAV e PFPT7 NI BOT ATINHE
AGPTIC PNAM FATTF PTLTLT LIPANTA::

QG FY — AGDPI°:: PFOT (LT FC 17 LA LA I0C::
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Appendix DD
Translations of Post-intervention Interviews (Main Study)

Appendix DD1 -Translation of Experimental Group Students’ Post-intervention Interview (Main
Study)

Q#1 - What differences have you recognized between the game-based vocabulary lesson and the
former one?

Temesgen — | feel that compared to the former one the presentation of the vocabulary lessons through
games is more entertaining. | mean that one was also good, but this one is better. Because this one
was presented in the form of games it helped us understand easily...The main difference | could see
is that the former one was not that interesting.

Mekdes — | think that learning through playing is better. We have never been taught through playing. As
for me, this is my first time to play games in the classroom...In the former mode of teaching, the
teacher introduced a lesson and we began to do different exercises from the textbook. Then he gave
home take activities, and on the next day again we did the same thing.

Masresha — The one we learned by playing games helped us to learn and understand the meaning of
different words simply.Although it took some extra time compared to that of the former class,
learning by games was better and more entertaining. In the former classes, we used to wait only until
the class ended, but when we played the games we did not want it to end because we were both
excited by the games and able to learn easily...the other difference I noticed is that playing the games
helped us to work in our groups well. Previously, when group activities were given we only got
together and waited until the teacher told us to do something. But with the games, we were working
together to finish tasks quickly once the instructions were explained. Additionally, I, personally, was
not interested to ask the teacher any question but while playing the games I could ask freely because

unless | understood how the games were played | could not do anything.

Betelhem — Yes, | have recognized differences. In the non-game situations, we used to be engaged in
doing other activities and had no interest to learn English. These days, most of us want to play games
because it is relaxing and entertaining. It also increases our attention. So, the fact that we played
games in learning the meaning of new words was more interesting...In non-game situations, the
effort we exerted to know the meaning of new words was low. But the games made me eager to

discover the meaning of new words.
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Michael — For me,learning vocabulary through games was better.l especially liked the game in which
pictures were posted on the board because that helped me relate the meaning of words with the

pictures.

Surafel — Formerly, I did not have much interest for the English subject. I did not have the knowledge of

English too. But playing the games is more attractive and has made me clever.

Q#2 - Which one have you liked most? And why?

Temesgen — Learning not only English but also any other subject through games is a new experience for
us. | can say that | had more interest to learn about the meaning of new words through the game-
based lessons. | do not know what others might feel, but for me, | would prefer if the lessons were
presented through play the way we were taught. | still feel that other students too prefer the game-

based lessons.

Mekdes — For me, the lessons we learned through games were nice...we were working to get more

answers and win students in other groups.

Masresha — What | liked most is the one we learned through games because the class time was just
passing unnoticed. Also, we were interested and able to work together one explaining the meaning
of a difficult word to the group or a friend.

Betelhem — Learning through games was more interesting for me. | think the games make learning look
easy even if it is difficult. We now knew words through playing. I like to learn English, but the

games made me love it more.
Michael — I liked learning by playing games.

Surafel — | have liked learning by playing very much because the games are new for me. | have never
played the games before. They are entertaining and helpful...even when a home work was given I
wanted to do it happily because | could know most of the words. As | could understand the lessons,

it was not that bothering to do the assignments.

Q#3 — Do you think that the way you have been learning vocabulary for the last couple of weeks

brings about any difference in your academic achievement?

Temesgen — Yes! In fact, | have not yet seen my results of the tests you gave us, but I think | will have a

better result after we were taught through games. To score well in both the former and the game-
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based methods of teaching, personal effort and hard work are very crucial. There is no reason |
cannot achieve higher if | study hard. But for me, I think I will achieve more this time because | can
remember more words now than before. For example, when we were learning about animals the
pictures used in the classroom were more helpful for us to remember the names of the animals. We

not only knew what they do or where they live but also saw and identified them in pictures.

Mekdes — | think so. | feel that | will score well in the test you gave us. The words in the test were easier
to remember. | was able to relate their meanings with the pictures we used during the games...More
than anything else, | can remember the game we played about animals. | do not think I will miss

even a question.

Masresha — I definitely think that | will score a better result in the test than before.In the previous test,
there were some questions | tried to answer just by guessing but in the test we took yesterday |
answered most of the questions knowing their exact answers. In fact, | may not answer some of the
questions, yet | knew the meaning of most of the words in the test.When Iwas working out the
guestions in the test the pictures used as well as the classroom situations were coming to my mind.
During the test, | was relating the picture of words with their meaning in such a way. | could

remember the new words about jobs, food items and animals. That was easier for me.

Betelhem — I think my result of the test | took after the game will be better because | had learned
vocabulary more easily through the games. | knew the meaning of most of the words in the test, and
I was able to easily answer the given questions. Had the questions on the test been given to us before
we learned them through games, they would have been difficult to answer. So, | am sure that | will
get full marks...For example, in working out the questions about Food Items and Attributes, [ was
remembering the game we played in the classroom. That was coming to my mind. If a lesson is
easier, you can easily remember it even after so many years. In contrast, if it is difficult, you just
forget it overnight. So, the lessons we learned through games, first, made us excited, and second

helped us remember the meaning of words easily.

Michael — The test | took after we learned by playing games was easier for me. In the test, | found
ordering letters to form meaningful words and matching names of things with their meanings easier

to answer.

Surafel — The test that | took last Thursday was easier than the one we took when you gave us first.
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Q#4 - Was the game-based vocabulary lesson funny and interesting? How and why?

Temesgen — It was good. Actually, some students might think that learning through games is just a joke.
But | feel it is nice. For example, | liked the one we played about animals. There were some animals
we had not known at all and some we knew only by name. So, the pictures helped us know the

names of those new animals.

Mekdes — It was really fun to play games in the classroom. From all the games we played, | liked the one
in which we threw a dice and made sentences using words. To write sentences using a word from the
list, we had to know the meaning of the word first. | think the game helped us both know the
meaning of the word and then construct a sentence using it. This tells me that learning by playing

games helps me know more words.
Michael — When we played games we had freedom, and we could ask as we wanted.
Surafel — Learning through playing games was fun and more interesting.
Q#5 - From the two approaches, which one gave you more time to work with your friends?

Temesgen — Learning by playing was more participatory. As you saw it, we have groups that work to all
subjects, and | am the leader of my group. This had already created closeness between us. Even
without the games, we use those groups in all subjects. Therefore, the addition of the games to the
groups helped some students to participate in group work activities more actively. This was
relatively better than the former one. For example, students in my group know what A2742&is. By
playing the game, we were talking about 474,227, and in the game, the combination of the picture
of the An742% and the word ‘waiter’ helped us not to forget the meaning of the word.

Mekdes — The games gave me a chance to play and work together with my colleagues because to win
group games we had to work together and finish an activity before students in other groups did. For
example, when we played the game about jobs four groups, including ours, were able to match the
whole twelve pictures with their respective words. We were one of the winning groups. We won the
game because we worked together...I am the leader of my group. When we played the game
[Memory Game] all students in our group, including those who are often low achievers, could easily
find the picture-word combinations...in the former mode of teaching, these students did not have

much interest to contribute to group work activities.
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Masresha — Learning through playing games was more comfortable for me to work with my fellows. And
as | told you earlier, the time was just passing unnoticed because we were focused on playing the

games. We were not bored, so we tried to help each other.

Betelhem — When we worked in groups most of us did not know the meaning of many words. But during
the games, we could differentiate adjectives, attributes etc easily. Members of my group were more
active in their participation than before. We were talking about the games after class and | could

understand from that that the games made students interested to learn vocabulary.

Michael — Previously, | had low interest to do classroom activities. But when we were playing games we

all had the interest to work cooperatively.

Surafel — I as well as my friends love playing. And the presentation of the lessons with games was
entertaining for us. We were doing activities by asking each other different questions. Like me, my
friends were also working happily.

Q#6 - Can you explain the interaction you have maintained with your friends after you began

learning vocabulary via games?

Temesgen — As | told you,my classmates and | often work classroom activities in groups. Most students
try to contribute to their group although this depends on our respective ability. During playing the
games too, every student was trying to be a better contributor. One thing I should tell you is that the

focus of most students was on doing the game activities, not recognizing the meaning of the words.

Mekdes — | am usually in charge of monitoring our group work activities. We were playing the games
freely and nobody looked worried about what else to do but play the games. Even at home, | was
showing the games we played in the classroom to my parents and siblings...as a student, I could
improve my skill of writing sentences...I was trying to use the words we learned to construct

sentences.

Masresha — [With regard to the interest of other students in my group,] we just made playing the games
pure competition in which every student was interested to participate. Even some of the group
activities in the games required competitions. Students in my group were trying to win the

competitions as much as they could.

Betelhem — In my group,my responsibilityis ensuring the active participation of group members and

overseeing whether they really follow what the teacher teaches. For example, when we learned
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vocabulary there were many new words. A student asks the group if there is someone who knows the
meaning of a new word and gets the answer from a friend in such a way. We do these things all the
time, but during playing the games every member of the group was doing this with interest unlike
the previous times.

Michael — In the first game, my group mates and | were working together to finish and be ranked first.
We were ranked third at the end...I do not know what my friends may feel, but I personally liked
playing the games and working cooperatively with my friends...I was eager to know both the results

of our group and the test we have been taking.

Surafel — Because playing the games gave us freedom, we were fearless to talk to each other and also
pose questions to each other...From the games we played, I liked the last game we played...the one
we were throwing numbers [dice]...to play the game and make sentences using a word, we had to
first know the meaning of all the six words on the blackboard. That made us know the meaning of
the words well.When we were working in our group there was a time my fellow and | got quarreled

because we were in hurry and did not want to lose. That has a nice feeling.

Q#7 - What are the problems you have noticed in the game-based vocabulary lesson?

Temesgen — When we were playing the games one of the problems | noticed is the noise because some
students consider it as a joke. There were times students were laughing beyond limit. That gave

some students the chance to disturb the class.

Mekdes — Compared to the benefits it gave us, | did not notice much of the problems with playing the
games. But for some students who do not care whether they learn or not, the game situations were
opportunities to disturb in the class.

Masresha — What | noticed as a problem is that because playing the games gives freedom some students

could create noise...They may be careless and unfocused as a result destructing others’ learning.

Betelhem — I did not notice a problem with playing the games.With this regard, a problem befalls when
playing games is seen as a destruction of learning. But what is important about games is that they
make students engaged and self-confident...there was a high sense of competition among ourselves,

and I liked that. We were trying to finish ahead of students in other groups.
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Michael — When we were working matching pictures and words there was ho much noise in the
classroom.But when it was time to know the final scores at the end of the game students were

shouting and making noise.

Surafel — There are some problems with students’ classroom behaviors. There were also students
disturbing. But the game was exciting that they stopped disturbing after a while. Only some of them
were disquieting...I would love if games were also included in other subjects. That could help us

gain more knowledge without downing the lessons.

Appendix DD2 -Translation of Control Group Students’ Post-intervention Interview (Main Study)

Q#1 — Can you describe how you have been learning vocabulary for the last couple of weeks?

Biruktawit — We were learning about the meaning of words, speaking, grammar etc...we learned about
the things different people do. We also learned about food types...[Our former teacher] also taught
us different words...He used to tell us the meaning of words in Ambharic...For example, we learned

about what animals do and where they live.

Dagim — We learned different things. We were given tests...We learned about ordering letters and
forming words. That was interesting...it helped us know the meaning of words easily...I mean, for
example, | ordered the letters and finished quickly. That helped me know the spellings of words, and
their meanings too...after we finished the ordering, in our group, we were talking about the

meanings of words.

Tigist — We were learning happily... mostly [our former teacher] used to translate the meaning of words
into Amharic, but this time we learned the words in English...by writing sentences on the

blackboard, by choosing similar words from a list.

Nahom — We learned many English words. In fact, [our former teacher] also taught us different words
and also gave us class works. We learned in the same way...the difference I saw is that students
were disturbing when you taught us because they fear [our former teacher]...when class works were
given many students were working actively...we were comparing what we did after we finished

ordering the letters.

Selam — We were learning vocabulary of jobs, animals, and foods. We knew many words...yes, I wrote

sentences on the blackboard. That was about fruits. | also tried to read that to the class.
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Miftah — As | told you last time, | like learning vocabulary. | was learning happily when we learned new
words in the class...I worked my assignments quickly...by using dictionary and asking my
friends...For example, we were using words to write sentences on our exercise books. We then read

that to our group.
Q#2 — When have you been more interested to learn, now or before? How?

Biruktawit — Both now and before. It has no difference. As long us what we learn is important for us,
both are the same...[Our former teacher] was very understanding...we could ask him whatever we

wanted to...Likewise, we asked you things that we could not easily understand.

Dagim — Both are the same. The only difference is the teacher. Actually, you used more English than our
former teacher. But I liked that. I like when people talk in English... With regard to words, we
learned in the same way. We were given class works, home works, and group works.They helped us
to know different words.

Tigist — I thinkI liked the way you taught us more...I was trying to answer freely. So, I did not fear...I

mean | could fear formerly.
Nahom — | felt the same thing.

Selam — | liked the way we have been learning now. | do not like to learn about grammar and passages.
When you taught us we were learning many words. We were writing sentences, reading to others,
and also collecting letters and forming words. This was nice because we can learn English easily
when we know words and write and speak. But learning about grammar and passages does not make

me happy.

Miftah — | was interested when both of you taught us.l like knowing new words so | was learning in the

same way.

Q#3 - Do you think that the way you have been learning vocabulary for the last couple of weeks

brings about any difference in your academic achievement compared to the former one?

Biruktawit — What matters most is the time | spend on my education. Whether the teacher teaches me or
not, unless | study hard, | cannot have a good result. Not only when we learn English but also the
other subjects what is so decisive is our personal effort. [When | say this] | do not mean | can be a

clever student all by myself...I ask my parents and my teachers when | face a difficult question.
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Dagim — I think | worked out the tests you gave us well.l guess I will score more than ten in both

tests...Also previously, I usually scored good results.

Tigist — I don’t know. I have not yet seen my results of the tests we took. [Our former teacher] always
wanted us to score good in English. He gave us tests out of five or ten points after he taught us
something. He also gave us group assignments.\When group assignments are given we score good
results because we work together and help each other. But you gave us tests out of 20. We did that

independently. I think I will answer many of the questions.

Nahom — I don’t know.I answered the questions I know. Thetests were neither difficult nor easy.

Selam — | think so. The questions are about words. | like knowing words and | knew the Amharic

meaning of most of the words you taught us. | think I have answered many of the questions.

Miftah — Our former teacher gave us tests frequently. He teaches us something and asks us questions
when he thinks that most of us have understood that well. Because the tests did not have many
guestions we could answer most of them. But the test you gave us has many questions. In fact, they
are what we learned. If it is not because of the number of questions on the test, | think | have got
most of the questions right...from the questions [on the test], I liked the one which asks about

ordering letters and forming words. | also liked the true or false questions.

Q#4 — How much interested were you to learn vocabulary?

Biruktawit — | always have a very high interest to learn vocabulary.
Dagim — | had a high interest.
Tigist — I like to learn English...I mean not only words but also others.

Nahom — I have interest to know new English words but when their meaning is asked | may not answer
them. I think I prefer learning words when we write sentences...my friends also tell me the meaning

of words.
Selam — I don’t know about others. But I had a high interest to learn vocabulary.

Miftah — I was very interested.
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Q#5 — When have you got more time to work with your friends, now or before?

Biruktawit — We usually work in our groups. Although most of the students do not properly work in
groups we always work in groups...there are some students who would like to disturb.These
students disturb and talk instead of helping others... When you taught us we were working in our
group. For example, we selected one of the members of our group to write on the blackboard a
sentence we wrote about the things people do. We also crosschecked our answers of the words we

formed by ordering different letters.

Dagim — We do the activities our teacher gives us in groups. Sometimes, we also do privately. When you

taught us too we worked together.

Tigist — We have one to five groups...we use the same group for all subjects. A student from each group
is assigned as a leader by the teacher...Since we use that group to work together, we worked in

groups similarly both now and before.

Nahom —We work with other students together...It is the same. But now we are more relaxed because we

can ask any question with no fear.

Selam — | think it is now.Although we have one to five groups we did not use that properly. But when you
gave us group works we were doing happily...we talked about animals...we also worked the one

you gave us about categorizing similar animals by helping other.
Miftah —I think it is the second one...but I don’t know how.

Q#6 — Can you explain the interaction you have maintained with your friends in those days?
Biruktawit— As | told you, we often work together, yet there are some students who misbehave. Other

than that, we were working by helping each other.

Dagim — We were helping each other. After working out questions together, we crosscheck our answers
with each other. Again, if there is an answer we are not sure of, we ask our classmates in other

groups. And if they do not know it, we ask the teacher.

Tigist — In working together, all of us were doing what we usually do...I mean the group leader was
monitoring the participation of every group member and the Ambassador was asking the other
groups for what they knew. And the rest of us were participating in answering the questions. But our

participation was not equal. Mostly, the low achievers keep silent and we push them to participate.
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Nahom — I do not think the way we were working in our groups was different from the former one.

Selam — Workingin groups isvery good to everyone. But mostly, instead of helping each other we were
working by ourselves. Becauseeveryone wants to raise hands, they finish their task and want to

answer a question first. If that was not the case and if we helped each other, it would be good.

Miftah — It was very good. Because you were encouraging us to work in groups and giving us enough

time we were working together.

Q#7 - What are the problems you have noticed during those vocabulary lessons?

Biruktawit — The main problem I noticed is that many students were disturbing. Most of us like learning

English, but some students do not. They do not do their homework properly.

Dagim — Although there are no many problems some students do not come to class finishing their home
works. They come to class and copy what we do. This does not help them. But if they come to class
finishing their homework, it is good. And the other one is some students disturb in the class. When
[our former teacher] was teaching there was no much noise because they know they get punished.
But they were disturbing when you were teaching.

Tigist — There were some students disturbing. They were not following the lesson. Other than that, there

was no problem.
Nahom — | did not see any problem. It was nice.

Selam — When a class work or a home work is given some students do not like to work together. They do
not want to help us.

Miftah — | have not noticed many problems. All of us liked the way we were taught.
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Appendix EE
Transcriptions of Post-intervention Interviews (Main Study)

Appendix EE1 - Transcription of Experimental Group Students’ Post-intervention Interview (Main
Study)

Q#1 - P OthetthS P At RHF CATINHT PATT TCHI° PoTIC L& avhhd 77 P ARYRTY
AOvi@-AYA/AN?

Fao07 — N0GAE PC AI90C A FAT FPPUCT M PF aPAl: 0L LOAT P7LLALNAT 10 NP ANAY-:: 710k
PEOP° T4 104 LHT O 17 ¢HAA 10+ LT D NenPF avhhe AAPLN (PAN ~A78.107 L&FGA...L00~T PT
PG AT 92T 10 004k 7 LU L0 ARAI® TNC::

aPL — (enPJ ALY aTqC ¢HAA 10+ 1f AANAU-:: (eRPI ATTNRYT TI°0T hTDPIP:: W85 G D-OT
RPF BT 0 favBavg PP 1@-:: 104k TI0TI14L a0 AQTII69TT AN A& TPUCT LT PO-+7G
naPUG AL Pi PHALR aPATPEPTT avait WTBI°CNT:: LY NFT7 0PN TF @7 faMTS A7815
N7 PPAD 7 T RTLCONT::

TN — P KOHBOTT CTTICINT SHALE PATT FCTI® MPAN AILTTICT A907 L&AGA:: hridrk h&eA LH
IC L196C F6n14 Okt OO NenPH av@IC SHAAG LOAT AHSTT 10C:: NLEE hGA LHPT LHO-
AONLLAS NF I10C 291N NPD- gPFOFT ATBOT 7 AANLLAP AP 10C PN 798EI° NenPFPE
TO07 10C ARG L9 NPAN aPTIC FATA..AA LOTPANT ARTT R PFOET avsr,t ((+-GF7 O-AT
070 A2&70¢ AHGA:: N4 P87 APT ALAM<T HI° AT ANLT WTPTS AATT168TT PP 116 AONTLY
L0 WP INC:: M PFPE 7 010D 011877 (A PN ATPeRLA ANET O30 10C:: OFenoTST°
A 00N ANFTISETTT ATPMPP AMLAII® I0C e PF ATBDT 7 19 PE °n®P FLAV- PPN 9EI°
RPFPET W18t a0 BT KH8ANT PTIAD-P NPT 9°79° TIC T4 AATINTA 10+

Otdded® — AP ARIFTTT AdFO-LAU-:: LIT (games/@PFPT) AT HEOT v ANT A&PTFT Navact
AAPIMIPL ATINHET ATPTIC GAYFE AATNLTIO:: Av-r AL 1T HPFTFT P BT hAINT
FONILEI® L AATLAG AATLEHGS 10« Fed FF729° PnIPCAGA:: DALY PASSA PATT HCTI° ATT10P
RPF HOFFT eNAM AALAT 104.. 29T (games/ehPFPTF) AAFNFENT h8%.0 PATT ATIOP PPGRCID-
PLT RIOET 10C:: gPIPE A7 Ch84.0 FATT FCHP ATIDP K132 hE&CIDT::

ThEA — AL CPATT FCTIP (P aPTC AN I0C:: OFAL £9° AANTT board (AA4%) AL TATLD: P10L0T7
MLPF OLBPAU- PPNILEI® 0PATT FCTI® NAANC IC ATEHIPS LePGA::

(el-dof\ — N&F ANTIINHT FIUCT NHI® GAPE AAINZTTIP:: PATINHG AOPTI° AAINLTIIC:: ¢ PFPTF7 aven @t
T7 20 PTLA (LT I0H A2& VY AL CIFA::
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Q#2 - h&ES hoer N2NAT POLEN/ LD P15 D7 10-7209°F?

Fao0TT — WIVHT QOF ARUT AA TTTE@TI° FIUCT (el P I ATTNR T aPIC ARG h4.A TIC 10 énP QAT
a1 APIC 10 PASN PATT FCTIP 0TI0P AN €AY LA TINT ATAAU- AT 907 AILTLATPFD- W}
K78 OB 17 A RILATICIO FPUCHE (6P AT T (LPC: AaPCNAY MWATI° HTISPT P
PR FIPUCT LaPCAalfe 0T AThE A0

PPN — AhL e PF A9TNL T PHIICTTFD- FIPVCHT hS& 104 NH PANTT AdPaPAAS AT (F&FT D-AT
POT HICPTF ATTRIE A0 10C:

MNLA — (MI° POLL N NP SHTICIO-T 1@ PNTEEI° WA LED: AGDP@- ALEL 1NC:: LI°° PATLT AL
PO TCHP KT ANLGTT ORI AZLETT hICT FAZT 1047 ao0eT TAGA::

FARI® — AL N PF AT avaIC SAAT L0 £A 101C . PFOE NOE (LPTI° A FIPUCT PAN A9
PN AU-T NP PATT ADPGA:: WTPILHG avTIC 80 LATA L PFPE LI° LNAT K7L DLD-
AL CIDG::

Ghhd — R PF WO TBROTT 00994 LB PAY-::

(kC4of\ — P AT T av992aF77 NMI° OLEPAY- P 70+EI° . PFPT Ahs ALA TF@- hHY 04+
TR FFD hBAD-PI® AHSTHS MPTL GFO 00+ (1 ALAMT A 20 XY I0C avhe-t PI°.A FoN2LEI°
NHPTT PAt OP T2 INC FIPVCET aol8%F AAFAR 00T 0e-PT7 avhict NHI® ALDNLIP I0C::

Q#3 — AN FATT FCHP° P (T o1& havmicy/i 044G A (O-nAV/0 AL PAPTH/T@- AD-T
AN?

0T — AP OACIT PAMTTY LASPT Ot 16 ”ASUI® T7 NP NToICT 134 HAA O-mt AavMAy: NF
AOQAD-:: (&P 1 AvT 0GP DFIICT 08A T4 @M ATIPNE A TS MINE oot (N> 0N
FFO MTNe NGV NETE OnA PTIACRMNT P PPRTLT PATP:: A 1T AR BTN PP LAPAATA
PRIPEP NNk LAP AT AL A PATT TIFON KFAA:: AFPAA, QA animals (AZAT) A799C hEA
ONT PHEOPPGEO: AT CRINAET AT ATLGAFON NN MPTL 104i: 97 AILTLAGG P AIRTLGS
MOP F ALUT 0ARA TIHG AT TAGA::

aPLA — LANTA NAM N7 &G T4 DMt 09900 LAPANTA 4G O-OT LAt PAT ATINFON PAA L 10C::
FCTUFFOTY PFIOE AL NFMPIOIVFD- AT OC TG TR 10C hdA®@- nhAR QA animals (A20AT)
PHROFID7 P AT DAAD-:: A7LI° TOE AT, PIPAAT ALAPANTIY::

DA — N0EE LAP NAV-F 4G PHAA @t AaeMAY- NP 027N AANAU- (NEAk 446G HI® NP (199°F Agvard
PPNC D A7878 TEEPT 104 ST (IO 8otG 17 CNHPTFT TEEPT avAn (FFhhA ALOPh- 10+

PACU:: AI8IETT TOPRPTF AATANFD ATAAU- 17 4-4G AL Poomety HPTFT PAT AD-FFO- INC 4G
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AL PATT TEEPT Qe NANTTIS hEA O-AT PINLD-T U-2FNALIPCP ALATDAN: 10C:: (4AG LH LPAPTTY
QAN NPFCTUPFO- OC OHY aPAal APEHNT 10C:: AA APTIRIONMN ALYHS AI0ATF [P1oICTFOT] AS%.0
Pat nFon FLAU- £ PAN NATA::

LAFARI® — NP NHRA OHLATIO 246 Ok OHAA PTLPT LaPAATA IPN 2049 (e PFOF 0 PATT HC19°
PAN a2TIC FOAU- 4G AL LOMFT NPT PAT ANTID-PFD- PPLATT TEEPT (PAN a7 FLAU-::
&G AL Parmett AMHPT PAT AATID-FPFD- PPLO-ATT TEEPT NPAN AGPaPAQ FLAD~ &G AL Parmt
TEEPT P NaPTIAT N4t HATHOT (LIPT FC AgPavAh ANNLT & F 4 10C:: QALY A78I°L&T
ACIME T1.... A9°A0, (A food item and attributes TPEPT? 0014 hFA ONT PHBOTCOT RPF TH LA™
INC:: OL PYPAE heara) IC HIPUCE PAA NPT 17 (AL 7 HLAPAY:: AARLY P e+oICeFo-
FPCHT WG AHGTHOGA At 9° LPATT FCTI° (1PAN AILGOF D0 LT DGA::

YNhA — AL (P NFTICT (8A AT 446 PAA 10C NEASD LLATT hPLLLCT PAT avaP(lt T AG
PTICTT A9° NHCTOPF@- OC THav ey Aavavp( PAN P10+ AT FFPAY-::

(kdobh —00E.D VIO P14 ATt 4G aPBavs® AR NAMTT 415 PAN LAA::
Q#4 - PF TR TINTT PATFHCTHIRa I L TR HT IS ANRATINC PR 7% TG ATY?

FaOTT — T4 10C OACAT A7 TUI6PT Mn P aoTIC PAL ATPONTFD- &FAN A% 17 T4 LAPAATA AIPAN,
QA AT PHROFID- LA AT A :IPI9° PIICO-PFD- A9 AT 104 A&7 £9° NAg° OF 10C
AAHY AANE PATH.LT A84.0 AT0APT AF° AILTOP mPard-GA::

PN — hGA ONT MPFOTT o (NI° LA LA INC NFROTTTFO PIPT vk dice (BL20) APDLOCT
0Pt A& TICTT OG0T OLEPAU- NTHZHST AT aphnd A28 Gle T 1ICTT 0061017 OB PAY-
NFHZHYSA PAT aPhnd 0728 GLGT ATPIG P PAT HCTIP aPEas e a10P 1047 ePHO- 90T +CHI°
AILED-PG NHLT® AT TmPaPT LGt TIC K20 MPIPGA NP ANAU- NHY L9° I°LAD- P FPT7
(aesB®F avoC i PATT KIGDP WIRLETT 10+

GhhA — PF ATBOT N197F 10C A7LELATII° ATmeP 10C::
(ke-dol\ — BLPF (aP@F avaqC AALATS PNAM AHSGTY 10C::

Q#5 - hutvk: Papa)s@ ao 2 aohhd P50~ hhed 2858 TV/M 2C HONC h2&T0&/é6 LOAT A&NT AmY/i?

Ty — (P aPTIC LOAT AdF 4 10C AHRETD (-9 OHIPUCT ALTT PPIMPIPNT (FT AT A L9° PAG
(27 av4 17 &P NavnnATFT aPPldAl AT94.TC ALCAA :PFPE ALTE hé-t AT (&G 10+ Av-e9®
FPVCET PP IMPaP D AAHY PenPFPE aPen,avC ATRTL ISP -7 (&P TF AL NeNAT N2t
AT9.01e mPTLA hridok OC A190C LTG0 HAA 10C APAA A (877 OO P +TIEPTF AHG IR 907
NIV PP (R PF D7 NTBOTF AA ANHG IS 907 WILWPT PO-Pie P07 WTBOF AN AlvHG ST
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KPDET INC Mg PFO-9° CANTG IS NANG waiter PILAD- PA aPHaPSTFD- CPNT TCTFI® A TG 1LAD-
MPPGA::

P — . PFPE NALEE IC WILBOFG Al WILAL A&A ATTOGH TPNILEI® L7 (. PFOTY ATITIG
022 TGS MT (F&FT OAT Lie 18P T NaPLATFO- (4 PRl 10T ATPAN QANS- PINLD-T
RPF NPV BT LH PAGTT (877 eh9°C Al F&FT Alld- U-F OANTT NPARFFD- IC TMHave: “FAGA
NA1SE OO A2 PAT I0C LRPFOT PAITIO 194 AANGT 10-.... A3 O-GT7 a0 T ¢ PFO<7
Q7RO+ (Memory cam) £9° ST79° gRIPC U-I° R-&GTT +o1SPT PARATIT PAET HIPLG NPAN
Tt FAPA.... A&k L70HTI4L P71 WIHY +TPT (L7 0&-PT AL TATE 07184 NHI° AT
ANINCTF@DgO::

TNA — Az N2LETF 2C AdPAT P (aPsBLMF avai( BNAT I 10C PLI° ATLTICH LHO- ASD-PD- ZPAL.
0C N7 EI° el T P FOET avsmdt AL 101C AALNLTI° NALY AdPZ88T TPhlSA::

LHADRI® — M-L7 AT AHPFTT O PATT FCHI® AGO-PI° 1I0C MenPF ATIC adjectives
(P&A-T7)attributes (FPINBDTT) JOGI°7 NPAN LA TAGA Phs (&7 ANAT hOdE LAP NtAtdFo-
PHAN 10422 NNFA 02A ANRPIDFE NG-O% 10C AS RPFOF +T1PT &A1 K19.LLCOUTFD W19LLT
av /.8t FPAD-::

kA — 04T AL PhEA NPT Ado(dt 9P ANLATI INC R PFOFET W79IC 17 U-ATI9° (1,94~ Ao\t
AT 1087

(kd-bof — K29° P70 2LGE avB @+ ZIDEAT PFIPUCHE NenPF avPLA ARG P99.LHTS 10C (YOS PINE ACH NCH
PFALe TORPTT NavmPeP 10 W18hE ALEE LN NAFD- 10 (LS PI0C::

Q#6 - PATINHG FATT FCIP P (T v 71 Naesicuftl 20T hhed ILETV/M ¢ LANCh/io-7
TYEE TMNEGCT TFAAY/PAT?

Fao0 17 — ATLTICHY AG PheA ALEE Phed 0GP T7 @7 LH N0-L7 10« P9°0e- NPT +T60F AN-&SFo-
ANTPEZA A1 2PN FOI° W7 Lchy WILP A T T7 (LALLI® R PIDET WD AW
T4 AN ATILL ReNE 0C A& AIP1PICY T1C 922877 10 OH-PE +o18PT ol enPFPHET 0P T
ao(\gT AL WTE, CPAET TCTI° AL AAINLIP::

@@ — (HD7 LH Phs 1ALTE 0&PTTT aSOMC 10+ . PFPET V199 WO 10C AGP° P FPEY
hoogn.@F (1PC AA TIC ATILL TT79° P96 1P ANINCI® (L OOT hé( hEA QT T BOTTTD7
MPFPT ADAETG ARUT OTLF AASTFD- INC A1LTII4 0o ThJ07 718N oAU ¢HoI1CTTFD<T PAt
NaomPI° GL&+ TICTT APt APhChe 10C::
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TN — [hk (87 AC P AT HOILPTT GO (rbarANT] @LPIOET 0RO FFYY v 914 (FAYT
A4 NFUFANT aoAhe 990 FhNC ALCTIO- INC ATATEE PFPE OAT P104 0-27 NPT LLAT 10C
K (+&77 00T S0 +15PUT OFat aomT ShNCET ATTHIE AeM4 10C::

L TARI® — Az (27 Pl VALTT S0+ AQAT N2 T aPAH4FDT TIPS aPIPV4- 271009047 (NCo T
a3 AN HAFO7 ao@MMC 10+ ATPAN QA PAT FCT° ATTIC H ASLN PAT 104 LA10D- hA
PATLT KRN PO TCTHIP PTLLDP 1974 NA LMmEPT (IHLL dPAN hALT D P+ LITA LUTT AT
ASLCONT PIPTT AT BOF 7 U9 L-LGT7 AAA hAAD- LH O-FAP 2UTT N§ATTF ALLLT I10C::

G NiA — NPB PO (A PF ALG UL AST P ATPMLLNG AL APV N2¢- (YOS INC TPl AL 17
OOFE @AY .. ALTE 907 WILTLOAN Al AT AL N9, s PFPT7 avsm @790 P1 NALEE IC hNC aohe-k
20 NAFA.... PLGTTI9° Ot ATIOP Tt 1075

(&4 — P aPBOE 199 AAAMT ACH NACH ATIDCG ATPMPP A%.L-9° 1INC N BOTTFD (. PFPT O-OT
ML AL PHROTIO PH L0 AT BTCTT [420] AIOLOC RINLNTFT ... (RPF DT ATPBDTS ATLT
PO AMPavT GGt TICTT AdPOET blackboard (TEC AAS) AL L1047 U-79° ALt PAT FCTI°
(1L OP 10T £ LI° LPAFET TCH® N7 AILTOP ALCITA N-LGT7 AME- W3S ALTE
eAMAIE LH A FPNIEEI° APLMTG AGPAIE AALATII® I0C £ L0 P7LA T1C AAD-::

Q#7 - SATINHE PATT ACH° P (I av e NFTTICH 0T Ot 8omavu/h FacT 9°F 97
CFo-?

F+aATy — PFPFT MP°TRDFONE L LAFPANT A2 TFoIC IO 1@+ By t@- JONIOEIC A187L ISP T
ATLPAL L&TLIN TSP T hAh NAL (Lt PINZOTF LH AA £ 9P AF878 AST h&eh? AT9.LNT hLA
APTFPA::

P2 — hAM? TPI° A19C MPFPEY (avm@ 37 9PN+ LATPANT (MHIP ToIC PAI® AT82L (1L974-9P
0L2,994.9° 98 AALNTFO- +T6PF U7 L PFPE v-23PT NEA OOT PaPL0A AIMTLPTF PIB-ATFPA::

TNLA — WILTFC POFPANT IPILT 1D g PFPET avery @t 199 ANTLAT A2872e TTSPTF ALNG S TFAN...
QLPATG Tl 27180M: AATLP T PANT T FIPUCT L4N0N::

MtARI® — . PFOTT NBOF TC AAAPANIP:: LUTT (FarAnt e P aeBOtF +9PUCTHT A2L1.LANT TIC
hJe 10 FaC eoLo0M 1IC U7 PFPTT OrtavAnt PAD- T4 1IC I°2L7 10+ H0ISPT +0F4.5 Ne-aF -
POLHIIaVE KNI PRCIA... (aPnATT e s e4hhC A%t 10C £77 OLEPAY- AT (H&FT @-OP
TGP T $Lavy Aavgn.li hOIPNCT INC::

T kA — OANTT hPAT OC THae: W0 NFA OQT HI° Berd AAINLI® (e PFPE aPenLA AL O-m,I 17
AT@DP AT U7 TIISPE KNG AT TBems 10C::
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(kddol — NTFTSPE PNEA TAT OUS IC OFPPH K828 FaCT Ak 29N F996PTI° 104 s PFO- 299,00
AATNZ 070 L O3 aoZGFD7 ASIPPA A1 T NF CFO- HI° 990 LAFNT anPFPT NANTF
PFUCT ALTTI® 0T (LhtE L0 SATA £ L9 ALLANLT NH AD-bT A18.5L7T hIHGA::
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Appendix EE2 - Transcription of Control Group Students’ Post-intervention Interview (Main
Study)

Q#1 — 0A%<t AT 0PATT FCT® (9P Al 11914 KIRINC ATIAZK/BPAT T TFAAY/ATLAT?

NI Rt - A0 PAT TCHIP aPGIC grammar (APAD-) F°G9°7 AT7IC I0C.... HALL APT MATLAZF D 11T
FIPLGA:: A FOH ARPRTIC FIPLGA... [P0&A adPULTT] OHALR PATT ANTIPCTA... PPATT TCTHI°
NATICE 2191477 10C.... AFPAA A700TF AATLLLCHFD 1T1CTFS AATLTSNT O HIPLGA::

8990 - OHALR 1ICTT HIPLGA:: LAGPTII® AT LLATT RCLT PATT NAGPaPOlt +IPLGA:: £ 0 LA
10C. LPATT FCHI° (PAN WILSOP L&AGA:: TINE AIPAA, LLNTT LC&G NP aLAAY-:: L PAPTT
Spelling (VEA7) AG FCHOPFOT WI8D-P MPPGA.... PLCLET NemLNT (534 ((-GF7 PT7 ha At
+TCTHI® A71IC 1INC::

TR - LA N7 10+ ATTIC V0L AHOF LH [00&F aPIPULTT] LPATT FCTI° OL A91LT &HEHPAT 10C::
AU<T U7 PAPET 40107 MATPINHT 10-.. 9LE+ 11T blackboard (T4C AA8) AL 19296 NrFHLHS
@O +oPAae PATT (0PIl

QUP® - - PATINTT PATT TIPLGA (ACAT [P0&T aPIPVLTII°] OHALR PATT AQTIPCTA PhGA AP 79°
LAM? 10C:: PHUICIO Ah WIRH.E 10~ 0U-t ARTF ATt AZOHIPLT HTISPT LG INC FPN7eRIP
(2047 aPgPYLATT] Rdsdd:: PhGA 0&PT AAaT i 9P TF NPT LGS I10C.... LRARTT RCLET
henc0? N34 20107 AGaPanC 10C::

QA - AANG-PTIRTIONT AG FoI0F PATT AF9IC INC::NH PATT ADPGA AP 9l8t TICTT KdLAU-::
OAELGELPT 10C:: L7I9° AhGA A0 °héPhv-::

&Y - MWALD AILYICHY LAY FCTHI° av9IC ADSAD- NFA T-AT A88.0 PATT A9IC LA AT 10+ ATIC

NLAFETT AL %8 TICTT AeP9q PATT ATInP9® 10C:: NP €77 ARG TT AINN7::
Q#2 — oo 1@ eNAM PaPTIC GAYT IV § Au-? DR N&A?RT&T?

NENFPT - Av29° 04T9° ARTE PAD-9P 09°199@- 11C 27.mPavy AP &40 v-AEI° A& SFO-... [P04A
agPYLAT] £4AT INC.... PLATIO TIC Ut aPmPP AFTA 10C.... A AZ8H.LO- ArH79° NPAN AT A7
T ATImePy 10C::

8990 _ rAkI° AL 1011 ARTE PANTIISPT avA PR 1@+ NACTT NN E aPIPULTT AP OH ATIAHE OrhmbI®
NC:: A 7 L0 NAGA OPTF OATILHT LPDSG LA LATA... PAPTT (FavAt (Favaae, ao 8 @ P-+a9Cy
Phed O NP0 (S P (d- ALAM? INC PTALRE FATT ATLCDP AMTHDGA::
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TR — ATE LOTUIChTT NLNAT LOLENT LaPAATA.... 19 T AdPapAd A9PhCh 1NC:: ADLLU9P.... TINE
0+ dé.e BT INC::

SUPg° — +avqde, 1C 1@+ P01

AAg° — Av-7 ATTICOTF INLO-7 10+ POLL N 1A grammar (APAD-) § FPIN aPIC AADLIC:: ATt AFO1IPLT
A PATT KOTTICT I0C:: LS TICTT AIFTEAMNT ALINNTS &LATT ANANT $ATT APOET I0C &%
ASS INC PPRILEP PATT ASO-PIATOLINTIXE NPAN ATIGET a09IC AFFANT:: AA 9270 grammar
(APO@-) aoTIC 7 LA ALATIIP::

MGV — U-AFTUI° ATOTIET §APTE 1L AS40 PATT TI0P hOSAU- AALY (AT ALY aP718 (91C 10C::

Q#3 - hid-k A7AC At A9t L2AT HCTHP eroIcht @71 FPUCT O-mvt AR AD-T Para) NAV/T
AN0AY/LLAT?

NehF Pt — PSO- 11C (FFIUCE AL P9IMGD LH, 10-:: aP9PY4. POHIPLTRIP APATIPLTAI® Ai 405 AdNAMSU-
L0 PG O Mt AT ROTAIC:: RPINHET NF ALPT ANTI9° FPUCHT AT7IC OAF 116 00607 Pt
10+ [QUTT AA] (&0 TLT AF 0N 4994 aoP? KFAAU- 910k A2LAYP... hOL: TPE ATT MAZES
aPPYET 0L PAU-::

89 — A7t PAMTYY &SP TF 01270 (&-FAau- N2 AMAAU- NU-AkI® &AGPT hANC AL AgeNAay- (1P
ANOAU-~....0&19° DT 1LH T4 Omt 10l Po9aoMm-::

FROUVE — W WT8:: OHATITFDY LASPT OmAAd 16 hAPUIP:: R04rk aPIPULTT MW FIAHT T4 Ot W1&Gava)
UAI° LAAIA:: W2 TIC NAFTILT (A DATPOE ORI AN &ATPTT LAMGA:: &7 N49° LAMGA::
P&7 (1d- LAMT T4 DMt AGaPANT PPRTEAEI® A0LT RINGATRPEIMAT:: A7 T NY 9D~ 10+
AT APNFTT 10 Pwihi: NHPTFT TELPT PIPaPANTF D+ LaPAATA: :

QUPI° — Al W78 0@ PF@T PPRPT aPATAU-:: 4AHSDE ARPAIOI® AL NALIOI::

AAT® — LaPAATA: TERPE AN PAT GFD PATT TMOP LA CATA: AT OTTIChT OO OHPTFT PAT NATICE
AD-PFPAV-:: NHPTT PavANDTF@D+ LaPAATA::

T§3Y — 004t aPPOYLAT LAGPTT Fbe Be LAMT I0C:: A2 1IC PAFICLTS AP FFT 07T P45 10
haAAD- PPEPTT LMEPGA:: LACPE W TPRPT NATIRG CF D AHPEY avavAy WrFAAT:: A7 eamTi?
&G U7 NH PEBPT Adt:: (ACIT PARE OHIICTFD GFD-:: 2AGD- AL Pt TERPT R TC Moo
NI NAPY (PC NHPET PEEPT FhhA PoPAONTT LaPATA. N ATITFD PPEPTF avnhd 42417
LCLC PATT NATPaNLF PEMOPIOT LB PAU-:: True/False (A@-rt UAT) [TLLOIP] L0 LAA::
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Qith — CLATT FCHP ATPTIC LAY/ FAPT I°F LavAA INC?

N3RPT — AAPAT Lo0TIC N&EHE GATF U-AI° AAT::
B — NG GAYE 10475
AFRAE -G a09IC LA LATA... TINE PATT F QLT ANT790::

QU — h89.0 PATINHE PATT T10P L0 LATA U7 FCTOPFDT AMPP AATPANT O hWTAAD~:: heST T1CT7
7§ PATT aOTICT PIPa0l T RAPANTA:: ZRGVEI CPATT FCTHI° LI4G A

AAT® — AAAACT A7 Az 17 AAPAT Lo0TIC NS @A 1047
TGy — (NP &APF 10L7::
Q#5 — hhv<?S h0dt hhed 228T0/M ¢ MA-NNC Agehe-t PFAN®- e’ 1@-?

NGNFPE — OHDF L A&7 10 09Ul TPTI° WD, AHPTF H9I4PTF (87 W3- NACET 0LAGI° -0.9°
PTG (277 101 A7 APl PULDG +TISPT hev:: AIHY AST AteT? NP1TH LAP L0 *
POLLr.... WrF AFOTILT MELGTT aPALt 10+ e PI0C:: ATPAN NO-GTT AOAT aPUA A3%7 aoCmy
APTF AATLAZEFD- TIET 2041077 948t 11C blackboard (TRC AA2) AL &4:A:: 4LATT 01911 NMI°
PaPALAGFDY PATIC harAnlGA::

BAP° — A FI9160F T PULAMTY (e ML 1D+ 09161 A 2878 NP-ATII° WING-AT APHI° AFOFIPLT (1,04~ 10C
(A% 4

FROT — PATL AATPOT (F&FTF AdcT.... AUI® FIPYCHT 090D NTHY (FEGT 1@ NALI8TE: (17
ANTTISOTT W38 114 &7 avs L.avlMA 24~ ATPOG T BUTT (F&7 QAT IMPI® Av-T9° (14-19° (L7
O70¢- TarAqg, 1m-::

S — NANT F9I6PTF DC ANET 10 PO A2L AR 10+ AU-T 17 HS AT 10 IPNTORIC A2ld- TTVE D49P
TOL aoMPP K ITFANT::

AT — AU<7 LAPAATA:: AL AATPOT (F&ST (L4790 277 Q900 ATndIP0H9°:: Art o087 0G-P 7 artam’?
97 L0 NAe7? 10+ A%E- P10C.... AN ATOAT F1991G0A.... Faradg AT Q78 AL AATIadart LAMNTYI°
Na2l5%91 ACTTA::

&IV — UATTD LAPAATA... W8T WU W7'....
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Q#6 — MILY 6T O-OT WALFTY IC LANCH/ADT ATFIT TH0GeT TTFAM/PAT?

NGhFPh— A2L71CHY HO7 L ANEY 10+ 99°304~:: TIC 17 P9LLAR: A1 98P T hde:: NP @-op
Nao+27H 1@+ A0 é- P10

BA° — W22 INC:: TORPTFT 104 NAGT A PAL10F ACA NACH ATaPANEAT:: ACTIME LAY avA hA
AT (FETTF AT AT AST WIS PAT:: NADRT ANFIISETTT ATMEPAT::

FRAVE — A087T W0 ATLCA INLD+ U-AI° PIPGL.CID-T 1D-.... TINE P+EGT7 avd Q-SGT YT AOAT HATE
AFSMMC APPAALETT £9° AT (KRG 27 A28 ALmBP 1NC:: AAeFT7 £9° PPRPTFT NavavAh AT
INC:: TATEFT 7 Aed AAINZIP:: HOF LH A6 T996PTF HI° LAN AT L9° A19.0TeE AT144TFPAT::

QU — ((-&5F7 00 PINLD< NHY (4T A2 NINLP IC LALEA NP AAA-NIP::

QAT — (-7 ao(det AURI° LPTIN OHOT L 17 NevEITH LAP OG- P10E NPEATT 10+ U-(ed° hB7
DM AAIPLA NETF D7 Pl (+G PLav®- AavadA( LLAIN:: ATILH.L 0SS N FITH §C T4 L7
NG::

&IV — 0NI° P4 I0C:: ”APHI® AT W& U0 W F0LHFTS 08 L AT AAINC 09¢- A00¢7 10C::

Q#7 - What are the problems you have noticed during those vocabulary lessons?

N&hFPF — LOFPANTF T9IC 92287 10 (- +91SPTF ALLNG: 10C:: NHPFFT ATILHS 0099C AT08AT A8 T
Ty heDLI° ot A-FD7 00 ALNGIO::

499° — AWHI° FIC NRTCI° A18718 To8PT Pt AFOT RCAD+ DL NG ALIPMI° hEA LIPMG AE
PO 107 P4 2T ALMPIVFD-IC O AT D7 gRCOAD DL NEA (LIPM- 17 T4 10 MAD+ LI° AL
TP T NEA OO LLNAN[POEA IPULFT] ALATILT 1T NHI® 5B ANINLI® TPNIEEI® W75
LaPie At AFOFIPC 17 (LA NG

FAOT PN ATE7L FTEPT 104 FIPVCET hehTHaed® 10C:: DL @68 FoIC AAINLIO::
GUPIP — 9O79° FoC AARU-I° ASG I01C::

AAP® — PhGA O ORI 0T (- AT AT872L +T18PT ANLD- aP\lt ARDLI® K57 TITH ARLATI::

M&3Y — At FACTT AAVTFPANI® U-ATII° O77IC L1007 o718 DLIPA::
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Appendix FF
Translations of Pre-intervention Interviews (Pilot Study)

Appendix FF1 - Translation of Experimental Group Students’ Pre-intervention Interview (Pilot
Study)

Q#1 - Do you love to learn English vocabulary — the meaning of words?

Ermias: Yes because it helps me know the language well, identify things, and answer when the teacher
asks questions...My parents have bought me a dictionary and I often make use of that. But when I

don't find the meaning there or don't understand its meaning, | go ask them.

Rezika: Yes, because when we know the meaning of new words we can speak and write the language

easily.
Q#2 - Does it make you happy when you know that you have known the meaning of a new word?

Ermias: I first frustrate while raising my hand to try to answer. But once | know | have answered it
correctly, | feel very happy. | think that | am understanding the subject matter and can score

better in tests.

Rezika: | feel like I know English well. And it motivates me to try to answer the questions the teacher

asks.
Q#3 - How does your teacher teach you the meaning of new words?

Ermias: She calls for two or three students on the stage and asks to read aloud their answers, create

sentences etc. She also asks us to answer questions.
Rezika: She translates the English words into Ambharic. She also tells us the spellings of words.
Q#4 - Do you like the way you learn the meaning of new words?
Ermias: Yes, | do.
Rezika: Yes, | do.

Q#5 - Do you work with your classmates to learn the meaning of words? If yes, how?
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Ermias: We both work in groups here in class and come up with our answers if it is a homework. In our
groups, we help each other. I ask them and they tell me the answers they know. Our group leader

helps us a lot by explaining the questions.

Rezika: We work together by discussing on the questions. We have more or less a good relationship. But
one problem is that because our homeroom teacher has not yet assigned the groups most teams
are either female-only or male-only. Even in those groups we try to discuss on gquestions as
much as possible. I may ask someone next to me and the others do the same...I would ask my

brothers and sisters. | try to know the meaning of words both inside and outside the classroom.

Q#6 - Have you ever played games in the classroom when you learned about the meaning of words?

If yes, how often? And to what extent were they helpful?

Ermias: No. But if there were any, it would make us relaxed. It could also help us communicate with

others freely.

Rezika: No. I think if we are put to learn vocabulary through games it would be helpful because most of
us enjoy playing games.
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Appendix FF2 - Translation of Control Group Students’ Pre-intervention Interview (Pilot Study)
Q#1 - Do you love to learn English vocabulary — the meaning of words?

Kaleb: Yes, | do but I usually find it difficult... Because when we are learning English we try to also
know the meaning of words in Amharic for example by matching them. That helps me know the

meanings of a word in two languages. I like that...

Birtukan: I don't know. But I like learning English...[especially], speaking and vocabulary, I guess.

Q#2 - Does it make you happy when you know that you have known the meaning of a new word?

Kaleb: It makes me feel so happy. I first write that word down on my notebook and study it over and over
again. | also feel happy when | find that word used by people or movies.

Birtukan: I feel so happy...because I feel that that new word would help me communicate with people.
Q#3 - How does your teacher teach you the meaning of new words?

Kaleb: Although I am new to the school I can see that our teacher teaches us the meaning of new words
explicitly. She also checks whether we have understood the meaning of a word, and gives us the
chance to raise any question we have...we ask for the Amharic version. And she explains it in

Ambharic.

Birtukan: She teaches us the way she wants and asks some questions. She first tells us the meaning of
words in English, and if she thinks we have not got it, she translates it in to Amharic. When she

repeats it we then try to rehearse that given meaning of the word.
Q#4 - Do you like the way you learn the meaning of new words?
Kaleb: Yes...But I wish there was an easier method.

Birtukan: | somehow like the way our teacher teaches us vocabulary. | often learn two to three new
words a day, and none sometimes. | think | can know more if there were other interesting

methods the teacher used.
Q#5 - Do you work with your classmates to learn the meaning of words? If yes, how?

Kaleb: Yes. | sometimes work with my classmates. There are some students who bring on dictionaries

and we together refer to that to give answers for the teacher...If one of the team members knows
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the meaning, they tell it to the rest...I am the leader of my team. I have the responsibility of

keeping the team members quiet.

Birtukan: Not often. There are times we ask our team leader for right answers... He is assigned, for he is
clever. If he doesn't know the meaning of the word, we go ask the teacher...Mostly we are not
given classroom activities that allow team work. But when we are given, we discuss on the

guestions and attempt to answer what we've come up with.

Q#6 - Have you ever played games in the classroom when you learned about the meaning of words?
If yes, how often? And to what extent were they helpful?

Kaleb: We've never played any game. As you saw it yesterday, the teacher calls for two to four students
to come up front and asks them to read their answers or practice dialogues by reading aloud...I
think so. I think it would make us free and help us use the language without frustration.

Birtukan: No way... I have no idea. May be I would love it.
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Appendix GG
Transcriptions of Pre-intervention Interviews (Pilot Study)

Appendix GG1 - Transcription of Experimental Group Students’ Pre-intervention Interview (Pilot
Study)

Q#1 - CRPINHE PATT HCTHI° aoIC TOJNYTFOFAT?

ACTLON: WP PNIEEI® 1RD7 1270 AILCDPE 1ICTFT A2LALS aPIPUG TPLPTT AmLP hA7LavAn
LMPavGQ\..... OALTE LTS (PHIN PAT) THHFD-ATA AT 77 W L AP IAU-: TCTHIPT hH.L
N99ATI0F @R9° ACTav- 0992107 LH 17 A1+7 AmG.PFPAU-::

CHP2 hP:: PRICEP Ch8AN PATT FLTP A0 R1RDT (PR 0PGICT P3G WFTANT::
Q#2 - PATLT AAN ATINHT 2A HCT° A0h/Q0FT LH L0 LAVA/SATA?

ALCLPN: avBavsP AR, PPE AdPaPA( W BT ADM hé.L-AU-i: (DA aPavA(T n@n-t 17 1N La LATA::
FIVCET OHLAUTS &AG AIP T4 MMt P9 RAPANTA::

ZIHP: WTPIAHG 1870 LOPN- aofide BATIGA:: A721G L9° avdPy4. PmPPdD-7 TP AdPaPA( A 7SN &APT
PALCANTA::

Q#3 - PA%%.0 ATIVHT AT TCTI° AlFI169T0- K18t SOHIPCTAA?

ACLON: U0F 090 OO ABTT &t AL AT8.0mM- FLCAS aPANFDY Z8.010¢F Alet TICTY W04 OHt
FRCINT:: PPEPTII® A1LIvAN FLCITAT::

CH: SRPINHT PATT OL KIICT AHLHoINT:: 0PATII° ABAT T19LG AT
Q#4 - A840 KPINHE PATT TCT° PPOTTI0FT oo FOLPAUOFPAT?
LLZON: hP:: hDBAY-::

CH,P: hP:: hOBAY-::

Q#5 - PA%4.0 ATIULHE FATT FCTP (T4 Mhed 22FTV/M IC 094 TOEAV/SLAT?aPAO/T AP hPt (1977
aoj\-?

ACTLRN: AHY A OOT OWTP7 (L7 A0GAT 0T - NPT £9° PAC1D<7 SHY A1aPMAT:: ((-GT7 ACh
NACA A7LB88AT: AMPPTFOG P99 PD-PFDT aPACT L1155 N1 TOEPET NTM\L-¢ot P27 avs 0Ty
NMg° FHGAT::
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i, P: TEEPE AL NP@PYT (D6 WIAL-AT:: RIOT° (H Pé ITFrE AAT:: A% TIC 17 907287 10+ A9° M9+
19 (-&GFTT AAANPIP AHPE (2T PO AT ORI OILF NF GFD<:: NIHUP (F&FTT O-AT hétk FAID7
PUA O PPRPT AL AGPOPT ATPNE-AT:: A DAL AmT PADT AMRO KTFAAU-:: AATI® ATLH.L PLCIN-..
OIS AUET AMSP ATFAAU-:: hGAP O-OT -7 NhEA O, LPATT FCTI° ATIOP LT ALCIAV-::

Q#6 - NARS4N CATIINHT Pt TCT° (19150 OPT hed OQT M PFOT7 tnm-FFu-
FO-FNFU2a0AOU/M AP NP1 P77 PUA LL? WHU9P 7 SUN MPIPD-DAAN?

ACLON: KL i (LSC '+ 17 HT PLCTT 10C:: hteTI® OC IR A7&704- AmPary L4 10C::

ZH.P2 P09 LPATT O NFPF AL T9IC (LLLA ML AT &FAN PPN70EI° NAPFTT P FPTT avn ot
ATD8NT::

318



Appendix GG2 - Transcription of Control Group Students’ Pre-intervention Interview (Pilot
Study)

Q#1 - CAPINHE PATT FCHP oo TO/NYTOEAT?

BAA: AP WO8AU- 17 OH LH SNNLTA.... P70 EI° ATIALHS AY9IC 29T TFCTI° NATICE 09°C ATIDP
LMPavTH:: hD8AY-::

AACEND: W K78 KPINHE a0IC 97 80 LATA.....(0FAL) aPGICS At HCTI° LaPhATA::
Q#2 - ALY A4S0 APINHT PA TCTH° O0h/A0PT LH L4 LAVA/LATA?

BAA: AP 0207 AL LAACNGA:: NaPEavse 077 PA (18NS AL AKES £999% AMSPAU- £77 PO OPT
LmPao-t OLI° EAIOT AL AP@- LA LATA::

ACEN?: 20 LATA.JONI0EIC @ PA NAPT DG AP0t mParGd NP AATINA 1D-::
Q#3 - PA%4.0 ATINHT PATT FCTI° APo1SET0- WI&T SOTIOLTAN?

baA: 9°79° WU, AFIPUCT Lk AG0 AUPI° aPdPYLaTT CPATT FCTI° NFIAS ATLIPHATICLT hPAU-:: PAILT
PO FCTI° AT2107S WBATNT AZD°1M TPE AT ATLIMEP ALA TFAMSAT...... . ATICT FCTav<7
ATMLFPAT ”AAI° (ATICE FNEEAGAT::

ACAEND: WILLNTTO FATIPCS TORPTT FMELPSAT:: aPFavs PA-kT (A INHGT 1191475 PATTIO havaT @F,
ATICS L1 PAT:: L1 P77 R PNT TCTIP APPH AIPhe-AT::

Q#4 - PRAAN KTINHT FATT TCTP 0OTNTT 071 TOLPAY/TOEPAT?
BaAl: KP... 17 MA PAN LA P78 (LGC L9P.....

ACERZ: PYLFTT 0P0TT FCTI° PP FNFIPCOTT W80~ h@LPAU-:: NH LH NP7 v-vt ORI° AfrF A8S.N
PATT ATIAU: AI878 L9° 9O99° AATICIC:: AT aPgPUZ: PO FMPIPFD AHSTY oo 71T (LG5 PNAT NH-
PATT TIOP PIOTA aPANTA::

Q#5 - PA%4.0 ATIHE FATT TCTP (T4 Mhed 28FTUM IC N4 TOEAV/SLATI?7avAOU/T AP hPt 0977
aoj\-?

BaAl: hP:: h1878 NhGA 285 F OC ANET ANG0T:: A3878 F96PT A 20116 HO- P99.00Mm- AG
AAOTTISOTT avA O Ageavp\ D¢ 077 AIMPTINT ... NFEGTFT @A A28 FC1aP) NOP AMeFT7
LIOULSAN..... A ARG (1277 a4 17 Q(LGTG AOAT HI® A28l 999L:291 UALYTT AANY::
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ACER?: OH <ML PAI° P(+27 P4 0T avAA K78.1°147 PIP ISP 1L Ad::PHAPa@- J(H AALY 10-:: PPN
FCTHI° 09900 NPT AOTT169TTT MEP A ... AHTT LH N7 W2L 6 P7LeCT Phed (e-PTF
ARLMTIO:: ALAMT 17 NTPRPE AL ATMPLS PTTIMT avAR AGPaPAN ATTPhe-NT::

Q#6 - NARS40 CATIINHT Pt TCT° (1950 OPT hed OQT M PFOT7 tnm-FFu-
FO-FNFU2a0AOU/M AP NP1 P77 PUA LIL? WHU9P 7 SUN MPaPD-DAAN?

a1z 9°79° K@t 0PF 4@+ AGDPI° i1 FGCTHS WH8PND- AMFTI68F7 o-tvt A bt FT6PF T A28 70M
FLCTT aPANNTFT? WILGTH FMPPSAT @LI° ¢ A7 ALI0N7T BP0 7 A28 INTTave: FLCINT. 14
WILTPT 09LLCTTT R @7 A%l WILTITMPI® PTLOHT LAPANTA::

CERZ: WAD-PI°. Wy W78 PPTANT ADLD hAAD-::
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Appendix HH
Translations of Post-intervention Interviews (Pilot Study)

Appendix HH1 - Translation of Experimental Group Students’ Post-intervention Interview (Pilot
Study)

Q#1 - What differences have you recognized between the game-based vocabulary lesson and the

former one?

Ermias: The one that involves games is relaxing...it also helps us acquire the lessons. But the one

without games does not involve movement, it is only oral.

Rezika: | knew new words when we learned through games. Even if | know the thinks but not the words,
it helped me understand them. The game made us compete. It improved our participation.

Q#2 - Which one have you liked most? And why?

Ermias: The one in which the game is involved...we can understand as we are moving physically. That is

one thing.

Rezika: I liked playing the games...I liked playing the games because...for example, I did not know the
meaning of eauc 4cF (shore). But in the game, | could know it. So, | liked that one.

Q#3 — Do you think that the way you have been learning vocabulary for the last couple of weeks

brings about any difference in your academic achievement?
Ermias: Yes.I think my result will be better...I would also love if these games were in other subjects too.

Rezika: Yes. It helped me learn many words. | think my result will get better too.

Q#4 - Was the game-based vocabulary lesson funny and interesting? How and why?

Ermias: The one we played through games was better because the students could show what they are
capable of. Again, it makes happy when we find what we could not understand inside the

meaning. Also, students entertain.

Rezika: For me, the one that included games was entertaining because we had fun or it enhanced the

competition between us...[the competition] is important to improve our participation. Because the
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issue is outperforming others we try to participate. | mean it helps a student to try better than the

other.
Q#5 - From the two approaches, which one gave you more time to work with your friends?

Ermias:It is the one which involved games because in it we can answer a question while entertaining. For
instance, there is something a friend of mine cannot understand...and we can understand each
other by playing. I can help him understand that...for example, if there are students who have got
difficulty, I will tell them. Also, they tell me if I do not understand.

Rezika: The game lesson helped me interact with my friends more. When we were out to do a question it
made me talk to my friends. If | am not right, she may tell me because the thing is getting your
team ranked first.

Q#6 - Can you explain the interaction you have maintained with your friends after you began

learning vocabulary via games?
Ermias:We understand each other based on the games. We speak up turn by turn.

Rezika: It made us exercise speaking in English and ask my friends what | could not

understand. ..because [ am a group leader they tell me what I cannot understand, and also ask me.
Q#7 - What are the problems you have noticed in the game-based vocabulary lesson?

Ermias:We have not faced any problem. We work understanding each other because if one does not want
to work with the papers, he gives it to someone else...there were disturbing students but they

listen when the teacher tells them to stop.

Rezika: What I noticed is the problem of disturbing and misunderstanding...to resolve this, I told them to

bear in mind that we were competing with other students.
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Appendix HH2 - Translation of Control Group Students’ Post-intervention Interview (Pilot Study)

Q#1 — Can you describe how you have been learning vocabulary for the last couple of weeks?

Kaleb: We were learning about words. About the meaning of words. We know the meanings of both

words in the textbook and new ones...about places, types of clothes etc.

Birtukan: We learned about the meanings of different English words. To know the meaning of the words,

we were doing matching and multiple choice. We were also learning in groups.
Q#2 — When have you been more interested to learn, now or before? How?

Kaleb: I was learning happily both when Etiye taught us and now. Because knowing the meaning of
English words is important to broaden our knowledge she always wanted us to know the meaning

of words. Also now, we could know many words.

Birtukan: | was happy when | learned in both. Both are good.

Q#3 - Do you think that the way you have been learning vocabulary for the last couple of weeks

brings about any difference in your academic achievement compared to the former one?

Kaleb: I don’t know. As we were learning after we were taught, I think I will score better. Because many

words that | know came on the test | feel like | have answered many questions.

Birtukan: May be, | will score good.

Q#4 — How much interested were you to learn vocabulary?
Kaleb: As I told you earlier, | was learning happily. Both now and before.

Birtukan: When | learn I learn happily. If I learn without interest, | cannot understand. So, | learn with

interest.
Q#5 — When have you got more time to work with your friends, now or before?

Kaleb: Because we have the same group, both now and before we work in that group by helping and

supporting each other. Both are the same.

Birtukan: We work together when we learn all subjects. When we learn the meaning of English words

toowe ask each other about what we know, and ask the teacher for what we don’t.
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Q#6 — Can you explain the interaction you have maintained with your friends in those days?
Kaleb: Working in groups helps us learn from each other. So, we work asking each other.
Birtukan: It is like I told you. We do cooperatively.

Q#7 - What are the problems you have noticed during those vocabulary lessons?

Kaleb: There is nothing | saw.

Birtukan: Some students disturb when we work in groups. Ignoring the lesson, they disturb. Other than
that, there was no problem.
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Appendix 11
Transcriptions of Post-intervention Interviews (Pilot Study)

Appendix 111 - Transcription of Experimental Group Students’ Post-intervention Interview (Pilot
Study)

Q#1 - P OthetthS P At RHF CATINHT PATT TCHI° PoTIC L& avhhd 77 P ARYRTY
AOvi@-AYA/AN?

hCTLN:-n P oL THOT PHTSA.... FPPUCTTI® LAANNA: P PATUHHOT 17 MATPOPO, ALPT 0PN NF
1-::

CHE:- P OAT7IC ABG.N PARTT AD-FPPAU-:: TICTY ADBOTFD PAPTT QAD-FFDI° 11808 ASCITA::
BPF@D ZILIENC ALCIGA:: TAT4FT ATIANT ASCISA::

Q#2 - h0é-AS ok N2NAT POLLh/AD- P15 D7 10-249°F?
LCTLLNO:- P CTLNF T ... (ANA A7PAPA F°TI°T (HLLD-I° £10GA:: Ak A28 TIC 10-::

CHF:- P avm@+T INC POLLNT. M PF aomO+T POLL T A88.A PAFTT.... ATPAN PAUC BCHF A7LT.OA
AND-PI® INZ TT N PFO- @-OTF AP8D-PD- ASCITA:: NALY £77 DB PAV-...

Q#3 — CATINNHGT PATT FCTH° e PF (HhHOF a0 harolcy/i 1446 N3A (O-nAY/0 AL LAPT/A@- AT
AN?

WCTLON:- AP OmE PHAA SPSA 12 AAOAD~. ATHY ALTT PFPTFI NAuteT FIUCHT O-AT (L5 L0
LATA::

CHE: - hP Al PARTFT KISOP L8050 O-MoAI® RATAN 1P AAOAD-::
Q#4 - @PH PN CATINUT SATT TCHP 0o0TIC LOF KUGIS ANLAT INCPAILTS AT>Y?

hCTLEN:- (P P ROTID- PNAM AHSY INC PPNIEEI +T6PT NP FDT PAPK:: W71 PAINTT T1C
FCrav OAT OGTTO 20 LAN:: A7L1S 98P T LHGG::

CHF: - PF PO ARE WHGT 10C PNIEEI® ARTAAPT ORI &hhe-T7 AT9mING ALLLINT AALL..
[eenneT7] TATETT W0 CRCIA:: S5O Wy AAAT FFDI° A7 AAAT AAVPT APt
A7ENNEAT TINE ARG @ 1914 NAAT O+ A4 OHAA ATIPhC AATLLLCA TINT 1m-::
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Q#5 - hurivk Pava1g P av 2 avhhd P1F@- hhgd 2LPTU/M IC OTONC A28 FE/6 LOAT A&NT Amy/i?

BCOLEN:- . PF PANT 10+ PNTLHEI® (. PF QAT APTHGGT aPANT aPavAQ A PTFANT:: AFPAN A7E: A5
PANND 1IC AA.... hS AT NOP@m,POT av 718 avol\OF A FFANT:: Al PATND-T A% AAINPAU- AIPAN A%
PANVFD +a98PTF e A APICFPAD-:: A9 LA 71C hA Atk PALLTA::

CHP NALEE IC P0AM TPECN WI80E LRLTY PP I 1@-:: PEERD- +ATHT (-7 LONT (bt AL
NRLLETE IC WILT1IC ALCISA A AN QAT AASP TIFILEAT N+L77 P17 A1LE @MY AADMY QALY
119

Q#6 - PRPINHG PATT FCIHP° P (vErHIE o7 Neeicuft °h2 T hhed I258TV/0 oC £ANch/imy
TYFE TMNEGCT TAAY/PAT?

LCTLEN:- (e PF @ ao(1lt R7P10OAT:: A2R1G HCF (FFCH hROMNT 1@+ PI°7GC:

CHP - ORTIAHE £72 a0y 210 WILTAIPLE LAY 1IC A8 MBI TFD AeCITA... 2+ +mé s OAtOhAh-
LAY LI15GA Ai(r9° LMEBETA::

Q#7 - PAPINHE PATT FCTHP P O HHOT a0 AIFICNVH S0 OPT £omaev/i FeI1CT 9°7F 977
GF@-?

hLCI90N:- AT 9°79° FC AAIMaP79° +0NFT 1@< PI°I0E TPNTERIP W2 OH @LPET Nd.AT AMAT D QD+
LAMA. AL TTEPT 104 17 PIPYC ALGE ANTFD- PPTI-::

SR - POTPAN-T PavZNT TGS AN TG 1@-::.... LUTY AGP& T 09PNCI@- &hhC AAhPT €40 TT01e:
ATEANT NaPG1C A74. P07 A& C1PAD-::
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Appendix 112 - Transcription of Control Group Students’ Post-intervention Interview (Pilot Study)

Q#1 — QA¢=t 4T3 0PATT FCTI° (19°7 AN 11914 AIRINC ATIAK/BATT TTANY/ATLAT?

hAA - 07710 PI0L@ QAAPAT 10 QA PAT FCHI® PZVGE AL PATTS AleTI® AS9.0 PATTT MWATI® A%S0
PATT AOPGA:... AN OFPT AN AR TT IOTT°7 TIPLTA::

NCENT - AATALE CATIINHT AT TCHI° FIPLTA LPARET TCTI° A1LGDP TIHavL: avgol (¢ 10C L9°
QL7 a77IC 1NC::

Q#2 — oo 1@+ PNAM PoPUIC FAYT LINZV/D 1 Aot ORN (470 2%T?

NAA - AFP9° AFAFIPZ huet9° A77IC LA 0T INC ATIC 09043 PATOIAHE SATT TP hDPFT7T7
AATLLENCAT TCHPRDT ZA8CDP FLCT7 1NC:: Av-T9° H PATT TIDP FAGA::

ANCENT - A AR A9IC 20 NN 10+ U-AEIP PG 10+

Q#3 - hid-k K¥AC NGt A9t 02A1T FCTHP° HoIchit @71 FPPUCT Omvt AL AT LavMA NAV/T
ZNAAV/LLAT?

NAA - Az A7 FIPUCET DFTICT NBA AT OFEoATT o0 @t P99arM LadO\AT A Po9m-FFm- i AT
&AGm- AL AP i TLE PaPARh: LAPAATA::

ANCENT - PPCANT P4 Mt AdaPM JFAAY-::

Q#4 — 8PATT TCTHI° APTIC LAV[T FATE 77 LOPAA 10C?

NAAL - PLI° AIRTICHVLN AT 10+ ATIC 01042 AU-T9° (9P

ACENT - A7IC LA NATT 10« 09°TIC:: ANLAT NFIICh: AATILINT (FAYT 10+ AIPTIC::
Q#5 — hAv-19 h(gk hhed 25T/ 2C 0HNC Aoedct eFAh@- avF 10?7

RAA - PPIIICOT (87 RO, AAPT AU-79° 0449 O-LSTT AOTITHTS APTE887 10 P9 YNL-0+ U-AHIP ATe:
1@-::

NCENT - U-79° FIPUCT AT9IC N¢- 10+ 09 10G-:: PATIHE PATFII® ATTIC 090G DP@<F K PPPS
GO LA NANTIISETT WIMePAY::

Q#6 — MY 6+ @0 hALFTV OC L40Ch/AD-T ITEYT THGLt ATANY/PAT?

A - (87 a0 FT7 WPT7 W1&7T7IC £IAHTA AAHLY APFmEePT W00
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NCENT - PLI° AILICHY 10+ (192 HITH WI0GAT::
Q#T - 0PATT FCTI° NI FTICATH/S0T OPF £omaey/h TIACT 9°% °7 TFO<?
AL - 790 PRu~T TG PAP::

NCENT - -7 A0E A18718 H96PT L0 :: FIPUCET avhFtaT Hh@- SN0 NH.E OB AA IOII°
Fec eage::
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Appendix JJ
Assumptions Test of One-way MANOVA (Pre-intervention)

The first four general assumptions of One-way MANOVA were inferred from the overall
make up of this study. The first is that the independent variable consists of two or more
independent groups. This assumption was met since the effect of the independent variable of this
study, vocabulary games, was compared between two groups: experimental and control.
Secondly, the dependent variables are continuous, measured at the interval or ratio level. In this
study, all the three dependent variables were measured at the interval level. The vocabulary
learning motivation scores ranged between 20 and 100 found by multiplying the total number of
items of the questionnaire (i.e. 20) by the minimum (1) and maximum (5) scales students could
choose from, respectively. Calculated in the same way, students’ peer-interaction scores ranged
between 12 and 60. And, students’ test results fell between 0 and 20. The third assumption is the
independence of observations between the two groups. This study was conducted by observing
the experimental and control groups independently. Again, the fourth assumption of having
adequate sample size was met by considering two classes of sufficiently comparable sizes, i.e. 49
in Section A and 48 in Section B. In addition to these four assumptions, the attainment of further
One-way MANOVA assumptions was ensured by conducting different tests as can be read
below.

Table 1. Pre-intervention tests of univariate normality

Tests of Normality
Sections Descriptives Shapiro-Wilk
Aand B Skewness Kurtosis | Statistic df Sig.
Pre-intervention Section A -1.373 -0.219 0.964 49 0.139
Motivation Section B -0.195 -0.970 0.976 48 0.435
Pre-intervention Section A -1.017 -0.724 0.968 49 0.309

329



Peer-interaction Section B -0.612 -0.839 0.972 48 0.392
Pre-intervention Section A -1.197 -0.070 0.969 49 0.224
Achievement Section B -0.609 -1.097 0.970 48 0.252

The Shapiro-Wilkresults (p> 0.05) of tests of normality in the above table showed that
there were no significant differences in the distribution of dependent variables for each
population. Results of students’ vocabulary learning motivation, peer-interaction, and
achievement were approximately normally distributed for Section A with values of skewness
-1.373 (SE = 0.340), -1.017 (SE = 0.340), -1.197 (SE = 0.340) and kurtosis -219 (SE = 0.668),
-0.724 (SE = 0.668), -0.070 (SE = 0.668) respective to the above mentioned dependent variables.
For Section B, the respective values of skewness to the three dependent variables were -0.195
(SE =0.343), -0.612 (SE = 0.343), -0.609 (SE = 0.343), and the values of kurtosis were -0.970
(SE =0.674),-0.839 (SE = 0.674),-1.097 (SE = 0.674) respectively. These were found to be non-
significant (df = 49, p >0.05) in Section A with p values of 0.139, 0.309 and 0.224 for
motivation, peer-interaction, and achievement respectively. Likewise, the results of Section B
did not show significance (df = 48, p >0.05) in this regard with p values of 0.435, 0.392 and
0.252 for motivation, peer-interaction, and achievement respectively. Hence, the fifth assumption
of One-way MANOVA that there is relatively normal distribution of data meaning that the
dependent variables have approximately normal univariate distributions was met.

In addition to the results of the Shapiro-Wilk test, the visual inspection of all the above
histograms showed approximate shapes of normal curves. This indicated the approximate
normality of distribution of students’ pre-intervention motivation, peer-interaction, and

achievement results in both sections.
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After univariate tests of normality were checked for each dependent variable, multivariate

outliers, i.e. the six assumption, were examined by Mahalanobis distance using Linear

Regression the critical value of which for three dependent variables is 16.27. This value is

derived from the critical chi square value at p = 0.001 with the degrees of freedom being the

number of dependent variables, three.

Table 2. Pre-intervention tests of multivariate outliers

Residuals Statistics?

Minimum

Maximum

Mean

Std. Deviation

Mahal. Distance

0.050

13.700

2.969

2.988

97

a. Dependent Variable: Sections A and B

As can be seen from the table above, the assumption that there are no multivariate

outliers was met because the maximum value of Mahalanobis Distance (13.700) went wellunder

16.27.

Another assumption of One-way MANOVA is multicolinearity, the presence of

moderately positive correlations between the three dependent variables. Checked by Pearson’s

Correlation coefficient, the results of this assumption can be seen in the table below.

Table 3. Pre-intervention tests of multicolinearity

Correlations

Pre-intervention | Pre-intervention Pre-intervention
Motivation Peer-interaction Achievement

Pre-intervention | Pearson Correlation 1 0.233 0.259"
Motivation Sig. (2-tailed) 0.046 0.010

N 97 97 97
Pre-intervention | Pearson Correlation 0.233" 1 0.492"
Peer-interaction | Sig. (2-tailed) 0.046 0.000

N 97 97 97
Pre-intervention | Pearson Correlation 0.259" 0.492" 1
Achievement Sig. (2-tailed) 0.010 0.000

N 97 97 97
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*, Correlation is significant at the 0.05 level (2-tailed).

**_Correlation is significant at the 0.01 level (2-tailed).

As can be drawn from the Correlations table above, there were relatively stronger,
positive correlations among all the three dependent variables with vocabulary learning
motivation and peer-interaction, r= 0.233, N = 97, p = 0.046, students’ vocabulary learning
motivation and achievement, r=0.259, N = 97, p = 0.010, and peer-interaction and achievement,
r=0.492, N = 97, p = 0.000. Based on these results, it was elicited that the seventh assumption
was not violated.

Additionally, the last assumption of One-way MANOVA, homogeneity of covariance
across the two sections was checked by the Box’s M Test of Equality of Covariance Matrices
using p< 0.001 as a criterion. This assumption refers that the vector of the dependent variables
follows a multivariate normal distribution, and the variance-covariance matrices are equal across
the cells formed by the between-subjects effects. The results of the test can be seen below.

Table 4.Box's Test of Equality of Covariance Matrices (pre-intervention)

Box's Test of Equality of Covariance Matrices®
Box's M 6.009
F 0.967
dfl 6
df2 65311.109
Sig. 0.446

a. Design: Intercept + Sections
The results of the above Box’s Test of Equality of Covariance Matricesshow Box’s M
(6.009) which is not significant, p (0.446) >a(0.001). This suggests that there are no significant
differences between the covariance matrices. Thus, the assumption of homogeneity of covariance
across the two sectionswas met. An additional check of this assumption was elicited from the

results of Levene’s Test of Equality of Error Variances in the following table.
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Table 5. Pre-intervention test of equality of error variances

Levene's Test of Equality of Error Variances
F dfl df2 Sig.

Pre-intervention 0.578 95 0.449
Motivation

Pre-intervention Peer- 1.898 95 0.172
interaction

Pre-intervention 0.237 95 0.627
Achievement

Levene’s Test of Equality of Error Variances in Table 5 above presents separate tests of

equality of error variances for each dependent variable. The p values for students’ vocabulary

learning motivation, peer-interaction, and achievement were 0.449, 0.172, and 0.627

respectively. Since all these results are non-significant, the equal variances assumption was met

for all dependent variables. Generally, the fact that the assumptions were met as explained above

indicated that the use of Wilk’s Lambda is an appropriate test to use.
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Appendix KK
Assumptions Test of One-way MANOVA (Post-intervention)
The presence of univariate normality was checked by Shapiro-Wilk’s Tests of Normality.

Table 1. Post-intervention tests of univariate normality

Tests of Normality
Sections Experimental Descriptives Shapiro-Wilk
and Control Skewness Kurtosis Statistic df Sig.
Post-intervention Experimental Group -0.394 -1.055 0.977 49 0.453
Motivation Control Group -0.702 -1.146 0.976 48 0.414
Post-intervention Experimental Group -0.300 -0.624 0.980 49 0.565
Peer-interaction Control Group -0.408 -0.356 0.984 48 0.766
Post-intervention Experimental Group -0.626 -0.922 0.969 49 0.218
Achievement Control Group 0.801 1.034 0.965 48 0.166

Presented in Table 1 above, values of skewness for vocabulary learning motivation, peer-
interaction, and achievement in the experimental group were found to be -0.394 (SE = 0.340), -
0.300 (SE =0.340), and 0.626 (SE = 0.340), and values of kurtosis for these three dependent
variables, in their order, were -1.055 (SE = 0.668), -0.624 (SE = 0.668), and -0.922(SE = 0.668).
In the control group, vocabulary learning motivation, peer-interaction, and achievement were
associated with skewness -0.702 (SE = 0.343),-0.408 (SE = 0.343), and 0.801(SE = 0.343), and
kurtosis -1.146 (SE = 0.674), -0.356 (SE = 0.674), and 1.034 (SE = 0.674) respectively. These
results indicated approximately normal univariate distributions. Moreover, Shapiro-Wilkresults
of tests of normality for the experimental group were not significant (df = 49, p >0.05) with p
values of 0.453 for vocabulary learning motivation, 0.565 for peer-interaction, and 0.218 for
vocabulary learning achievement.In the same vein, statistical significances (df = 48, p >0.05)

were not found with reference to the univariate normality of the three dependent variables in the
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Control group. As such, p values of 0.414, 0.766, and 0.166 were found for students’ vocabulary
learning motivation, peer-interaction, and achievement respectively.

Overall, based on the results found from Shapiro-Wilk’s Tests of Normality, the
assumption that there is univariate normality with the dependent variables having approximately
normal univariate distributions was met.

Following the execution of the univariate normality inspection, Linear Regression was
run to check the presence of multivariate outliers. This was done by using Mahalanobis distance
and a visual using scatter dots as can be shown below.

Table 2. Post-intervention tests of multivariate outliers

Residuals Statistics?
Minimum Maximum | Mean Std. Deviation N

Mabhal. Distance | 0.116 10.909 2.969 | 2.290 97
a. Dependent Variable: Experimental Group and Control Group

Table 2 above revealed that the maximum value of Mahalanobis distance (10.909) is less
than 16.27 (df = 3, X* = 0.001) indicating that there were approximately no multivariate outliers.
Based on the this, it was drawn that the hypothesis that the data have approximately
nomultivariate outliers was accepted.

Like the pre-intervention data, multicolinearity, the other assumption of One-way
MANOVA, was checked for the post-intervention data using Pearson’s Correlation coefficient.
The results are revealed in the following table.

Table 3. Post-intervention tests of multicolinearity

Correlations
Post-intervention Post-intervention Post-intervention
Motivation Peer-interaction Achievement Scores
Post-intervention Pearson Correlation 1 0.241" 0.281"
Motivation Sig. (2-tailed) 0.028 0.005
N 97 97 97
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Post-intervention Pearson Correlation 0.241" 1 0.771"
Peer-interaction Sig. (2-tailed) 0.028 0.000
N 97 97 97
Post-intervention Pearson Correlation 0.281" 0.771" 1
Achievement Sig. (2-tailed) 0.005 0.000
N 97 97 97

. Correlation is significant at the 0.05 level (2-tailed).
**_Correlation is significant at the 0.01 level (2-tailed).

The results of the multicolinearity test in the above correlations table showed that there
were moderately positive multivariate correlations between all the three combinations of the
dependent variables. Significant positive correlations were found between vocabulary learning
motivation and peer-interaction (r = 0.241, N = 97, p = 0.028) as well as vocabulary learning
motivation and vocabulary learning achievement (r=0.281, N= 97, p= 0.005), and a stronger
positive correlation between peer-interaction and achievement (r = 0.771, N=97, p= 0.000).

Homogeneity of covariance across the experimental group and the control group was
checked as a further assumption. The Box’s M Test of Equality of Covariance Matrices with
p<0.001 was used as the criterion to check this assumption. The following table shows the results
of this test.

Table 4.Box's Test of Equality of Covariance Matrices (post-intervention)

Box's Test of Equality of Covariance Matrices®
Box's M 5.409
F 0.871
dfl 6
df2 65311.109
Sig. 0.516

a. Design: Intercept + Groups

The results of the Box’s Test of Equality of Covariance Matrices in the above table show

Box’s M (5.409) which is not significant, p (0.516) >a. (0.001). This result indicated a non-

336



significant difference between the covariance matrices.Therefore, the assumption that the vector
of the dependent variables follow a multivariate normal distribution was met. Levene’s Test of
Equality of Error Variances was also checked to additionally examine this.

Table 5. Post-intervention test of equality of error variances

Levene's Test of Equality of Error Variances
F dfl df2 Sig.

Post-intervention 0.015 1 95 0.902
Motivation

Post-intervention Peer- 0.322 1 95 0.572
interaction

Post-intervention 1.601 1 95 0.209
Achievement

The above Levene’s Test of Equality of Error Variances shows discrete tests of equality
of error variances for vocabulary learning motivation, peer-interaction, and achievement. All the
results were found to be non-significant with vocabulary learning motivation (p = 0.902), peer-
interaction (p = 0.572), and achievement (p = 0.209). These results suggested that the equal
variances assumption was met for all dependent variables indicating that Wilk’s Lambda is an

appropriate test to use.
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