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I ABSTRACT 

The purpose of th is study was to investigate the attitude of the comm un ity (stakeholders) towards 

the implementation of A wgni for educationa l instruction in the primary schoo ls (1-8) of Awi. To 

thi s effect, the study has examined the causes and consequences of the attitudes of the community 

towards the implementation of the program since its introduction in the 1996/97 academic year. 

The subjects invo lved in the stud y were 328 in number se lected by usi ng different appropriate 

sampling methods fmm the parents, pupils, teachers and principals of Amharic and Awgni medium 

schoo ls as well as the heads and the eXP1rts of the education offices and the administrative bOdies 

of both woreda and zona l level. 

Since factual infol"lnati on and opinions are desired to conducr the study both a 

questionnaire and an opinion na ire are implemented for data gathering. Then the data gathered were 

analyzed and in terpreted by being categorized into three major groups: variables related to 

awareness; variables related to attitude; and variab les related to the practices and suppl ies rendered 

to run the program . The relations and in erdependences of these variables were also examined by 

using differenr sta tistical methods that included the percentage, the standard deviati on, the t-test, 

the chi-square, and Pearson's pmduct -lTloment correlation. 

Finally, the results indicated that while the respondents of an overwhelming number of the 

adminisn'ative bodies and 52% of the heads and the experrs of the education offices favored the 

NETP perraining to its language policy 3 1.8% of the latter respondent categories and an 

overwhelming proportion of the reacher respondents di sfavored it. The rational es jusrified by both 

of those responden ts w ho di sfavor rhe NETP showed that there is a lack of awareness to the NETP 

and to the benefits of using an MT for educationa l instruction . This was in turn because, 

parti cularly, teachers were not well acquai nted with it by ei ther an in servicc or on the job 

trainings. 

Moreover, except the rc spondcnts of thc administr~tive bodies (none of whom have 

childrcn learning in the Awgni medium in practice) the atritudes of the majority of thc rcst of the 

respondcnt categorics arc negati vc towards thc introduction of A wgni for educational instruction. 

Thi s was also duc to th e fact that its implcmcntation was not only not on the basis of the 

consultation and conscnt of thc beneficiary community but also not based on thc supply of the 
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I 

Ill'l'cssary rcquircmcnls of rcsources and supplics. Thcrefore, in addition to lack of thc support of 

th l' bcnefic iary comm unity, the program is also sui'li:ring from lack of the nccessary human (both 

tcachcrs and cxperti se) and material (textbooks and supp lementary readers) resources, particularly 

in the case of thc upper primary (grades 5 and 6). 

In general, frolll all this it can be concluded that the implementation of Awgni as an LO! is 

basically entang led with attitud inal probleill s aillong the community that stemilled from awareness 

shortages and the consequent problems of resource suppli es. Accord ingly, since a program 

di sf<II 'o red by the majority of the stakeholders has an opportunity that hardl y meets its goa ls, no 

Illatter its basis on sound rationales, it may require the executors to create com ll1unity awareness 
I 

and consequent attitudinal changes. This in turn s 1all be ach ieved through an educative, open -

Ill ind~d , and flex ible approaches that took comillunity attitudes, recoillmendations and rationales in 

to accou nt than those of coerci ve strategies. 
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CHAPTER I 

THE PROBLEM AND ITS APPROACH 

1.1 Background 

The importance of human resource for the economic growth of a nation has been 

emphasize&to be irreplaceable since days of old. Education inturn plays a significant role fo r the 

over-all development of the human resource of any country in the world. And that is why 

different scholars such as Aggarwa l (1995: 1), Psacharopoulos and Woodhall (1985:72-77), , 
yaizey (1963:35), Bun-up (1960:3), Oegarege (1998: p, Tekeste (1990:27), etc. indicate that 

education plays the most deci sive role in the socia l, I economic and political deve lopment of 

~ociety. Moreover, accord ing to Raza and Ramachan~an (1990: 21) education "is inseparably 

Intertwined with other socioeconomic strands and is U1i ited in the society through ev()ry fiber of 

its being". Thus, if nations are expected to uti li ze their resources effective ly and efficiently for 

their soc io-economic development, they should undoubtedly give priority for education. At least 

they are required to have adequate provision of basic education through primary schooling 

Psacharopau los and Woodhall, 1985: 72-86; Blaug; 1980: 145- 152; Passin, 1967: 117; and 

fransitional Government of Ethiopia - TGE, 1994:8) . 

I Furthermore, for a society of a nation to affnT' its relations and interactions with the 

natura l environment and the productive forces the provision of Primary education becomes 

indispensab le and fund amental. This is because education, obviously, creates productive citizens 

by inculcating important and useful knowledge, there by speeding up economic development. 

UNESCO (1983:3) refe rs this role of education a ladder of ascension of man in the socio­

economic and political mobility of the society. In other words, primary cducation forms the 

initial and essent ial basi s not only to impar1 basic skill s and knowledge but al so to create positive 

attitudes and ways of thinking wh ich may exert a life long influence on citizens (Lockheed, 

Verspoor and associates, 1991:1 ; Muller, 198 1: 36; UNESCO, 1975: 53; and Xiao, 1998:3). That 

is the basic reason why the entire nations of the world have given the primary recognition for the 

importance of investing in human capi tal, particularly to provide universal primary education 

sooner or later (Education for All - EFA, in Amharic 1982 : 1-1 2; and UNESCO, 2002: 13-35). 

Gcnera ll y, in addition to sati sfying basic hu man needs, primary education is found to be a 

vit al tool to discriminate the good from the bad or in the words of Johnston (1963:80) "to 

appreciate the beautiful rather than the ugly." For instance Primary education can help society to 



ma in ta in or improvc the worth of its culture eithcr by reducing the interference of some bad or 

Clil cul tura l practi ccs into it or by deducting those harmful practices al ready embodied in it, or 

still by incorporat ing novel and va luable practices in to it (UNESCO, 1983:66 and TGE, 1994:8). 

On top of that, cit izens with primary education, as opposed to those with no primary educat ion, 

not onl y can better pal·ticipate and thereby ensure their political and democrati c rights in various 

political matters at different levels of government but can also contribute to the political stability 

or peacc of their nations (Burrup, 1960: 3; Aggarwal, 1985: 77-79; TG E, 1994: 1-2; and 

Degarege, 1998: I). 

Nevertheless, to mcct such various social , pol iti cal , cultural , and economi c goals of 

pri mary education and to prod uce such capable and sclf, rc li ed citi zcns there arc vari ous mcasures 

!o be takcn by the governments of nations and their rdspecti ve citi zens. Tha i is, in addition to 

brcparing a releva nt system or policy of education, desi ~n ed according to the objec ti ve conditions 

of Ihe nati on, some of the prerequisites for a primary education that enable (t play the 

aforementioned roles include availab ili ty of well-qualified and committed teachers (Coombs, 

1985 :117; Waxman and Walberg, 1991:140; and Tanner, 1967:214-21 8), adequate facilities, 

relevalll curri culum, conducive work environmelll and above all the open mindedness, fl exibility 

mel cooperati veness of both the society and the gol' :rnment itself (Philip , 1969:283; Morse, 

1967 :203 -212; Aggarwal 1985:99-1 04 ;Tanner , 1967 : 2 14-2 15; and TGE, 1994:4-6). 

To thi s end educali on requ ires an un interrupted and attent ive follow up and innovative 

changes and reforms. In fac t educational re fo rm is a long and complex proccss invol ving 

tho usands of individua ls the effective implemcnta tion and instit utionaliza tion of the innovat ions 

and reforms of whi ch orten rakcs twcnt y and thirt y yea rs oftimc. Th is docs not mean , howcvcr, 

Ihat a clay- to-clay fo llows up and a day-to-day improl'ements or impacts of thc implcmentation of 

Ihc in novati on should not bc given a due consideration. But it does mean that the outcome th at 

wou ld bc seen afte r 20 or 30 yea rs is a conglomera tion of the day- to-day fo llow up and 

conscqucnt improvements. In other words, th e fail ures of educa tional changes or refOnllS that 

have a mission of accomplishing the goals of school s and thereby of the goals of citizens, by 

replac ing the old systems and structures by new and bClle r ones, are indi cations of fa ilures in the 

day to day lo llow up detcrmination and an appropri atc implementat ion of the innovations and 

reforms. Th us, the change agents are requi red to check the health y impl cmenta tion of 

innova tions and re lorms at all ti mes un til it is rltlly impl emcnted and has brought abo ut the 

necessary outcomc (A ya le w, 199 1:8- 10; Fu ll an and Sriegelba uer, 199 1: 13- 16; Gross , Giacquillla 

and Ilc rnstein , 197 1: 122-2 1 G; Da lin and others, 1994 9-20; and Sla ter, 1987 :445-477). 
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When we see the Ethiopian education system In light of thi s sc ient ific fact, it is known 

that the govemlllent of Eth iopia has brought about and imp lemented an innovative reform through 

the New Educat ion and Training Policy (NETP) that condemned the former educational system 

for being "entangled with complex problems of, relevance, quality, accessibility and eqqity" 

(TG E, 1994: 2; and Institute of Curriculum Development and Research - ICDR, in Amharic 1993 

Eth.c: 242). The change made in the language of instruction, particularly the use of local 

• languages ,Is languages of instruction (LOis), in primary school s, is one of the fundamental 

changes or reforms introduced as a resu lt of the NETP (TGE, 1994:23-24). And this is the central 

concern of thi s study. 

Indeed, thi s change of language of instruction is an important step in the provisioq of 

educa ti on. As sta ted by Engholm (19 . 6: 15) this is because "language is the key to the healjl of 

pcople. I f we lose the key we lose the people. I f we treasure the key and keep it safe, it lvill 
I 

unlock the door to untold the riches, ri ches which cannot be guessed at from the other'side of the 

doo r. " ln line with thi s idea Watson (1982: 190) quotes the foll owing from Wong Hoy Kee: 

Language is an essential means of communi cation and when the language in 
question is al so the mother tongue, it is one of the most important forma tive 
infl uences in mold ing the in tdlect as \\'ell as the character of the child. Indeed, it 
is a powerful instrument b I which not only individuals may express their 
personality, but groups may , Iso identify their collective consciousness . 

I f the role of language is poss i,bly expressed in such a way its role as an LO! is, li kewise, 

expressed by Rubagumya (2000:3) as follows: 

There can hardly be any educati on without language. In order for the 
learning/teaching process to be succcssful, both lea l'ners and teachers have to 
have good command of the LO!. If leamers are not proficien t in the LOI , they 
will not be able to read books and other instruct ional materi als in that language. 
Likewi se, teachers have to be profi cient in the LOI ; otherwi se they wi ll not be 
able to impart knowledge effec tivel y. 

Moreover, lingui sts, educational psychologi sts, and various other educat ionalists agree 

that the use of the mo ther tongues (MTs) as LOi s, in the early years of educa tion , primary level, 

has proven advantageous in va rious aspects, pa l1i cu larly wh ere thc development or cogniti ve 

fac ulties is conce rned. On the contrary, the use of a language, which a child cannot speak and 

li stcn ill a class room instruction, will create cogniti ve and pedagogical problems on the child . 

That is why most schol ars of the fi eld bclieve not onl y that a chi ld learns best in his mother -

tongue but also argue that the mother-tongue is as natural as the mothcr' s mil k for a child. On the 

other hand , thcre arc al so opponents to it \\'ho argue with their justifications of it s economic, 

educational, as well as poli ti cal drawbacks (McNab, 1989:15 ; Wet and Nieman , 1999:87-88; 
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Lockheed, Verspoor and assoc iates. 1991: 153; Unchendu, 1993 :53; Corson, 1990:77-83; Pool, 

1972: 2 13-226; Kel man, 1972: 1 85-~ 12; and Mazaba and Nthepe, 1979: 16 1- 169). 

Be it as it may, Ethiopia has recogni zed the challenges of multilingual education and 

opened the way for its practi cal implementation by the beginn ing of the 1990 's. This has, been 

put both on the const itution of the FDRE (1994: 6 and 22-23) and the NETP (TGE, 1994:23-24) . 

Both of these documents recogni ze th at all Ethiopian languages shall enjoy equal status. 

Neverthele~s , although aware of it s overall benefits, concerning the use of MTs as LOi s, in 

primary schools the NETP (TGE, 1994 :23) has put it not as compulsol'y but as an op tional and 

conditi onal practice as follows: "Ma~ing the necessa ry prepara tion, nati ons and nationalities can 
, I 

either learn in their own language ~r can choose from among those se lected on the bas'is of 

national and coun trywide di stribution !" I 
It was based on this po licy dJcument that Awgni was implemented to be an LOI f~r the 

primary schools of Awi, one ofthe three zones in the Amhara Rregion estab lished on the bas is of 

minority ethnic identity . This language, Awgni, is the language of the Awi people; just like 

Amhari c is for the Amhara people andlor English and French are for the people of England and 

France respectivcly. Awgni is a Cushitic language which is spoken by the people of Awi, people 

who have resulted from the superse lure by the Semitic languages, Amharic and Tigrign:. In 

other words, Awgni is a pal·t or dillect of the Agaw language that has escaped a cen,uries 

semitizarion process but found isolated as a pocket or an island being splited from the once 

cont inuously and nativcly spoken .-\gaw language in thc entire northern half of the country 

(Hetzron, 1966: 2; Fleming and Bender, 1976:40-4 1; and Murdock, 1959: 18 1-182). 

By the way that much research has not been made on Awi . That is why e,'en the name 

Awi is usually ca lled wrongly. Some call it simply Agaw, others like James Bruce in I-jetzron 

(1969:2-3) the Damot Agaw, still others like Hetzron (1969) Southern Agaw. Others, who 

consider themselves to have ca ll ed it cO ITect ly, li ke Bender et.al (1976) and Conti Rosini as ci ted 

by Hetzron( 1969:2), Lipsky (l962:44),Leslau(l958: 1991), too, ca ll it Awiya or A wngi, are not 

st ill call ing it correctly. All of these authorities have used a di stol1ed name. But if one goes to the 

Awi area and ask an indi vidua l or citizen whol11 he/she is, he/she will ge t the response that he/she 

is an Awi and her/hi s language is A\\"gn i. Moreover, he/she can tell that Ross ini 's A\\'iya is to 

mean the son of Awi and Awngi is the distorted name of Awgni. Thus, although all these dialectal 

and grammati cal issues are not yet stu di ed and standardi zed, the correct name for the people is 

Awi :md/'or their I<lng llage is Awgn i. 
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Since the end of 1994 A wi is f~cd as a zonc. It is one of the II zones in the Amhara 

National Regional State (ANRS) that is located at the southwestern part of the region (appendix 

M). Its capita l, Inj iba ra, is loca ted at about 450 km. from Addis Ababa on the hi gh way of Addis 

Ababa-Bahir Dar, 1:20 km. before reaching Bahir Dar- the capita l of ANRS. The zone is divided 

into five 1V0redas, namely Dangila, Fagita-Lecoma, Bonja-Shikudad, Ankasha- Guagusa, and 

Guangua. Based on the census of 1995, by 2004 the proj ected population size of the zone is 

estimated to be about one mil lion . Among this 49.9 1 % are males and 50.09 are femal es and of the 

total of which 10.69% are urban and 89.32 ru ral dwellers respectively. Most of the rural 

populati on is a speaker of Awgni. The rest speak either both or only Amharic. There are al so , 
some people in the zpne who speak Gumuz or Shinasha languages. Nevertheless, the working or 

offic ia l language of tlle government system in the zone is Amharic (Depart~lent of Planning and 

Economic Development of A wi Administrative Zone, 2002, 1-10). I 
A wi has 164 primary schools among wh ich 77 of them provide education in Awgni 

medium. Indeed in some of these schools the LOIs are both Awgni and Amharic. For students 

instructed in A wgni , Amhari c is gi ven as a subject stan ing from grade three. A wgni was 

implemented to be an LO] by the year 1996, only after a yea r of getting its sc ript (appendix L) 

and reduced to a wri tten fo rm (Teferi , in Amharic 1988:4-6 and Bantihun, in Amharic 1994:3). 

By July 2004 the sllidents of the fi ve pil ot schools instructed by using A ,\'gn i as an LO] will 

complete their primary educat ion, in fa ct instructed in Eng li sh in th ei r grades 7-8 (AI-v i 

Admi ni strati ve Zone IEducat ion Desk -AAZED, 1996 in Amharic: 15-22). 

1.2 Statement of the problem 

rf a need arises for an y cducati onal change, it shou ld not on ly be carefully planned but it 

should al so certai nly have the goa l of meeting the des ircd educational needs of the indiv idua ls 

and the cntire society more com pletely than the prcvious one (El sbree and McNa ll y, 1954 : 78). 

That is both the ex isti ng condit ions of the country, particular ly the schools, and the pal-ticipation 

in and thc consequent consensus of the teachers, the students, the entire comlllu ni ty and / 01' any 

one direct ly or indirectl y affected with thc system should bc the bedrock of implementing any 

new systcm or innovation in educa tion. In the samc lOken, to meet the goa ls of instruction 

through an MT effecti ve ly, however useful it may be, the su itability and popu lar recognition of 

thc pani clila r language should be ensured far ancl wide bcfo re it I'eplaces thc eXisting instruct ional 

language. 
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Besides the reselYations some ed ucators have and other forms of resistances against using 

an MT as an LOI, as the researcher has come across, the parti cular issue of Awgni as an LOI is a 

debatable and controversial issue among the concerned community since its implementat ion in 

1996. Few people talk in support of it but most of the people tend to speak against it . Therefore, it 

can be confidently said that in spite of its multifaceted importance - related to social, political, 

pedagogica l and psychological values - most of the parents, teachers, students and other members 

of the community seem to be unhappy in using Awgni as an LO] in the primary schools, 

particularl y in the second cycle. This study, therefore, attempts to investigate in depth the causes 

and the effec ts that nr litate against the use of AlVgni as an LOI in Awi Zone., 

[n addition to ,such community di ssati sfaction, using Awgni for educa,tional instruction has 

come to be a debatin

1
b issue among the administrators of the zone and the zolla l education desk in 

one side and the Re"ional GOI'ernment and REB on the other. The debate arises from the LOI in 

the second cycle primary. The debate has evol ved by 2002 when the zonal council has decided to 

stop us ing Awgni as an LO[ at grade six and repl aces it wi th Engli sh for grades seven and eight 

whi le the regional officia ls, on the other hand, res isted this and insisted the zonal offi cials to 

continue using Awgni as an LOI in the entire primary ( 1-8) education. 

Apart from : uch commu nity impress ions and compl aints as wei as controversies of 

officials, the researciler has been sensing the prob lem by hi mself since All sni' s implementation 

as an La] because ht \I 'as working in all levels of the educa tion system in ihe region: in woreda 

and zonal education offices in Awi Admini strati ve zone as we ll as in thd education bureau of 

Amhara region as an ex pen . Hence, with such an information and a\l'a reness to the prob lem 

under di scuss ion, he took the opportuni ty as an initi ative to carry out a stu ely on such a criti call y 

worrI some Issue. In other \I'orels, the researcher believes that community di ssatisfact ion or 

di scontent on the change of LOI from Amharic to AlVgni should not be seen as simple as any 

material or financial probl em that the educati on system is entangled with because there are 

various institu tional, social , cultura l and attitud inal factors behind it without the solution of which 

imp lementation is hard ly successful. Therefore, the researcher wants to deal spec ifica ll y on the 

att itudina l probl ems of the comm unity as we ll as the causes of the differences among authoriti es 

concerning thc LOI in thc primary schoo ls of Awi instructed thro ugh Awgni. 

Aeco rci ingly, such att itudinal facto rs initiatcd the resea rcher to invest igate the uncierlyi ng 

problems th at attrib utc to the chall enges in the imp lcmenta ti on of Awgni as an LO I in the primary 

schoo ls of Aw i. To attain th is objecti ve the study wi ll attempt to give rcs[lonsc to thc fo llowing 

basic questions: 

G 



I. What arc the alt itudes of the teachers, the heads and experts of the educat ion offices, as 

well as the zonal and woreda administrative bodies towards the language po licy concerned 

on the use of an MT for educational instruction? What accounts for those attitudes? 

2,. What are the views and reactions of parents, pupils, ,teachers, the heads and the experts of 

the educat ion offices and the administration bodies of woreda and zonal admi ni strati on 

offices to using Awgni as an La] and a subject of study? What are the prevai ling factors 

and )·easons that led respondents to such an out look and attitude? 

3. To what extent are teachers prepared to teach in Awgni? In what ways? 

4.\ To what extent is community awareness and partic i/Jat ion exerc ised in the dec is ion and 

I implementati on of Awgni to be an La!? Does the community support and encourage the 

I 
use of Awgni as an LOI? In what ways? J 

5. [n what ways do woreda and zonal education office , and their superv iso rs help to ensure 

the implementation of Awgni as an LOI? 

6. [s there an interdependence of the above variables among each other to ultimately affect 
the implementation of Awgni as an Lor? 

1.3. Significance of the Study 

Identifying the problems that might hinder the realiz'ltion of the obj ectives of educational 
I I 

chan!,e and inno va tion helps to look for clear and applicab le alternative so lutions that lead to the 

alleviation of the problems identified. This condition may a1dd steps to clear out the doubts and 

deba t~b le issues on A wgn i as an LOI among the communi!y and ult imately to have a clear-cut 

agreement among the contendi ng parties. This is because community attitudes are the most 

determi ning factors than demographic, pol iti ca l or any other aspects of soc iety on the 

effecti veness of language poli c ies in educati on (Ferguson, 197 1: 153- 154) . As such, according to 

the resea rcher's bel ief this study may have the foll owing signifi cances : 

I. By examining the present status of primary schools of Awi, where the LOI is Awgni , it 

tri es to bring the current prob lems on to the surface and help managers, planners, and 

officers of educati on as well as adm in istrators of all levels to understand the seri ousness 

of the problem and hence take appropri ate and matured remedial measures to el iminate the 

attitudinal probl ems faced to A wgni as an LO r. 

2. It sugges ts alternative recommendations in dea ling with the attitudinal problems that may 

e ither pos itively or nega tive ly affect the implementation of A IVgn i as an Lor in the 

pr imary schools of Awi . 
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3. It may al so give an ins ight into the problem and serve as a reference for those who may 

intend to ca rry out a further in depth research. 

1.4. Delimitation of th~ Study 

Awi Administrative Zone has a total of 164 primary schools out of which 77 are schools 

where the LOI is Awgni. In these 77 schools 38,185 students are attending education by using 

Awgn i as an LOI in grades 1-6. Other 2,846 pupils of the above 38,185 are those who used 

Awgni as an LOI in their previous grades and are now in grades 7 and 8 attending their education 

in Erlglish medium (AAZED, 1996 in Amharic: 9- 14). l'Ievertheless, the implementation of 
! 

AWgJ\i to be an LOI in the primary schoo ls of Awi has facecj deep, wide, and somewhat obscured 

att itub inal problems from the communi ty. The origins of th Jse atti tud inal problems are many and 

vary /from community to community and lor even from one Indi vidual to another. Thus, all of the 
I 

fi ve woredas are included in the study. Moreover, since the problem under stud y is mo re cri ti ca l 

in the second cycle than the first cycle it not only treats both cycles of primary education, but 

gives as much emphas is as possible to the second cycle too. This characteri sti c of the study, in 

addition to a specia l emphasis it gave for the attitud ina l problems of the different soc ial grou ps in 

the entire zone and the maj or origins of these att itudinal pro llems, is what makes it different from 
I 

Desa lw's asseso ry thes is (2002) entit led "Factors that Affec'[ [he Implementation oj Using Awglli 

as a 01edium oj Ins[mction in the Lower Pril/1w)' Schools of A wi Administrative Zone. " 
I 

1.5. Methodology and proced ure of the Study 

1.5.1. Me thodology 

Thi s stud y foc uses on revealing . the cu rrent attitudinal problems faced to the 

implementation of Awgni as an LO I in Awi. Therefore, a descriptive method that included both a 

sUl'vey and in terrelat ionship study mcthodologieswas applied to carry ou t thi s study. Thi s is so 

because it is not only the desc ripti on (or the ana lys is, in terp retation, and reporting) o f the current 

status of Awgn i as an LOI that is ca rried out in th is study but also an attempt to trace the 

r'e latiollsh ips among the d ifferent factors that provide deerer cogn izance into the s ubject under 

in ves ti gation (Koul , 1997:434-442). Bes ides, Ayal ew and Seyout11 ( 1980: 7) have also expresscd 

th at the descript ive t11cthod of research is ap propr ia te to ga thcr several types o f data for a study of' 

such a broad size rather than stud ies in depth. 
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1.5.2. Source of Data 

Pare nt s, tcachcrs and principals of primary schoo ls of both Awgni medium and Amharic 

medium, grades seven and eight students who have been taught throu gh Awgni medium in th eir 

grades of 1-6, experts and heads of woreda and zonal education offices as well as zonal an~ 

woreda admini strative bodies are used as sources of data. On the other hand, obviously, the 

review of related literature and other related relevant documents was made to enrich the study. 

The! se lection of the teacher respondents is intentionally biased to those teaching III 

Awgni medium on the expectation that they have better information and experience than the 

teachers teaching in Amharic medium ill the implementation process of the program. Grad1 ! . 
seven and eigh t students are also intentiol)a ll y selected because they are not onl y better matured, 

than the lower primary school students t respond to the questionnaires but th ey are also in ~ 
better pos ition and experi ence to resp · nd by comparing and contrasting the provision of 

I 

education in grades 1-6 through Awgni and the provision o f educati on in grade 7-8 thtough non-

Awgni med iu m. The need fo r th e se lect ion of th e principals, the heads and the concerning 

experts of woreda and zo na l education offices and th e administrative bodies of both woreda and 

zo nal adm inistrat ion is to see not ' only the attitudinal differences and awareness levels (or 

differences in their understanding and det ,ml ination to the prob lems) but also the efforts done t( 

so lve th e problems entangled by them. 

1.5.3. Sample SiZi and Sampling Tcchn iqu e I 
All woredas of the zone as well as schoo ls frol11 both urban and rural areas were not only 

included in the study but a lso given an equal and reasonable chance of being represented. Thus, 

the selec ti on of the sample school s among the woredas was based on the proportion of the 

primary school s in each woreda. The se lection of sample schools with respect to urban and rural 

location too was ca rried out accordi ng to the ir respective proport ion. 

Acco l'ding ly, for the se lection of pupil respondents 10 (13 %) of the total 77 primary 

schools wc re taken . These incl uded G isa from Dangla Woreda; C higuali frol11 Fagta -Lecoma 

wo reda; i\skuna and Koso- Bcr from Benja-Shi kudacl Worecla; Agaw Gimja-Bet, Shashna and 

Azena from Ankesh-Guagusa Worcda; and Wo rwora, Yimali, and Z igem from Guangua Woreda . 

All the tcn schoo ls are fu ll cyclc ( 1-8) primary schools. Almost all of the rest schools provid ing 

education in Awgn i medium are satell ite schoo ls to these ten school s and the previously piloted 

school. In othe r words pupi ls allending their education in Awgni medium pursue their second 

cycle eclucMion by transfe rrin g to th ese school s because except these school s the rest are not full 

cyc le ( 1-8) primary schools . Accordingly s ince all pupils from the 77 schoo ls ha ve an equal 
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chance of' being sek<:tcd, the samp li ng sys tem is thought to be representative. Finally, the 

selec ti on of the studcnt respondcnts was conductcd by using a random sampling method, which 

was made to include about 80 primary schoo l (grades 7&8) students. 

As per the selecti on of the parent respondents a cluster sampl ing method is implemented. 

This method was preferred due to both a scattered di stribution of the community and lack ofa list 

of the population as a consequence of which sampling of individual units was inconvenient. 

Thus, each of the entire population li ving around the ten sample school areas was grouped into 

seven clusters. From each cluster an individual I\"as drawn randomly where by a tota l of seventy 

respondents were se lected. Nevertheless, while the focu sed group di scuss ion was bei ng conducted 
.• \ 

three add itional respondents were draW!l on top of the previous parent respondents of each sample 

school area so that the number of the il\te rviell"Ces was totall y ra ised to 100 respondents, i.e. 111'ith 

three respondents per a sample school /area dnlll·n by using the same sampling method. This ,vas 

done so because scholars (Kou l, 1997: 176) recommend that the opti mum size of the number of 

the group members in a focused group di scussion or group in terv iew shall be between 10 and 12. 

What was interesting fo r the student researcher in the dmwing of respondents was that he 

was fo rtunate to se lect the tea<;her and principal respondents. That is by the time the student 

researcher arrived to the study area (A' vi zone) to draw the samp les and distribute the instrum,:nts 

to them all the pri mary school teaders wcre found attending a seminar in their respec ive 

1V0redas. The student researcher has cbanged this 0PPoltunity into an advantage by being able to 

selcct teacber respondents by usi ng J sygcma(ic random sampling mcthod, not from the ~ew 
sample schools but from a popu lation of the enrire teachers teaching both in Awgn i and Amharic 

mediull1s. As a resul t of such an access the student researcher has used 100 samples (66 teachers 

teach ing in Awgn i med ium and 34 in Amharic medium but with Awgni MT, ten of the total of 

which are principal s). Thus, it can undo ubted ly be claimed tbat the selcction of teacher 

respondents has fo llowcd a purely randoI11 saI11pl ing method. 

As regards the sc lection of respondents froll1 the woreda education offices the available 

personalities that arc dircctly concerned with priI11ary cducat ion are selected . These included the 

heads of the offices, the heads of til c fo rI11a l cducat ion dcsks and the expcrts of primary education 

from each 1V0reda. Accordingly, from the li vc 1V0recias 15 respondents were selected us ing both 

puqJos il'c and availability saI11 pli ng met hods. The rest sevcn respondcnts of thi s group are 

selectcd from the zonal ed ucation dcsk and from woreda capacity building offices by 

impl emcnting the same sampling method too. This included the head of the zonal cd ucation desk, 

thc tca m leader ortile cducation providcd in i\wgn i medi um and the eXflcrts orboth tile education 
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desk and the woreda capacity bu ilding offices responsible for primary cd ucation including the 

educat ion provided in Awgni medium. In sum 22 respondents fro m thc zonal and woreda 

education offices are se lected by using the aforesa id sam pli ng methods. 

When we come to the se lecti on of the respondents from the woreda admi nistrative bodies 

it followed two methods. From the zonal level all the cabinet members ( I I in number) were 

se lected by using the ava ilability sampling method. This was done so because this cabinet is a 

so le accountab le body in the making of all the decisions ca rri ed out in the zone, including the 

determination and implementation of Awgni as an LO t. From the woreda level the selection of 

sample respondents fo llowed purpos ive sampli ng method. That is membcrs of the woreda 

cabi net only who are directly or indirectl y related with the education sector were selected. These 

included the chai rmen, the vice chairmen and the hdads of capacity building offices to which the 

1V0reda education office is accountab le. Thereforei 2G administrative bodies ( I I from the zonal 

level and 15 from the woreda level, 3 from each woreda) were se lected as samp les. 

In general, about 328 respondents (among wh ich 30 parents were invo lved only in the 

interv iew) were drawn for thi s study using different sampling methods that were considered to be 

fit for the study by the studenr researcher. The convenience of these different sampling methods 

was conducted on the basis of both the sc ientific gl Junds and the objective realities of the stud y 

area. And all the 298 respondents (exc luding the 30 interv iewees ment ioned above for not 

participating in responding for the qucsti onn ai res) II'ho were given questionnaires have filled and 

returned the questionnaires on time. 

1.5.4. In struments and procedures of data Gathe rin g 

1.5.4.1 Instruments of Data Ga therin g: - Three major instrumcnts (qucstionnai res, 

opinionnaires, and in terviews) were employed in order to gather the necessa ry data for thi s study 

(See ap pendi xes A-G). The need for both questionnai res and opinionnaires was demanded 

because the research requires not onl y factua l information but al so opini ons, attitudes andlor 

views of the respondents. Moreover, both are also better and appropri ate inst rume nts to obtain a 

variety of information and opinions [','om a large population with in a relativcly ShOll period of 

time. In order to co ll ect a better relcva nt data whilc the ques tionnaires includcd both closc cnded 

and open-ended questions the opinionnaire included opi nionnaire or attitude scales (Koul, 1997: 

146- 170; and Bcst and Kahn, 2003:229) .And both are implcmented to gat her information from 

all thc rcspondcnt catcgori es cxcept from thosc of the parcnt s. 
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T he research interv iew employed to collect data fro m the parent s in thi s stud y was 

unstructured non-directive type . Though not unstructured, it was more or less uniform and 

carried out in the form o f g roup interv iews. The choice of us ing unstru ctured interview to obtain 

information from the parents was not only because of the f~l c t that the interviewees are not too 

much in number and hence the feas ib ility of admin istering an unstructured interview within a 

given time framework is more cel1ain (Koul. 1997: 175- 179) but also because to give better 

chances that they were not allowed to the oppol'tunity during the administration of the 

questionnaire by gett ing suffi c ient open ended questi ons to express their fee lings. [n add ition, 

unstructured interview is preferabl e because as it is not restricted to a certa in form an interview is 

a more app ropriate too l to secure more factual 

in te rviewees. 

r formation , opinions, and attitudes from the 

\.5.4.2. Piloting the Research Questionnaire: - The questi onnai res were refin ed more before 

be ing presented to the respective respondents. Thi s is because once structured quest ionnai res are 

distributed they have no chance to be di scussed between the researcher and the respondents. 

Thus, primari ly the appropriateness of th e questionna ires was commented by the adv iso r of the 

student researcher, and then piloted and refined fUI ther. 

To pretest the quest ionna ires further, th trefo re, the pilot study was carried out on a 

randomly se lected ten teachers and e ight students fro m Chal'a primary schoo l of Oangil a woreda 

an d ten parents from the nearby kebele by using an incidenta l sampling method. The other 

question naires were al so piloted duri ng th is time by taki ng three woreda ad mini strative bodies 

and three people from the woreda education offices of the same woreda. To avoid bo ri ng of th e 

respondents the schoo l and all other respondents se lected for the pilot stud y are excluded in the 

fina l sample of the schoo ls and the responde11ls. 

The student researcher has used the feedbac k obtained from the pi lot test to refine th e 

items in the questionnaires. Acco rdi ngly, (I) questions that looked repcatcd were e ither avoided 

or improved in various aspects; (2) some choice questions were changed into open ended ones so 

that respondents will not be lim ited on th e choices restl'icted by the student researcher, the reverse 

was also he ld suit; (3) some questi ons that lI'ere fou nd vague and ambig uo us to the respondents 

were funh er refined and impmved so that res ponde nt s can easi ly und erstand the questions and 

respo nd as eas il y and elcarly as poss ibl e; and (4) there were a lso qucsti ons that were found to be 

irrelevant for the research and ca nce ll ed tota lly fro m the questi onnaires, In ge neral based on the 

pilot kedbaeks , somc ncw essent ial itcms were illco lvorated by de leting the un necessary olles 
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after which stage the questionnaires were di stributed and administered to the respective 

respondents. 

As far as the administration of the research instruments is concerned, two co- researchers 

(assistants) I were invo lved in the study selected by the student researcher during the 

administration of the questionnaires. With the he lp of these two ass istant resea ,'chers the 

questionnaires were ad ministered during both the regular office and school hours or outside of it. 

The stude,l researcher was available at the time of the administration of the questionnaires and 

made all the necessary effo,is that avoid mistakes and minimize possible misunderstandings, by 

clari fying tile purpose of the questionnaires, when there is a neeld. The administration of the 

unstructured' focused group interview was entirely held by the s~dent researcher himself on a 

one-to-one b!asis of each and every group. . I 
1.5.5. Methods of Data Analysis , 

Thi s covers a comprehens ive task of the tabu lation, organization, ana lysis and interpretation of 

the raw data co ll ected through the administration of various tools among the selected samples 

from as many angels as possible. It is the central pa,i of the entire study where the neutrali ty and 

open- mindedness of the researcher are highly demanded to draw sound and rel evant conclusions 

and va lid g~neralizations . To this end an explorat ion of the si' nilarities, d iffere nces, trends, 

signi ficant hctor's, and the interdependences of the factors (or Var' iableS) was made as to how, 

where, and J hy they affected the subject under study. 

Mor&over, some statisti ca l techniques are also implemented ' to attack the data numeri cally. 

To begin with, in analyzing the awa reness, attitudes as well as the practices and supplies made by 

the stakeholders, besides the percentage, the ch i-square tests were employed to check whether 

there were differences of awarenesses and attitudes among the stakeholders or not. Moreover, at 

poin ts where there is a necess ity Pearson's product - moment correlation was calculate and 

presen ted to examine the relationships among the awareness, attitudes, and practices and supplies 

made by the stakeholders. A t- test was also involved to examine the s ignificances of the 

relationships among the above variables as well as the effects of one or two variables over 

ano ther one or two (the indepe ndent over the depende nt) . Lastly , all the differences, the 

relationships, and the interdependences were tested at a 0.05 (often a slanda rd level) level of 

s ign ifi cance for stat isti ca l s ignificances. 
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1.6. Contextual Del1nition of Key Terms 

Altitude: Attit ude here refers to the affective responses or impress ions and reactions of the 

respondents towards their own language and/or other languages with respect to its role in 

communicat ion and instruction (Katz and Stot land in Andersson, 1967: 12: I). 

CO llllllunity: can be defined as peop le with common interests li ving in a particular area or an 

interac ting populat ion of various kinds of indi viduals in a common loca tion and with com mon 

charac teri stics and interests li ving together with in a large soc iety. Community in thi s study, 

therefore, includes all people or stakeholders in the study area (Good, 1973: 11 9). 

Local langnage: Th is is a language spoken in a specific territory, usual ly in restricted area 

\Geffler, 1999: 254). For instance Awgni is a loca l language that is spoken only in Awi through 

put th is paper it is interchangeably used with nationa lit / Ianguage. 

~'ledi u m of instruction: the l anguage used by teach ~rs and students in school communicat ion 

and/or in educat ional instruction. Throughout th is paper medium of instruction is interchangeably 

used wi th LO I. 

Moth er tongue: a language that the speaker acquired from the earliest years and which normally 

becomes the nallu·a l instrument of thought and communication when learn ing to talk (Good, 

1973). [n other words, it is the language used by the C.mily and first learned by the speaker as a 

child before he/she enters to school. Throughout tll.$ paper it is interchangeably used with 

Ivern acu iar. 

Official Language: is a language, which is approved and used by the government in the 

legislative, executive, and judicial activities or in government administration in general. 

Language Shift: is a socio- linguistic phenomenon by which a specific ethnic group gradually 

transfers it s choice and use of language from its MT to the language spoken dominan tl y or widely 

(August and Hakuta, 1997:40) 
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CHAPTER II 

REVIEW OF RELATED LITERATURE 

2.1. Instruction through a Mother Tongue 

Scholars argue that human development is tightly interrelated with the development of 
~ 

language to the ex tent that the two can be taken as the two sides of the same coin. This is because 

language is a crucial means of gaining access to relevant knowledge and skill s. That is language 

is the key to cognitive development andl can either promote or impede scholastic and the \ 

consequent socio-economic success. LangLage is, in short, the most important privilege given : 

on ly for human beings (Spolsky, 1975: I) t hich provides an indiv idual at least three essential I 
functions: (I) it provides an individual wit~ a pri vilege of full membership to a commun ity; (2) it I . 
is the only possib le means of expressing the self so that one can be understood easily; and (3) it 

enables one to explore and ana lyze his/her own conceptual processes (Le page, 1964:9-10). 

As regards the ro le of language in education, Bamgbose defi nes it (both in the spoken and 

written form) as the prime important fac\or in the teaching learn ing process without wh ich 

knowledge and ski ll s cannot be transferred easily (ADEA, 1996: I). In line with th is fact Corson 

also interrelates language with knowledge a:ld thought as stated here under: 

Through speaking and writing, lan~uage is linked to the thinking process and is a 
manifestation of the thinking th~ t is taking place. Thus, by explaining and 
expressing personal interpretation of new leaming in the various subjec t fields, 
students clarify and increase both thei r knowledge of the concepts in those fi elds 
and their understanding of the ways in which language is used in each (1990:75). 

Thus, a language policy ofa school, an educational inst itut ion, and/or the government, in general, 

is a determinant factor in the educational achievement of pupi ls. This is because all the 

interactions in school are most of the time mediated through a language. And if a pupi l is not able 

to understand by hearing what the teacher says and by read ing what is wri tten in his/her book, it is 

very diffi cu lt (0 conclude that an effect ive teaching learning activity is caITied out. That is why 

many educators advise that there should not be a di sc repancy between home language and school 

language for children beginning education. Supporting this view, Corson (1990:75-77) and 

Srolsky ( 1975 :2-4) claim that using the MTs as LOis is best for chil dren not only to easily 

acquire know ledge but also to adjust themselves with the new school environment eas ily. Brimer 

and Pauli ( 197 1 :99) strengthen this idea by stating that "given that the child is fit, and well, the 

gravest handicap that he can suffer in school is to be unfamiliar with the MOl" 
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There are, indeed, four fundamental roots from which the quest for education through an 

MT is generated. The first one is maintaining the sustainability of li ngui sti c eco logy according to 

which a loss of anyone of the languages in the world is seen as minimizing the world's cultural 

and linguistic diversity. In view of this concept since all languages are sources of one or another 

knowledge they should be protected from the danger of extinction. Secondly, the issue of human 

ri ghts sys tem accord ing to whi ch lingui stic ri ghts are cons idered as major parts of human rights 

has also a great value in thi s regard. In tenTIS of thi s fact all human beings seek or deserve their 

right of using the language that they prefer for their day-to-day communications. The third one 

lies upon the relationship between language and identity. This refers to the function of language 

as a symbol of identity. As a whole, the ~T is an ancestor for and a closely interwoven languag~ 
with the cu lture and tradition of a cO!llmunity that affin11S the identity, self-image, selfj' 

confidence, and a sense of independenc1 of an individual. The last but the major source froni 

which MT education derives is the pedagogical and psychol ingui sti c rol e by which th.! education 

and thought of a child is infl uenced or detemlined. [n other words, since an MT is the language 

that children know best, empi ri ca l and research findings con firm that children (and human beings 

in general) do best in their MTs and consequently, is a case in point to be the root for studying 

MT education (Western Cape Education I lepartment, 2002: I ;MOE, 1994 in Amharic: 34; Mikes 

1986:18; Hin ton, 2000:287-290; Mariana, 1977: 72; Webb and Kembo Sure, 2001 :1-4; Mazb, 

and Nethepe, 1979: 161 -164; and Pride, 1 r 1: 1-3) . I 
Based on the aforementioned assertions fo r the quest of an MT various researches have 

I 

becn carried out on its role on ed ucation. Such research findings have establi shed that the use of 

an MT as an LOr during one's early years of schooling results in not onl y an improved 

acqu isition of knowledge by pupils but also a profitable app li cation of the knowledge acquired to 

the loca l scene. Moreover, an MT as an LOI has been found to be e ffec ti ve in helping the pupJi 

with a better acq ui sit ion of a second language. That is why several attempts have been made to 

implement va rious language policies in mu ltili ngua l countries e lsewhere in the world since the 

profound 1953 UNESCO declaration that has endorsed the principle that the bcst language of 

instruct ion is the MT of the learner (Fafun wa et. al. 1989: 4-12.; Mbamba, 1982: 162 : Derej e, in 

Amharic 199 1: I; ADEA 19961-7; and Le page, 1964: 24). 

Nevertheless, because of the fact that there is nothing safe of critics in thi s world the use 

of an MT as an LO! has becn a deba ting issue since its inception. That is, evcn if most educators 

support and acknowledge thc importance of educationa l instruction in a vern acular (at least in the 

early yea rs of primary education) there are st ill many who oppose it (Pool , 1972:2 13-226). 
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2.1.1. Proponents of Using an MT for an LOI 

Despite the fact that a child is to be led towards a better and happier future, now days the 

burden of language minority children in schoo li ng is being felt higher and higher which in turn is 

calling for a quick respohse . Thi s is because of the fac t that students whose MT is different from 

the school's instructional language are suffering [rom burdens of additional tasks unlike those of 

the chi ldren who use their MTs in schools. In other words, in add ition to accomplishing tasks 

which linguistica ll y prestigious chi ldren accomplish, such chi ldren are expected to acquire and 

use a second language as their Lor (Fafunwa, N.d: 2 16; Gi nzberg and Smith, 1967: 13- 14; GFDR 

in Amharic 1994:62-63; Beykont, 1997; 263-264 and GFDRE, in Amharic 1994:62-63). 
I \ 

UNESCO from the outset that strongly encourages and favors the use of an MT as an Lor 

presents the following ar/ ument as of 1953: I 
It is axiomati that the best medium for teachi ng a chi ld is his MT. 
Psychologica ll y, it is the system of meaningful signs that is his mind works 
automatically for expression and understanding. Socio logically, it is a means of 
identification among the members of the community to which he belongs. 
Educationally, he learns more quickly through it than through an unfamiliar 
linguistic medium (quoted in Fasold, 1990: 293; and in Le page, 1964: 21) 

Similarly Fafunwa (N .d.: 216) argues that the first twelve years are the most basic times in a 

child 's life during which a ch ild requires both physical and intellectual care an I guidance for its , 

att itudi nal and aptitudina 'l development. Fafunwa at the same site states: 

If the (---) chi'ld is to be encouraged from the start to develop !curiosity, 
manipulati ve Jbility , spontaneous flexibility, initiative, industry, manual 
dexterity, mechanica l comprehens ion and the coordi nation of hand and eye, he 
should acquire these skills and attitudes through the MT as the medium of 
education which after a ll is the most natural way to learn ing. 

Moreover, based on the UNESCO recommendat ion, Faso ld (I990: 293-294) mentions that 

the provision of educati on through an MT should not be limited to the early years. He notes that, 

with the exception of few cases, educational instruction using the MT shou ld go as higher as 

poss ible in the ladder of education . That is because a rapid transition to classes taught only in the 

studen ts' second language does not allow for satisfactory deve lopment of the students' lingui st ic 

and cognitive abil iti es (Rubagu mya, 2000: 12). 

a) Pedagogical Benefits 

When we say pedagogica l benefit it implies that the lise of the MT as an LO! simpli fies the 

c lass room communica ti on for a child to easily understand and grasp an idea which otherwi sc 

could hard ly be poss ib le. Thus, using an MT as an LO! enables to ease in ex pression and su bject 

matter grasp as we ll as in retention and speed or fac ilitation in it tcaching process . Va ri ous 
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research findings, th erefo re, highly advocate the use of an MT in educat ional instruction , 

particularl y in primary schooling (Kembo, 200 I : 288-289; Pattanayak, 1986:5-14; Mazaba and 

Nthepe, 1979: 161-164; Faso ld , 1990; 293; and Hoben 1994: I S 1- 183 ). Moreover, such research 
I 

findings confirm that th~ initial problem that the child faces while entering a 1'chool is the alien 

language implemented in that school as an LO! that enab les the pupi l to master neither the subject 

matter nor the language itself. Therefore, protecting children from being instructed using their 

non-MT language at their early educational ages is found to be the bedrock in detem1ining their 

educationa l success and genera l build up of personality in the long run, even for a success in 

another language (Fafunwa, N.d.: 216). 

Children who a)e deprived of the chance of using their MT as an \Lor face serious 

academic problems. T~at is, they can learn neither to read proficientl y nor 110 understand the 

subject matter easily r nd successfully. Thus, since it is conduc ive for thf development of 

cognitive academic ab ili ties (thinking sk ills) and academ ic tal ent of chi ldren, an MT has no 

alternative in its role as an LOr at least in the first three or four years of primary schooling 

(lIEP, 1997:I;Bell, 1999:6; and ADEA, 2001: 1-4). 

Besides, the use of the home language of a chi ld in school instruction does not interfere 

with the development " f its second language acquisition . Rather if it is propel '.y implemented, it 

is expected that it prOlilotes proficiency in the second language too. This is lecause a properly 

implemented education using an MT takes into consideration the access
l 

of citizens to a 

language of wider con\munication (LWC), which is probably the second or tjlird language, that 

is vita l for the general socio-economic progress and democrati c part icipation of citizens in both 

the affairs of a nation and in the globalizing world at large (Mikes, 1986: 18; and Rubagumya, 

2000: 12). Indeed, thi s holds true so far as there is both a sufficient exposure of the child to an 

L WC and th e motivation to learn it. Hence, educators advocate that a pupil who has mastered a 

concept or skil l in hi s/her vernacular does not need to learn it in his/her second language since 

all he/s he needs is mostly to learn new wo rds and structures. Bell noting Saville-Troike quotes 

the followin g to justify the fact that the use of an MT as an LOI is effect ive in helping with th e 

acqui s ition of both the subject matter and the second language: 

When studcnts beg in learning a second language, th ey do not start learning all 
over again, but interpret Illeaning in terlll s of what they already know--not just 
abo ut language, but about the contex t in whi ch it is bc ing used, and about 
slI-ategies for social interact ion. Thi s Illeans that th e Process o f second language 
learning is heavily dependent on prior experience ano apparentl y al so on th e 
nature and level of first language deve lopment (1999:4). 
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Howevc r, if thc pup il ' s MT languagc remains underdeve loped, hi s/her cognit ivc academic 

abi lity docs so. Consequently, when such a pupil attempts to acqu ire a second language and 

pu rsue studics thro ugh a m ed ium of that second language, hi s/her cogni tive academic proficiency 

wil l be lower that in turn puts the pup il at a d isad vantaged position. Thi s, however, is not to mean 

that issues re lating to the deve lopment of vocabulary and structu ral a lTangement of the vern acu lar 

bring about a development in the entire cogn iti ve ability of the pup il. Rather, it is to mean that it 

is the think ing skills and/o r menta l strateg ies acqu ired and deve loped through the vernacular that 

are transferred into the second language and improve the academic achievement in and through 

the second language. In other worlds, once know ledge, th ought and s trateg ies a re deve loped in 

the local language, they apparently trans fer readily to academic tasks in a d ifferent language. In 

genera l, rbsearch findin gs of the last twenty years confirm that J lea rn er w ho uses and develops 

h is/her fi lst language for educational instruction undoubtedl y abhi eves better than the one who 

uses his/her sccond lan guage as an LOt from the outset (Bell , 1999:4-5). 

The following are samp les of experimental findings ca rried out in different countries that 

proved that using an MT in educational instruction gives a chi ld not only pedagogical but socio­

cultural, psycho logica l, cognitive and emotional benefits as we ll (ADEA, 1996: 5; Fa fu nwa, N.d: 

21 6-226; \1azaba and Nthepe, 1979: 163- 164; and IIEP, 1997: I-I 5): 

1. In Nigtria a comparat ive experimenta l study was conducted ir, the state ofIfe on the use of an 

MT as an ' LOr for six consecutive years of primary education. From this experimental study it 
I 

was found that pupils of the project schoo ls ed ucated in their MT (Yoruba) for the six years were 

not only better in their cognitive and academ ic performance but were also not less proficient in 

their second language (or Engli sh) tha n their counterparts of the mainstream schools instructed in 

English in the last tlu·ee years. Moreove r, the pupi ls of the experimenta l project who were 

instructed tluough their MT are found to have gained a far better cultural , social, psychologica l 

and cognitive advantage. Indeed, cond itions of the project schools were backed by various nOI1-

li nguistic factors such as improved curri cular and teach ing material, well trained and experienced 

teachers, better attention and classroom practi ces and so on . 

2. In Tanzan ia, a country where Kiswahil i and Engl ish are used as LOIs in primary schools, 

research Ivas conducted at a secondary school level. The fi nding of the s tud y has shown that a 

be tter cognitive deve lopment is achjeved by teaching in Kiswahili than in Engli sh. Fo r example, 

it was observed from the stud y that when students are asked a question in Engl ish they usually 

respond an irrelevant answer by using incoherent Eng li sh from which one can realize that the 

s tudent s lack either an understand ing of the questio n or are unab le to answer in Engl ish. But when 
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the same question is posed in Kiswahili the students gave relevant and articulate answers , From 

this Hlct it can also be concluded thaI the case also holds true in the primary schools, probably 

much higher than the secondary, 

3, Similar experiments were also help in the UK and the USA both of which have a rich 

experience of large immigrant in fluxes from the entire world, In the UK two separate experiments 

were carried out in 5- year-old Punjabi-speaking children and Italian-speaking children, In both 

of the experiments chi ldren learning half in English and half in their respective MTs have 

performed better than those learning only in English, In the USA the study was carried out in 

California to detec t the achievements in the three basic ski ll s (reading Engl ish, language arts, and 
\ \ 

mathematics), i,e, whether teachi ng Spanish-speaking studerts mostly in Engl ish or by a 

combi naLon of English and Spanish, The findings of this study also showed a result not much 

differenJ from that of the UK, I 
/ 
From all these experimental ev idences it can be safely concluded [hat teaching by using 

the home language may not interfere in the de ve lopment of a pupil 's second language skill s is 

more of a groundless problem which can be disproved by such evidences, This is because the 

results of these studies affi rm that using an MT as an LO I, all other things be ing equal , in the 

ear ly ye Irs of educati on enab le children not onl y to have a hi ~her level of menta l maturity but 

also to have acquired better a second language that otherwise nlay not be achieved (Rubagumya, 

2000: 13-14), Accord ing to these study resul ts, moreover, it can be seen that the academic success 

of children is determ ined less by the type of the specific language they are using as an LOI than 

by [he ways of teaching and proficiency of the LOI that they are using (Be ll , 1999 :6-1 2), That is 

,,'hy Cummins as cited by IfEP ( 1997:3) underlines that language and thought are inseparably 

intel'\\'OI'en and the cognitive dcve lopment of all children ca ll s for a language to assembl e and 

el'ol\'e their knowledge and thoughts, 

b) Ps)'chosocia l Benefits 

Since language has an intrinsic I'alue, the MT as an LO I is identifi ed to be a remedy to 

avoid the li'ustra tion and in tcrnal di sturbance of a child II'hile newly join ing a schoo l life, It does 

so because it softens the child's trans/'cr to a ncll' environmcnt, from home to school. Such 

security ofa child in turn avoids its rescntmcnt ofthc se lf, the tcachers, and the school as a who le 

(Spol sky, 1975:3), In addition, if a child is taught in it s MT, it will develop confidence and a 

sense or pride bccause it can understand that its language, like other prestigious languages, has a 

pown "I' maki ng the child a worth y member of the cOl11mun it y, This J'celing is furt her 

20 



strcngthcned whcn thc child 's contri but ions to the development of its society are increased and its 

integration with the community with whom it lives together is interwoven further (Rubanza, 

1999:286-287). 

Us ing unfamil iar language to speak, readi wri tes, and as an LOI puts a child 111 a 

psychologica l di sadvantage. The problems encountered can be re fl ec ted by lack of se lf­

express ion and slow communicative ability that result in misunderstandings and confusions. All 

these summed together bring about frustrat ion and tension among learners that gradually drives a 

wedge between the school and the child and ultimately ends with a failure (Bowers, 1968:383-

385). That is why Ahuja (1979: 157-160) underlines that carrying out an education through a 
\ 

ch ild 's non-MT language creates on the chi ld a feeling of psychic shock. 

I On the other hand using an MT as an LOI eliables the child to easily feel and understand 

the socio-cultural values of the society to which it belongs. Thi s is because there is no any other 

language beyond the MT that can symbolize rhe cultu ral va lues of a specific language group. 

This includes all the traditional and historical make-ups and backgrounds of it s society on which 

it gradually creates se lf-confidence and national pride at large. And the maintenance of one's 

soc io-cultural va lues is hardly possib le without the maintenance of its language. Unless the MT 

is implemented to be an LOI in the early years of a (hild' s education, therefore, the possibility of 

mainta ining the language and thereby the culture oi a society and creating cit izens confident of 

thcmselves, self- reliant , resou rceful and responsible for both personal and national iden tity and 

pride would be not only weak but endangered too. 

In addition, Le page (1964:24-25) advocates that educat ion through a foreign language 

may result in the creation of opportunist cit izens who are mostly se lfish and prioritize private 

benefits at the expense of national benefits. That is why Uchendu in Muluneh (2000:12-13) 

doubts the creation of a fOl1hcoming generation proved of his/her nation and identity so far as the 

medium of communi ca tion remains to be alien to the nation. Uchendu's question is rightly raised 

so bccause such a socio-behavioral make up of citizens can successfully be established only by 

using a language that can appropr iately express the socio-cultural past and the current life of the 

society that it belongs (Fasold, 1990:293; Hoben, 1994: 181; Mikes, 1986 : 18 and Makulu in 

Muluneh, 2000: 12- 13). 

c) Politica l 13cncfits 

The psychosocial advantages gai ned from thc li se of the MTs as LOI s is the corner stonc 

for the ach ievement of political benefits; a dual purpose of using the vernacul ar as all LO r. That is 

21 



I 

tll mean that thc sc i f- Clln fid cnce and the consequent n a ti o n ~d pride ga ined by using an MT as an 

LOI generatcs an cmpowcrmcnt of ethni c minority groups which by-itself is an impli cation of a 

po litica l bencfit for thc minorities. And this benellt of minoriti es is mcant the benefi t as wel l as 

integrity and sccurity of a nation that implies the prcsencc of democratic culture and governance. 

Above all, the introduction of an MT as LO! in primary school s is a major step in putting the 

bas ic human ri ghts into practice (Rubagumya, 2000: 13-14; Fasold, 1990: 293-294; Hoben, 

1994:181-182 and GFDR, in Amharic 1994:63-70). 

People governed through a language , which is alien to them most of the time, feel 

dissatisfaction and disfranchised with diminishing intensity of their commi tment to their national 

state. Accordin gly, the extent of reflecting both the cultural identity of its varying ethnic groups 

and its efforts to meet their needs and interests, aile the two key roots for a nation state to achieve 

legitimacy among a significant proportion of its JOPulation . That is, using an MT as an LO! does 

have its own implication on the socio-economic and politi cal roles of the minorities in their own 

country. As such the school system has a key role to play in cultivating a national spirit, an 

important role in the political stability ofa nati on (Kelman, 1972: 187- 188; and Le page 1964:15 -

16). 

2.1. 2. Opponents of Using at MT for an LOI 

Despite its wide support as discussed abo\'e , other educators have opposed the use of an 

\1T as an LO!. According to thi s group the introd uction of an MT as an Lor in education has its 

own political, economic, educational , lingu istic, soc io-cultural and prac ti cability obstacles that it 

brings about in the teaching- learning activity (Andersson, 1967:1:10 and Web and Kembo-sure, 

2001 :3-17) . Among these the mos t common ones are bri cfly di scussed below. 

a) Economic PI'oblcms 

The economi c stre ngth of a nation and its prov ision of educa ti on are direct ly related 

(J' saeharopoul es and Woodhall, 1985: 1- 10). This is because the str onger a nation is in its 

economy the higher the poss ibility of providing trained personnel, tcxtbooks, various tcach ing 

material s and other many requi rements. OpponcllIs or us ing an MT 1"01' an LOI , however, arguc 

in th is respect that if a nat ion is lingui sti cal ly highly d ive rsified but cconom ically not capable to 

fu lfi ll all the necessary in pu ts required for illlpl cmen ting:lIl MT as an LOI, a devastating problem 

may be creatcd, :Iithough us ing an MT as an LOI is principall y advantageous. Even there are 

ll1 an y who con sider ex pendi tures I<'lr an MT education :I S :1 waste of scarce resources (Mazaba and 
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Nthepc, 1979: 165; Faso ld , 1990: 294-295: 10hn and Horner, 1971: 178-179; Bowers, 1968:400; 

and Pattanayak, 1986:9). 

Thus, the economic issue is the basic factor that sometimes creates reluctance on the urge 

of the implementation of the MT as an LOI among the proponents let alone among those of the 

opponents. A UNESCO report (in Faslod, 1990:295) which is also shared by Le page (1964: 24-

26), can be taken as an example hereunder to weigh the economic problem entangled against 

multilingual instruction in education : 

The difficulty is to find or train competent authors or translators; to obtain 
suppl ies of materials (---) in days of genera l sholiage; to distribute the finished 
product under conditions of great distances and poor communications; and above , , 

all to find the money. These are practical problems, extremely difficult and of 
the highest impOIiancet j 

Moreover, di fferent edr cators in Pattanayak (1986 :6-7) enumerate that ecromica llY 

backward countries are backward linguistically too; countries with low GNP are li nguisti call y 

diverse and underdeveloped; I1lonolingualism is better for more unity, cohesion, and civi lizat ion 

of society; and the lower the number of languages in a nation the more poss ible for a society to 

achieve a complete equality of status. According to these scholars, therefore, attempting to 

implement educat ional instruction using an MT is interrelated with intertwined economic 

problems that require a stron§ and developed soc io-economic basis. Le page (19' >4: 18) also 

strengthens this idea by unde rlin ing that "linguistic diversity acts as a break on economic 

progress" because accordi ng tol him, if a country is multi lingual in nature and the lahguage the 
I 

government uses in it s business is different from the language of the masses both planning and 

implementing its socio-economic as well as po li tica l activities will be in a problem. 

b) Socia-Pol itical Prob lems 

The argument of educators against the use of an MT as an LO! has its root on the view 

and practices of leaders who intent ionally implement languages for the sake of national unity and 

sentimental attachment. Thi s holds true even on leaders who have achieved worldwide fame and 

glory suc h as Ghandi of India who believed that di scouraging the use of an MT as an LOI avoids 

isolation and disintcgration of peoples and nations (Dakin, Tirren, and Widdouson, 1968:61). 

Th is was also true in the case of Ethiopia; particularly from the times of emperor Tewodros II 

( 1855- 1868) to the end of the dergue times ( 1974). Thus, one of the argumcnts agai nst the use of 

an MT as an LOI is lCar of a hindrancc for the developmcnt of nat ional unity although such unity 

Illay not last long because most of thc time the Icgitimacy of a government depends on the extent 
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that it rcncc ts and meets the cu ltural identi ty and needs of the different ethnic groups under it 

(Ell1en<1 nj o, 1990: 15; and Kelman, 1972: 187-1 88). 

Accordingly, hi storical and politica l evidences show that language differences are often 

attached wi th the variations of ethnicity, religion, socio-economic benefi t, that inevitably leads to 

grievances and conspiracies of language (ethnic) groups correlating the case as violation of their 

ri ghts (Kelman, 1972: 198-199). Thus, according to these scholars, the implementation of MTs as 

LOIs is a threat for national unity that ultimately generates feelings of tribali sm and disintegration 

ofa nat ion state. In line with this view Ouedraogo (2000:43) states the cases in Africa as: 

Poli tica l regrouping and party loyalties are based more on ethnic and regional 
considerations rather than oln political systems or progra mmes. As politicians 
take advantage of thi s Situatj'on to negotiate positions at the top, they exacerbate 
ethni c and regiona l differen es and discrepancies, thus destroying the fee ling of I 
belonging together as a mul ilingual nation, while promoting hostil e sentiments 
among speakers of different anguages. 

From the sociological points of view some ed ucators also bel ieve that the use of the 

ve rnacula r rather than an LWC can arouse fi erce riots and resentment among the society, 

particu larly pupils and thei r parents (Mikes, 1986: 16- 17 and Le page, 1964 :25). Particularly, 

when the vernacu lar is not capable to provide higher educa tion and training the ambitious social 

groups of that ethnic group will tUll1 ,heir face to political "chauv in ism and extreme nationa. ism': 

that ultimate ly endangers the security of the entire nation. 

c) Linguistic Problems 

The third argument of opponents raised against the use of the MT for educational 

instruction is an issue connected with linguist ic issues. To begin with the very meaning ofMT has 

hardl y a meaning in many of the multilingua l societi es. Thi s is because in many countries like 

that of China, fo r instance, children :an speak two or more languages even before they cn~er to 

school. In such cond itions, therefore, it would be very diffi cu lt to different iate the MT ofa ch ild 

and provide education with. Secondly, there are al so scholars who do not accept the idea that a 

child learns better and fas ter through its MT than through another language. According to such 

peopl e, in addition to the pupil 's innatc inte lligence, it is the attitude of the different stakeho lders 

to the LOI and the subject matter, rath er than the fac t that whcther the LO I is an MT or not, that 

detcrmines the speed and quality of the chi ld's cducation. Thcse peop le base thcir argulllcnts on 

the facl thal chi ldrcn are naturally gifted with an easy acquisit ion of ne\V languagcs than 

ado lcsccnts (Le page, 1964: 21 -22). 
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The third problem is connected with whether that vernacular is adequately fermented and 

ready for instruction. This includes the presence of its own alphabet and grammar that enables it 

to express the technical and scientific thoughts and knowledge of the contemporary world as well 

as the presence of both material and human resources. This is because it is only when that 

language is deve loped and ful l-fledged in its lex ical and structural forms that it can effectively 

and effi ciently transmi t lessons (Faso ld, 1990:292; and Bowers, 1968:388). 

The last prob lem rai sed in connect ion with lingui sti c issues is the problem that arises in 

the transition period and prob lem of acquiring proficiency in the second language. This refers to 

the way and ti me that the transition takes from using the MT at the lower leve l to using a second 

language as aI) Lor in the higher levels. Th is is, indeed, a frustrating problem (Fasold, 1990:294) 

which has ha r Iy gained best so lu tions although it is possible to SUggtst that the problems created 

as a result of ransi ti on period may not be as worse as providing edu ation with a non-vernacular 

language from the very beginn ing. 

2.1.3. Reconciling Justitications 

When we see the debate on the use of an MT for educational instruction from a practical 

po int of view it seems too dilemmatic. Mikes noting Mackey quotes 'his dilemma as follows: 

Mal; >' nations tlu'oughout the world are today faced with the unpleasant dilemma. 
If, fer ethni c or nationali stic reasons , they promote an unproductive tongue, they 
may to that extent, dimini sh the potential of their peoplr for economic and 
scientific development On the other hand, if they fail to deve lop thei r national 
languages, these will always remain secondary instruments of commun ication 
(198617). 

But is this case rea ll y dil elllmaric or just a complex problem to which a so lution can not be 

recolllmended? To respond to this ques tion let us see what the proponents of using an MT as an 

LOI recommend . To begin with UNESCO (in Fasold, 1990:294) sugges ts that governments are 

required to back the program with the necessary human and non-hulllan inputs. The 

implementati on of the MT as an LOI should primaril y take into consideration as to what ex tent 

the existing econo mic si tuation permits to do so . Thus, while planni ng the introduction of an MT 

for educational instruction the economic potentia l of a nation should be taken in to account. Both 

the IETI' (TGE, 1994:23) and late ly an officia l document enritled "The Slralegies and Progralils 

ollmplemenlillg Capacity Bllilding" (G I' DRE, in Amharic 1994:63-64) of Ethiopia can be taken 

as instanceS for such a condition whereby both presuppose that natio ns and nationalit ies are 

subject to fulfill the necessary preparations before implementing their respective languages for 

instruct ion. 
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Mor~ovc r, a~cording to the research findings of both Tesfaye anci Tefcrra (in ICDR, in 

Amharic, 1994: 13) although the avai lab il ity of inputs is a detemlinant factor in the 

implementation of an MT as an LOI, its absence or shortage should not necessarily prevent the 

implementation acti vity. This is because, both argue, by enabling to expand the provision of 

basic educat ion the socio-economie benefits and its roles in bringing about peace and security of a 

nation, using an MT as an LO! exceeds the economic burdens required to introduce an MT as an 

LOI. 

Secondly, those who prefer the use of an MT in educational instruction believe that 

although it il not advised to be achieved through a deli berately de~ ign ed language plann ing and 

language mi s~lse strategy, the ident ity and unity of a nation is unque~tio n ab l e. However, since the 

presence of 1 common language does not necessarily mean a more!unified and cohesive society 

and nation. tne proponents of using an MT as an LOI underline that a common national language 
I 

es tablished by force most probably results in a resentment of national ities aga inst their national 

govemment and violation of their forced national identit y. Reminding the case of Somalia , 

Rwanda and Burundi is a good example for the absence of national unity with the presence of 

monolinguills (Mazaba and Nthepe, 1979: 165 and Bemile, 2000:220) . Kelman (1972 : ISS) states 

this fact as ft Ilows: 

Lallguage is a uniquely powerful instrument in unifying a diverse population and 
in\'c) lving individuals and subgroups in the national systcm. However, some of 
the very features of language that give it this power und~r some circumstances 
mav under other circumstances, become major sources lof di si ntegration and 
intemal confl ict within the nationa l system. 

Therefore, although insisting the implementation of the national language to be a universal 

LOI can bring about the poss ibility of a united nat ional sen timent, the uni ty that is con fidentially 

important is the one that comes through interest and common understanding. If there is a 

cOl11l11on understanding aillong the different national iti es and there is no national segregation , 

cultural and linguistic diversity can never prevent national un ity. This is what is known as unity 

in diversity- -favorable condit ion on ly brings unit y. S"'itzerland is a good example for this 

(Mazaba and Nthepe, 1979: I 65 and Bemile, 2000220). In other words, although the 

devel opmenl of a nati onal language can certainly be a preferabl y conducive way of creating a 

strengthened nat ional identi ty, the inten tional implementation of language for the sake of national 

identity in a mu ltiethnic Slate undoubtedly tilts to be destructi ve than cons tructive. Such a 

na tional unity and cohesion comes not by violating minority rights but by securing the interests 

and identity of all segments of the population. In short, whatever language policy is designed 
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what matters its success and fai lure is the attention it gives for the right of the nationalit ies and for 

planning and coordination of the socio-economic, hi storical, cultural, demograph ic, linguistic and 

po litica l rea li ties of a nation in its implementat ion (Kelman, 1972: 185 -186 and 210-211; Faso ld, 

1990: 294; and Le page, 1964:77-81). 

The third counteracting response of the proponents in favor of using an MT for 

educationa l instruction deals with linguistic issues. Thus, the first problem the opponents raise is 

connec ted with the choice of language for children speaking more than one language. In thi s 

respect Fasold (1990:292) and Bowers (1968:400) note that in choosing an LOI : ( I) the language 

shou ld be a relatively better fermented and adequate for transmitting lessons so that teaching and . \ 

. other reference materi als can be prepared and people can eas il y teach and communicate through 

/ it; (2) it should be a relative ly preferable language i ~ fulfi ll ing the overall nationalist aims and 

individual interests of the nati ves, and (3) the langul ge should be in a better position than the 

other languages for children to learn and commu ni cate through. 

Concern ing the doubt on the preference of an MT to any other al ien language its 

justificat ion is an indisputable to which everybody can bear in mi nd from hi s/her own rea l life 

point of view . That is to mean that it is hard ly doubtfu l to accep t the fact that a child wi ll find it 

easier to lea l'll if he/she fully understands the languag( the teacher is speaking and the language in 

the books he/she has to learn to read. Or else, at least ,. wise conclusion can be reached on the fact 

that linguistic benefit s of teaching in a second language are unknown. To put it briefly, it is 

genera lly recognized that children learn better if ta ught in their olV n languages, with an 

international language is taught to al l children as a second language. This undoubtedly has strong 

political, economic, and social factors that get in the lVay of such a pol icy and practice. Above all 

using an MT for ch ild inst ruction is not only a need but also a right for every child as well 

(Fasold, 1990:292 and 298; Spol sky, 1986: 189; and Pattanayak, 1986 :5). That is why UNESCO 

(in McNab, 1989: 15) recommends that "every effort shou ld be made to prov ide educa tion in the 

MT" that "extends to as late a stage of educati on as poss ibl e". 

Similarly, on the question of the pO"'er of an MT to effecti vely express sc ientifi c and 

techn ica l thoughts and knowledge the proponents of the idea justify that MTs shou ld serve as 

LO is so fil l' as their capacity permits them to do so. That is the introduction or an MT for 

educat ional instruction should be ca rri ed out phase by phase depending on research and empirical 

evidences (Pattanayak, 1986 8- 10; and Fasold 1990:292 and 298). 

The other problem rose in relation to a linguistic problem in usi ng an MT, as an LOI, is il 

transition peri od problem and the acqu isition of a second language. Thi s language may probably 
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be national or intemat ion:i1 language characterized by its serv ice of wider com munication . Thi s is 

a problem that cannot be solved by using the second language as an LOI ri ght from the beginning. 

This prob lem is, therefore , so lved not by the traditional teacher-dominated methodology of 

teaching a second language but by an effective t~aching as well as practicing of the second 

language as a subject and smoothly and gradually transferring it to an LO!. Briefly speaking, a 

second language is effecti ve ly taught by emphasizing on language use but not on language usage, 

an act ivi ty that requires a systematic and complex process and personal involvement. Doff 

( 1988:43-285), Hoffe r (1979:203-208), Richards and Rodgers (1986: 23 -24 and 76-77), August 

and Hakuta (1997: 33-43), Edge (1993: 9-27,43-, 4 and 133-134), Rubagumya (2000:13-14), 

Stem (1967: 1-25 and 81-88), and Fasold (1990:294) have detai led the methodology of second , 

language education well. I 
2_2_ Planning and Implementation of an MT for an LOI 

In the education sector, like in any other sector, planning refers to the creation of a future 

suitable environment by which the process of the educational act ivity funct ions and grows more 

effecti ve ly and efficiently to address the needs of the society. A good planning is the one that at 

least avo ids ambiguity as far as possible, sets 0 )jectives clearly and precisely, designs or 

formu lates rationally sound and practicable goals as well as has an achievable visio n. When 

plann ing an educational activity, therefore, initially the process should be free from ideological 

inOuence and biased ness so that it is not to fall and rise with the fall and ri se of governments 

(Yalokwu, 2002: 109-11 8). To this end the planning process should be based on universa lly 

acceptab le pr incip les and rati onales . Moreover, it should be fl ex ible and adaptable according to 

the prevai ling ideologica l. developmental and organizational governance systems or conditions 

ra ther than being "a rigid, monol ithic form ula th at must be imposed uniformly on all situations" 

(Coombs, 1970 : 14). 

The crucial elcmcnt in the planning of cduca tion is the formu lation of a policy. A policy, 

although it can havc compet ing conceptions and assumptions to define, is a clarification of overall 

Objectives, decisions or gu idel ines of action in thc futu re deriving enlightenments from the past. 

Poli cy planning or policy fo rmu lation, on the other ha nd, is the primary activity in any planning 

process to wh ich planncrs have to give priority before all the implementation and eva luation 

procedu res are desi gned . Above all, be it a poli cy planning or any oth er planning, plann ing is a 
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'continuous process that indicates as who is go ing to do, how it is going to be done, and where to 

arrivc with which best preferable route, etc (Haddad, 1995: 17- 19; and Coombs, 1970: 15). 

Thus, when thinking the use of an MT for educational instruction the first task to be 

thought is the formulation ofa language pol icy, And language policy is (Ouedraogo, 2000:15) a 

decision ca rri ed out on the necess ity and status of one language in the society relative to others. 

This includes the role and status of a language in education and communication, i,e, whether it is 

an LOr, an official language, a national language, a regional language, etc and the need and IVay 

of its promotion. Prator in Markee cited by Ouedraogo (2000: 15), therefore, defines that a 

language policy is "a process of decision making concerning the teaching and use of language, 

and their carefu l formulation by those T 1Powered to do so, for the guidance of others", 

One of the facto rs that make ITguage policy issues so sensitive and interesting to st~dY, 
in fact, too problematic to find a solution too, is that it incorporates multi faceted uncertainties ~nd 
consequences such as community resistances and ultimate failures, And that is why to minimize 

and, if poss ible, to avoid uncertainties and a consequent fail ure of a poli cy different authorities 

(Mann, 1976: 14-1 7; Coombs, 1970:33 -34 ; Haddad, 1995:24-30; Rub in, 1972:478-479; Hon­

Chan, 1971 :41-65; Hord, 1995:97-98 and Seyoum: Lecture notcs) recommend one or part of the 

followin g pre-emptive actions to be taken whi le language policy plann ing (including 0 her 

policies indeed) is carri ed out 

Firstly, a policy should ha\'e goals and obj ect ives that renect the socio-economic, 

polit ical, and technological environ r!lents of a nat ion, a region , or a specific organi zation 

(depend ing on the level of the policy to be form ulated). The success or fa ilure of a policy to 

renect the objective, socio-economic, political, cultural , demographic and technological realities 

of the soc iety implies the success or failure of its implement- ability. Thus, policy formulation 

requ ires, aillong other things, the analys is of the histori cal developments and the consequent 

curren t situation s and needs of the soc iety; the carry ing capacity of the cun-ently availab le 

resources andlor the economic potentiality of the society or the nation; the rights of all the society 

both to participate in mak ing decisions and gain benefit s from ; the techno logical viability of the 

country to impl ement it effect ively and efficiently; the demographic variab les of the nation as 

well as thc urban-rural and gender gaps in the education systems of that specific society. 

Sccondly, because of the various unccrtai nties or th e dynamic nature of change and the 

unwarranted problems it l11a y face a languagc pol icy has to be formulated dress ing a nexiblc and 

ada ptable behavi or to suit beller and suitable condi tions that arise ncwly and unccnainly. TillS, 

however, does not mean that language policy shoul d be instable, changing back and fonh time 
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and again . on condition that it is not al so expected to be die-hard li ke that of the Ten 

commantilllcnt s or the l3ible. 

Thi rd ly. a language policy has to be precise as we ll as comprehensive and embracing that 

takes the cases of a ll cit izens in to nccount. Cole ( 1997:48) states this case, as "education is a 

meaningless process unless it is concc l'Iled with the struggle aga inst all forms of tyranny, whether 

based on ignora nce, oppression, inequality or exploitation ." In other sense, this is to mean that 

language polic ies should avoid any kind of discrimination that is based on the ethnicity, race , 

soc ial status, re li gion, color, etc. of an individua l or a society. The fOLllth and a related factor is 

that as much as poss ible a language pol icy should be based on a sound philosophy of principles, 

facts, and truth. Therefore, formulating a pol icy backed by research findings, empirica l fact? and 

relevant experiences helps to be in Iline with this rationale. Moreover, here it should tt t be 

forgotten that the implementation bf a language pol icy must be preceded by pilotin and 

evaluative feedbacks (Cohn in [CDR, in Amharic, 1994:9). Fifth, as much as poss ible a policy 

should be stated clearly from both linguisti c and ratio na lity aspects. It should not leave the 

interpre tat ion fo r others because unambiguous and non-con fu sing policy can not on ly be 

understood easily by everybody \\ 'ho reads and li stens it but also be implemented effectil'e ly and 

successful ly. 

These are the most crucial fa ·;to rs on which a policy planning on LOI should deper,d on. 

But, alth ough language is the m051 vital fa ctor in the overa ll day-to-day activiti es of hluman 

be ings, part icular ly in the acquisition and development of knowledge and thought, worlClwide 

experi ent ial , emp irical and research evidences show that in the education system language is 

made by human beings themselves to operate di scriminatorily (Corson , 1990:9 and 223) because 

of the absence of the necessary attention for the puzzle of LO I. And that seems one of the basic 

grounds for Ayo Bamgbose (in ADEA , 1996: I) to underline that "( ---) educational programs and 

schemes arc often des igned to pay morc attention to the structurcs and curri cula than to language 

po licy." 

Indced, since the 1953 U;\ ESCO dec laration on an LO I the attention of countries for 

language-poli cy- planning has shown drama ti c changes . That is, an increas ing number of nations 

ha ve de terll1lned their cducat ional policy to revo lve around issues or the linguistic and social 

equ ity andj usticc of ci ti zens. The soc ial equity and justice of ci ti zens is meant thc reproduction 

and maintcnan ce of the cultural idclililics of a ll the soc iety in a nation, with no segregalion. And 

if the languagc policy o f a nation is based on equality and justi ce those citizens access ible to the 

dominant lan guage l11a y not be cxclus ively powerful o vcr their own affa irs and in nuentia l over 
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othcrs'. Thi s is how policy planning of an Lor can operate indiscriminately so that the role of 

language to be a source of power and inequality in the society is ceased (Corson, 1990:221 -223; 

McNab, 1989:21; and Ru bin, 1972:477-480). 

In general language policy is a policy whereby ways are des igned anti measures are taken 

to develop as we ll as use a language or languages as means of communicat ion and as LOIs among 

the society. Pal1icularly, language policy gives a due consideration for the preparation of 

languages to provide a fa r better service as LO is, as this is the common but critica l probl em in 

many of the countries in the entire world (Dereje, in Amharic 199 1: 3-4). 

Moreover, the! absence of providing the necessary attention for language cases while 

designing an educational policy will have its own economic implications. That is, the educat ional 

wastage that emanat1s from dropouts and repetitions in primary SChOO I ~ are very likely a 

consequence of problems connected with language-policy-planning (Patta~ayak 1998: 12- 14; 

Mazaba and Nthepe, 1979: 164-165; and Bamgbose in Heugh, 1999: 16 1). The 1970s World 

Education Bureau research rep0I1s support this fact by confirming that two of the fourteen factors 

for educational wastages were connected with language, MT instruction, and LOI (Dereje, in 

Amharic 199 1 :4). 

That is why :ducators adv ise planning a language policy should be based on sound 

philosophy the analysIs of the exi sting situations and the process of evaluating and selecting the 

best alternati ves among the many (Fasold, 1990:246). Rubin and Jernudd (in McNab, 1989:22) 
I 

furthe r emphasized that "(-- -) language pl ann ing is characteri zed by the formu lat ion and 

evaluation of alternatives for solv ing language probl ems to find the best (or opt imal) most 

effic ient dec isions." Weinstein (in Ouedraogo, 2000 : 15) also defines language plann ing as "a 

governmcnt authori zed long term sustained and conscious effort to alter a language itself or to 

change a language function in a society for the purpose of solving commun ication problems." 

Accordingly, therefore, planning, focusing on either language form or language use, should 

renect thc cases of the relati ve statuses and functions of the existing languages of the ethnicity 

characterized by multi li ngual settings for the purpose of solving communicat ion problems. Thus, 

language planning for a nation with a multiethnic society, like that of Ethiopia, is a very complex 

and ca rc seeking matter that cannot have one and only one solut ion (Ouedraogo, 2000: 14; and 

Fasold, 1990:246-247). 

Moreover, language planning is cogni zant of not only the duties of li nguistic aspects but 

the ciu ti es of the soc ial aspects of language too. Al though some scholars like Tauli (in McNab, 

1989 :22) argue that language plann ing is " the methodical activity of regulation and improving 
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ex isti ng 1,lIlguages or creating new, com mon, regional, national or international language", the 

majority of educators agree that language planning can never be carried ou t without giv ing not 

only due consideration but al so a pre-cminence for its socia l context. In other words, language 

plan ning should taker in to account all the habi ts, culture, att itudes and values, likes and di slikes, 

loyalties, preferences and all other psycho-social values of the stakeholders including that of the 

planners and deci sion makers themselves. As such, according to McNab ( t 989:22-23), Corson 

( 1990:224-226) and Kelman ( 1972:2 10) language plann ing- an acti vity that incorporates the 

development of policy and corpus as we ll as the dissemination of norms-is formu lated not on ly 

from a purely linguistic or a purely sociological point of view but from all other aspects of 
\ ': 

language planning as \ve ll. Tha t is, in short it "is held to be the deliberate ch,ange or stabilization 

of languages in order Ihat they may more eas ily be used for the functions the~ are allocated within 

a speech community' (McNab, 1989:23). In sum, therefore, language pladning in education is 

affected by various soc iopol itical facto rs that include attitudes, power and authority variables, 

ideology and other integral parts of the planning envi ronment (Hughen in Andersson, 1976: 2: 3-

28). 

2,2.1 Choice of an LOr 

For a multi li r sual educat ion to work, a country undoubted ly need. to select a lim ited 

number of languages fo r educational instruction. Thi s by itse lf requires the determination and 

development of the necessary languages. Language determination is deciding or se lecting a 

language either for communication, for educational instruction or for both and other pLllvoses, if 

any. Where as language deve lopment is the customizing andlor modifica tion of the already 

selected language (Fasold, 1990:247-249). Since language detennination is an approach of policy 

planning the way th a: it should be formulated is briefly explained earlier. Here, therefore, the 

at tention is on language deve lopment, which Ferguson (in Fasold , 1990: 248) has categorized it to 

"graphization, standardizat ion, and modern ization. " 

Graph izat ion is the espousal of the lexica l and orthographic characters that includes the 

writing, spelling, capitaliza tion , punctuation, and other such conventions. Standardization, on the 

other hand. is the other process of language development tha t dea ls on the estab li shment of the 

correct writ ing systems th at includes the se lecti on of a suitable and standa rd dialect, the 

establi shment of orthographic rules, and other such language norms. Thi s activi ty ultimate ly 

makes the language a full y sld ndardi zed anci written language like many ot her privileged 

languages wit h a status of wicler communication. Moderni zation is highl y related to 
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standardization. It is an all-round empowerment or expansion of the selected language by adding 

new and des irable vocabularies either by creating new words, by coinage or by borrowing from 

others as well as implementing it in the service of different broadcasting mass media's and 

publications to b'e heard and read by the community. All these are, in general, activities to be 

carried out in the time gap between the determination and implementation of the language as an 

LO[ and all should necessarily precede the implementation process (Ferguson in Fasold, 1990: 

246-263). 

All this activity costs very high human and non-human resources. That is because the 

avail ability of thi necessary trained manpower and educational materialS is related to the heavy 

cost of develoPinr [earning materials in MTs, cited earlier as one of thl factors to be taken into 

account while foyulating a language policy. In shOlt this is meant that the benefits of using the 

MTs as LOIs sh1uld as far as poss ible justify the cost. To this end, it I hould be noted that it is 

very useful to take into accou nt not only the demand for an MT for instructional purposes but also 

the cost incurred for the development of all the human and non-human resources before a country 

gets into the investment of multilingual or bilingual education (Vawda, [999:557). 
, 

Leaving this economic factor aside the educational variables to be taken into account 
I 

when a choice OJ ' any indigenous language as an LOI are made to inc ude language adequacy, 
I I 

availab ili ty of tektbooks and other reading supplementary materi als'l and the avai labili ty of 

adequately traine1 teachers (Fasold , 1990 :250-257 and 294). Mazaba and Nthepe (1979: I 05) 

state this reqUire~lent as follows: 

Is (the language) a spoken language, a transli terated language, a written language? 
Is there ava ilab le in this language general meta linguistic material (grammars, 
di ct ionaries, descriptions) and/or teaching materia l (read ing books, grammars, 
exercise books, audio-visual or aud io- lingual material)? Are there teachers trained 
to teach this language (speaking is not enough)? 
Policy-makers and planners need also to consider the atti tudes of the society towards that 

specific language while deciding on the choice of an LOI. How learners and their families as 

we ll as teachers and the entire community perceive the status of the ir language determines the 

rejection or acceptance of its implementation as an LOI. Hughen (in Andersson, 1967:2:3) favors 

this by stating that: "whenever languages are in contact, one is like ly to find certain prevalent 

att itudes offavar or disfavor towards the languages involved" 

To overcome the hind ra nce that is entangled against the implementation of an MT for an 

educational instruction a research based on societal demand must be carried out in the outset. 

Cohn (in ICDR, in Amharic 1994:9) advises that a language pol icy lasts ineffective unless it is 
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based on research evidences that took the language demands of the society into account. 

Therefore, the attitude of the community to a language policy has a decisive role in the 

implementation of the MT as an LO! because although the selection of an LO! can be based on a 

sound pedagogical reasoning, it usually faces an ultimate f~ilure unless the participation and 

support of the community is included in it (Rubagumya, 2000: 15-16; Fasold, 1990:262; and 

Kennedy and Teferra in [CDR, in Amaharic 1994:9). 

Nevertheless, be it a choice of a national language, a national alphabet or an LO! language 

choice has been one of the major intriguing problems in language planning (Paulston, 1986:118-

11 9). The major problem lies up on the pre-emptive identification of relevant social forces and 

predictJ, the outcomes they will have. According to Fasold (l~\ 0:3 12) these social forces include 

the con1municative extent of the language among the communi y, the number of people using that 

langUa~e, the development status of the language, and the atti de and preference of that language 

community towards the language and to use what language fo r instruction etc, among which the 

community attitude is the most decisive. 

Unless the process of the choice of an LOr is based upon a participatory approach, the 

choice of an LOI for a minority ethnic group unexpectedly may face a contrary response in the 
i 

fina l aUlysis no matter how sound principles and pedagogical rules it followed. Such a problem 
, I 

arises Lom lack of proper understanding and prediction of .he relevant social forces and the 

co n s~4 Je n t educational and soc io-cultural outcomes. This is ih turn because the socio-economic 

and edl!cational differences and the prevailing interactions a~d relationsh ips among people are 

mirrored through language. Paulston (1986: 11 9) further clarifies this by noting three points: 

The major point to understand about language as group behavior is that language is 
almost never the causal factor, never the factor that gives ri se to, brings about, 
causes things to happen but rather language mirrors social conditions mirrors 
man's relationships to man. 
Similarly, bilingual education by itself is not necessarily a causal factor in the educational 

development of a child. This is because language of instruction is an intervening variable than a 

decisive independent variable that cannot by itself alone affect the fai lure or success of 

educational programs. Thus, whil e making choice of an LOI the soc ial conditions that fa vor or 

disfavor the LOI to makc a difference in the success of children's educat ional achievement should 

be given a due atten tion and pre-investiga tion (rauls ton, 1986: 119-1 20). 

In addition, during thc choice of an LOI the poss ibl e lingui sti c outcomes of a prol ongcd 

interethnic contacts and interactions ofa nation should be considered. Knowledge of thi s s ituation 

cnables policy makers and planners to decide what type of education po licy is necessa ry for that 
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minority gro up . This, therefore, enab les the decision makers and planners to choose one of the 

three possibil ities : language maintenance, bilinguali sm, or language sh ift. Language maintenance 

is continuing to use the loca l language whereas language shift (sometimes known as language 

d~ath) is g iving up the local language in favor of an 0 ther l new language (Paulston, 1986: 120-125; 

De Klerk and Barkhuizen, 200 1:97- 11 4; Slavic, 2001; 131-151 and AI-Khatib, 200 1; 159-175). 

2.2.2 Implementation Barriers of an MT as an LOI 

The determining factors for ensuring a successful implementation of an MT as an LOI are 

se tting clear objectives in planning and creating conducive env ironments of implementation. But 

although the provision of education for child ren in their MTs is inc reas ingly gain ing the 

ref Ogni tion of politicians and poli cy-makers, variab les I such as lingui stic diversity, hi storical 

constraints, att itudina l problems, soc io-cultural and pdliti ca l obstacles, economic constra ints , 
I 

techn ical and pedagogical problems, and others have proh ibi ted its success in achievement 

(Ouedraogo, 2000: 23 -5 1; and ADEA, 1996: 7; and 2003: 4-5). Above all, the inevitabi li ty of 

attitudinal problems and a consequent resistance to change is found to be the major and common 

barrier that is surfaced during the implementation of language policies, like all aspects of 

it novations face too. As AASA (1966:18) puts it since' many times it is much more comfOliable 

to blame the new comer than to question and change es :ablished programmes--to put one's own 

house in order", resistance should be taken for granted bi t be avoided at any cost from the outset. 

a) Se ttin g C lea r Objectives 

Setting a c lear obj ec tive is not only a pre-requisite but also a determining factor in th e 

int roduction of an MT as an LOr. One of the most important lessons learned from the Ken yan, 

Nigerian and Tanzan ian cases in Africa are th e need for setting clear objectives in a policy 

statement. Tn the Tan zan ian case the objectives, at least for primary educa tion were c lear. For 

instance, in May 1967, soon after the LOl policy was made pub lic, a circular explaining how, and 

when the policy shoul d be implemented was sent to all reg ional education officers. 

Implementation was to stat1 in the 1967/68 academic year and would be gradual. By 1973174 

Kiswa hi li* would be the LOl throughout all of th e primary grades. The pol icy was implemented 

as planned (ADEA , 2003:4 and Ouedraogo, 2003:23 -3 0). 

"Kis\I1ahili is a Balllll lang/(age. also illlercliallgeably called Swahili, spoken either as lUI MT or as a fluent second 
langl/age Oil the east coast of AJrica. II is a widely spoken language ill COl li/ fries like TClII:=oll ia, Kenya, Uganda, 
Loire. Cleo (AI/cHew)' Vol. ii, 1993:428}. 
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In contrast the Ke nyan catchments-a rea po licy was vague, and it gavc room for loose 

interp rcta tion du rin g the implementation phase. Acco rdi ng to Bamgbose ( 199 1:11 3) thi s 

vagucness can bc fo und in the steps recomme nded in Kenya's po li cy to make Ki swahil i its 

national language tha t included the fo llowing r~quirements . 

(---) a ll Kenyans were to speak Swahili at all ti mes with fe llow Kenyans (a 
practi ca l imposs ibility s ince language choice depends on several fac tors 
part icul arly topic, situation , and re lationship between the interl ocutors), that 
government business was to be conducted in Swahili , th at a ll c ivil servants were 
to be required to pass an examination in the language, and tha t Swahili wo uld be 
g ive n greater promine nce than Eng li sh in the schoo ls. Not onl y are deta il s of 
how these prescri ptions are to be achieved not given, the oppos ite of what is 
recommended has been goi ng on, \vithout any not ice of the contrad iction 
II1vo lved(- --) (Bamgbose inlIEP, 1997

1

:5). 

b) C r ea ti on of S uitable Ell yirolll1lell t 

When observed from a gencral point of viell" creation of a suitable environment has two 

basic dimensions, ecological and cultura l. The eco logical factors refer to the different human and 

material resources for carrying out an innovation of teaching through an MT including po lic ies 

and different regu lations. The cultural factors on the other hand, include all the socio-cultural 

relationships and interactions of the commul ity around and w ithin the school system (Hord, 

1995:99). 

In this regard Ayo Bamgbosc catCgOri,~es language-planning activities in to two (ADEA, 

1996: 7 and 2003 :4-5): first , activities that pertain to the status of the language, which relate to the 

decisions about the function s that a language should perform in a country (these are decisions 

usual ly con ta ined in the policy statement); and secondly, activities that pertain to the language 

coqJUS, Ihat is, th e s teps that are taken to ensure that the language (its structure, spelling, 

vocabulary, etc) is modifi ed to conform to the demands macIe on it by its function s. 

Concerning the form er activ ity, language functions in a country, Mazaba and Nthepe 

(1979 : I 68) advise that if an MT language is expected to be an effective LO! , it is absolutely 

importanl to g ive it an offi c ial status and a ta sk of im po rtant function s beyo nd the task it is 

ass igned in the tcaching learning ac tivity. Cummins and Swa in (in Bell, 1999:9) add on this that 

th e usc of an MT in the early years of education is not only for the sake of ch il d com fort but also 

to ensure an ove rall academic improvement so that chi ldren can perceive that their language can 

be as usel·ul as ot her languages that are enjoying a status of wider communication . Be ll ( 1999:9) 

furth er clar ifies thi s as foll ows : 
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Acceptance of the home language in the home and the school is clearly, then, one 
of the fi rst steps in creating an environment where learning can occur, an 
env ironment which fosters feel ings of self worth and se lf-confidence. But 
acceptance of the home language is only the beginning. Active encouragement to 
make use of the home language in school is equally important. This can be dgne 
in a variety of ways. aile way, of course, is to use the language as an LOI , which 
not only enhances students' comprehension , thereby improv ing academic 
performance, but also provides concrete ev idence that the home language is a 
useful and va lued too . 

Activities of the second type wi ll be determinant for the successful implementati on of the 

language policy. The cases of Kenya and Tanzan ia aptly illustrate thi s point. In Tanza nia, the 

Kiswahili pol icy was implemented by a multitude of agencies, each having spec ific fun cti ons to 

:)I~~';::'II~l 'Of ~~u~:~::I~~e;ll :u~~i~~IIIJ:l:I::I:;~:c:~i:al: I~~~t::~l~il~:tr::~v~:::~~ li~:~I::~ll:~:: ~I~ :::: 

hands of the Intennini steria l Cou/lcil; research plans and the deve lopment of basic voca8ulary and 

relevant pub lications were the responsibility of the Institute of Kiswahili Research, and the 

coordination of all these agencies and their activities rested w ith the Nat ional Swahili council 

(Bamgbose in ADEA, 1996:7 and ADEA 2003:4). 

In Kenya, however, thi s leve l of mobilization and careful planning was absent. The policy 

environment was not managed, , nd as a result, the 1996 catchments area policy is bein ~ actually 

replaced by a poli cy formul ated by an official committee in 1994. Engl ish is il1lreasingly 

becom ing the LOI throughou t the education system; Ki swahili has consolidated its sta tu s as a 

compulsory subject; and MTs have lost grOlind as LOI s. The crea ti on of implementat ion age ncies 

should be accompanied by the emergence of a publ ishing industry; for exa mple, desktop 

publishing can bc poss ibly an effective way to produce affo rdable indigenous teaching Illatcrials 

(Bal1lgbose in ADEA , 1996 :7 and ADEA, 2003:5). 

c) At titudinal Probl ems 

The effective implementation of a chan ge in curri culum as well as a change in LOI 

hi ghl y depends on the attitudes of the entire community ranging from the top govel1lment bodies 

down to the pupil s. Thus before des igning and impl ement ing an innovation such as th e one under 

discuss ion, there are some important va riab les to be taken into account careful ly. These include 

need assess ments, designing vision and objecti ves, capacity to im plement, and othe rs related to 

these (Educa tion Bureau, 1992 in Amharic: 6-1 7) 

Attitude is, therefo re, one ofa very crucial problem in the implementation of an MT as an 

LO !. The prob lem is olien s urf~lced through the negati ve att itudes that all or parts of the 

37 



stakeholders show towards the use of thei r own language as an LO!. The sources of this attitude 

are too much and vary from society to society. By and large, the roots of the problem can be 

categori zed in to two major groups: zea l for economic advantage because an LWC generates 

better income through a betteq and wider job 0ppol1unity (hence secures better life) 'lnd secondly 

a strong interest to achieve advantages of social prestige. At least both of these have a slowing­

down effect on the development of the local languages. For instance, during the colonial period, 

on the one hand, most local languages lacked the concepts and vocabulary to communicate the 

ve l·y contents, technical and organizationa l, that underl ay the relati ve "superio ri ty" of the colonial 

powers. On the other hand, as part of the colonizers' negative atti tudes towards local f ultures, the 
, 

loca l languages were considered as incapable of dea ling with such conten ts. The colol1 ized people 

accepted this negative att it udeJo their own languages and hence not only gave the hig~est priority 

for lea rning a foreign languag I but also fel t pres tigious when acquired a knowledge a/1d skill of it 

(Pattanayak, 1986: I I; Pau lston, 1986: 124; ADEA, 1996:2; and Ouedraogo, 2000 : 24-26). 

By the way, all pa rents and communi ties wish the best life fo r their children. Thus, they 

are highl y concerned about access to higher education, or employment opportunities, or general 

soc io- economic advancement, and regard knowledge of a high status language, for example 

Engl ish or French , as crucial fo r achieving these aspirations fo r their children. Thl refore, they 

want to send their children where the LO! is an LWC. Politicians themselves who u,ge the case 

of an MT as an LOr in pubic rallies and various mass med ias prefer and/or send their chi ldren to 

lea rn in an L we or may even i end to Europe or the USA from the very beginning. EJen the elites 

who not only playa significant role in the formul ation and pl anning of language po licies and 

implementation strategies but also are the forefront advocates of an MT to be an LO! send their 

children not to schoo ls where the LOI is an MT but to schools where the LOI is an LWe such as 

English and French (Rubagumya, 2000: 12 ; Mazaba and Nthepc 1979: 168; Rwantabagu, 

1999:299; and Lotherington, 1999:2 15). 

On the other hand it is not hidden from everybody that community sensit ivities around the 

tcrIll MT in education are very real and based upon past negati ve exrericnces which Ouedraogo 

(2000 :26) ca ll ed "pri soners of the past. " The language of the co lonial powers, for instance, was 

usually given a higher value than the local languages in colonial Afri ca. This conception has 

developed not from a simple reasoni ng but from the well -known fact that the colonial languages 

were the languages of the offices, shops, commerce, busi ness , industry and polit ica l life , in short 

the languages of power. Parents (and students) unde r such cond itions res ist the imrlementalion 
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of their MT as an Lor because they want to be competitive enough by having English as an Lor 

just from the beginni ng of their children's schooling (Rubagumya, 2000: 13-14). 

Moreover, there are questions about whether or not the present is an appropriate time for 

launching a new language policy initiative. The uncertainty, no doubt, rests upon the mass ive 

di sparities in resource availab ility and distribution among schools; the lack of readiness of 

educators and other constituents in the school system; the need for support and commitment from 

a variety of crucial role players including writers, publishers and distributors of learning support 

materials, and service providers of education development programs. These problems are not of 

such a nature that practical solutions cannot be devised and implemented as a result of the load of 
I 

the cost. Thi s by itse lf is a source of community resistance against \he introduction of the MT as 

an Lor (ADEjA, 1996: 7-8) . I 
The dther form of community resistance against the introduption of the MT as an LO] is 

the one that usually comes from the lack of a fu ll understand ing and exploitation of the 

psycho logical, educational and social advantage of bilingual education. Hence, because of 

ignorance people consider the use of an MT in educational instruction as a useless activity whose 

cost of failure is felt in al l the economic, soc ial , and political domains, which they also consider it 

as an unneC( ;sary wastage of time and money. They al so conside ' it as if it is simply teaching 

their childreil the MT language which they already know, with (ut giving place for both the 

development of their language as wel l as the provision of other subjects through the medium of 

their MTs (Fasold, 1990:294). 

Thus surpri singly, most people oppose the introduction of their own language as LOI s in 

the educa tion of their children. This is, because they th ink that the use of their language in 

education is an obstacle in their children's way of advancement, which can be achieved through 

an LWe, national or international language, (Fasold, 1990:295-296). A socio-linguist, named 

Adegbij a (1994:2), therefore, argues as how local languages are empowered for a far better role in 

national life by stat ing that "un less it (the attitudinal misconceptions) is consciously reversed and 

provision made for the usc of indigenous A frican languages in education and other areas of public 

communications, mos t of these languages will stagnate." Therefore, while there is hardly any 

empi rica I ev idence to j usti fy the insistence on an L we, the fears expressed on the use of the MTs 

as LOIs ha ve to be taken seriously for pragmat ic reasons. Moreover, it should be noted that every 

effort should be made to ensure that the promotion of an MT is not simrly for the less privilege 

socia l groups. 
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f'urthermore , it should be understood that the cases of attitude and ach ievement, are li ke 

the cases of egg and ch icken. Werdelin (in Andersson, 1967; 2:3) , in thi s line states that "attitude 

affects achievement and achievement affects attitude." This is meant , on the one hand, if there is 

a negative ~ttitude to an innovation most probably failure succe,ed. On the other hand, if a 

negative attitude results in a failure of achievement, the failure in turn will further damage the 

attitude that in sum and vicious ly leads to the extent of extinction of ones own language, the 

reverse of which is also true (Pattanayak, 1986: 10). Therefore, since achievement cannot be 

obtained from nothing, something i. e. attitudinal support to an innovat ion is very crucial if 

achievement is sought. In genera l, therefore, the attitude or approva l of parents, teachers, and 

peers has sil nificant roles both on the attitude of the students on \school subjects and on their 

consequent ~c hievement. That is, the more positive parental attitudb or approva l is the better the 

pupils' attitl{de and achievement will be (Poffenberg and NOIion in f ndresson, 1967:12:3). 

Therefore, to avo id such attitudinal problems against the introduction of the MTs as LOIs 

a strongly recommended remedy is that an educative and persuasive approach be made to all 

stakeholders rather than reliance on coercive strategy. This enables to secure support fo r the 

proposed MT based bilingual education and the introduction of a third language in all primary 

schools. 'r et, policies and practices are still genera lly directec by the centra l government, 

particu larly .n many of the developing countries, where by parents. pupi ls and teachers have little 

or no influence over ilS form and content. Indeed, now days the trend in our world is being 

skewed to I\eoples' demand of their rights of participation of mkk ing decision on issucs that 

concern them. This is pt'obably because, as Pompidou (in Paulston, 1986: 141) underlines that 

planning problem is being one of the three factors (including bribebery and adu ltery) that ruin 

po li ticians and rulers. Consequently, it is becoming harder and harder from time to time to think 

that the subject people will accept whatever thing is made ready for them by their leaders 

(Ginzberg and Smith, 1967: 160-163). 

In order to validate thi s approach any new legislation should be formul ated to create an 

enabling system for local authorities to have opportunities for encouraging solutions that address 

the gap between local demands and the mainstreams of educational provisions offered by the 

government rather that an imposed order. Thi s is because, obvi ously, most of the future is still 

cietenllineci by the wants of the bulk or the pOJl ulation (Haugen in Pride, 197 1 :39 and Skutnabb­

Kangas, 1986156-176). 

Teach ers: - Among the basic attitudinal problems of thc stakcholders in the introduction 

01' an MT fCJr cciucalional instruc ti on teachers' altitudinal probl eills arc 1V0rth-ciealing (Corson , 
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1990:83). Thi s is so because as quoted in Aggarwal (1985:83) McNair says that "it is a truism to 

say that every teacher, in however, humble capacity he or she may be serving, is directly and 

vocationally invo lved in mo lding the shape of things to come" on which Smith (Ibid) adds that "if 

that trui sm be true, the unsettled time in which our young citi zens are go ing to live their lives 

make it necessary that those who aspire to teach shou ld have thought and should continue to think 

about the problems o f society with all the intelligence at their works." Therefore, says Gordon, as 

cited by Aggalwal(Ibid) too, " it is the task of the teacher to educate - to educate for change - to 

educate tlu·ough change - to educate for orderly planned revo lution. If necessary to educate 

thro ugh more di srupti ve revo lutionary actions." F,rom all these it can be reached to a consensus 
I 

that if convinced and are willing to do, teachers can have an influenti al power over the 

comm uni ty living in the school catchments ar as on which they have the opportunity and 

poss ibi lity of bringing their opin ions and preferehces befo re the publi c and the govermnent. In 

short the achievement of positive teacher atti tude is, by and large, meant ach ievement of the 

communi ty attitude. 

According to various educators (Alemayehu, 1998: 16-22) the shaping of teacher attitudes 

and be li efs is not, however, as such a simple task that can eas il y be materi alized . They all agree 

that the task demands a h igh endeavor to be exe ted ea rl y in the TTls. That is the prospective 

teachers should be trained in an environment where societal cu ltural diversiti es are to be 

appreciated and properly taken into considerati on. Teachers trained in a monocultured 

envi romllent face discomfo rt and inconveniences L hen ordered to run through such programs and 

last incompetent and less productive. This is becallse if teachers are trained in a TTl that reflects 

the dominance of one culture (o r custom) over the other, they come up w ith a discriminatory 

feeling and rcinforce thi s fee ling over pupils whose cultures and language are unconsidered. This 

in tu m creates a fee li ng o f inconfidence and loss of self-identity among the p up il s and thcreby a 

low academi c ach ievement. Thus to avo id such set backs in a schoo l the teacher trai ning 

programs should bc des igned in a way that their tra inees are to develop a sense of not on ly self­

csteem, se lf-con fid ence and pride over their own cultural and ethic ident it ies bu t al so a pos itive 

atti tudes towards the languages and cultures o f other ethn ic groups. Unless and othcrwise, it 

should be noted that no teacher can promote a positive attitude to wards the cul tu res of pupil s in a 

class room unless himsclf Iherse lfposscsses it. 

But most of thc time teachcrs are encountered with various obstacles in catalyzi ng the 

impl cmentation o f educational innovations. The first one is lack of a clea r understanding of an 

innovat ion by the teachers that results in thei r failure of pl aying thc rolcs expected from them and 
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results in an ultimate failure of the implementation of an innovation. Lack of clarity of teachers 

on the innovations is really the core problem. This is because teachers who lacked the necessary 

information or who are misinformed will perpetuate themselves caught up in the web of tradition 

or slallis quo may think the innovat ion to be a threa\ on both privileges and professions, mistrust 

the organizational climate or genera lly conclude that the innovation is wrong. 

Therefore, before an implementation of an innovation is carried out a good relationship 

and communication shou ld be created among the implementers and the innovators followed by a 

rational and partic ipatory orientation and a clear understanding of not only the issue itse lf but to 

\ each other as well. Unless and otherwise, teachers niay fear the innovation because not only that 

I they think they are imposed to implement what they do not know but also beer in mind that 

I fa ilure is certain if implementation is not precefed by know-how and acceptance of the 

innovation. Indeed, they may try to implement it be~ause they usually think that the alternat ive of 

rejecting the innovation would be worse than the innovation itself for them. In general, therefore, 

teachers should be made to rationalize and bear it in mind that the absence of change and/or 

innovation is meant stagnation and death (Fullan and Stiegelbauer, 1991 ;70 and 126-132; 

Thompson, 1983: 184-197; Meshesha, 2003 :21-22; Slater, 1987 :445-455; Corson, 1990:84-87; 

Qubein, 2003:1-4; and Gross, Giacquinta and Bernst,in, 1971: 122-128). 

Secondly, lack of the necessary skills and 1a1l ,wledge to put the innovation in to practice is 

another obstacle. This is a human resource capacity problem that should be solved by taking 
I 

training and human resource development measures before stepping to implement the innovation. 

The third problem is lack of the necessary instructional material such as facilities, furniture, 

equipmen t, tex tbooks, reference materials, etc and a dissemination problem of the already 

availablc ones to support the effectiveness of the innovation. The availability of such materials 

has a motivating role not only on teachers but also on children by creating an in trinsic interest for 

the program to be implemented th at indirectly is meant the fac ilitation of the implementation of 

the inno va tion ( Fullan and Stiegelbauer,1991 :71-73 ;Gross, Giacquinta and Bernste in, 1971; 

129-1 39; Ouedraogo, 2003:37-41; and Bowers, 1968:386). 

The fourth one is the incongruence of the innovation and the organizational structure of an 

organization. That is the arrangel1lent of the respective organization has its own role on blocking 

or catalyzing the implementation of an innovation. For instance, in the implementation of an MT 

as an LOI the educational offi ces to which school s arc accou ntable should have a suitable 

organi zational structure to give a superv isory and other ad visory supports when a need arises . The 

presence of such compati bility between the organizational structure and the innovation it carries 
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out to introduce, therefore, facilitates the achievemcnt in the implementation of the innovation. 

The last but not least factor is the one that is related to motivation. Although, unlike the first four 

factors, thi s facto r is not necessaril y required at the outset of the program implementation, lack of 

motivation highly blocks the suocessful implementation of an innovation. And that I is why 

educators argue that teachers not fed properly inevitabl y eat their pupils. For a successful 

implementation of an innovation, therefore, teachers shou ld get motivated and committed to 

endeavor all their efforts and time for the fru itfulness of the innovation. [f fulfilled, this variab le 

also avo ids the self-interest of teachers who consider the innovation as harmful and threatening 

than challenging in one-way o~ the other (Fullan and Stiege lbauer, 1991 :73-78; i Gross, 
. 

Giacquinta, and Bernstein , 197 1: [ ~9- [48; and Qubein, 2003: [-4). . 

2.2.3 . ImPlemJntation Strategies of an MT as an LOll 
I 

As cited by Ouedraogo (2000:62) Mackey in 8amgbose states that "Ianguage is like a 

currency; the more it can buy the greater value it has." If thi s postul ate is accepted, it leads us to 

conclude that the achievement of the des igned goals of any language planning or language po li cy 

is determined by the promotion )f indigenous languages. That is, it is ach ieved by :reating 

suitable environments of getti ng ,. greater market val ue in the major business of gov. rnment 

policies and acti viti es (admin istrat ion, judiciary, politics, econom ics, etc). This is meant that the 
I 

bond between the different public hevelopment policies, programs and proj ects and the I ~nguage 
policies shou ld be tight enough for the promotion of indigenous languages. [f thi s bond is left 

loose bo th the local languages and their speakers will remain marginali zed although smart 

policies and offi cial directivities concern ing the promotion of indigenous languages are avai lable. 

Therefore, the promotion of ind igenous languages is va luable on ly when it ga ins a market va lue 

by giv ing the necessary allen tion for the integrated development of language planni ng and 

language poli cies with the different development programs and proj ects of a given mu ltilingual 

nation (Ouedragogo, 2000:62). 

Among the various strategies, in fact, to be im plemented according to the objective 

conditions of a specific country, th e followin g are the maj or aspects of development programs 

that language poli cies should bc bou nd together du ring impl ementat ion (Ouedraogo, 2000:63-88). 

The first one is that language poli cies should be bou nd together with the poli tical, 

adminis trative, and jud ic ial devclopmcnts. According to 8amgbose (in Oucci raogo, 2000: 63) the 

translation of thc di ffc rcnt polit ical , administrati vc and legal doeulllcnts into indigenous 

43 



languages not on ly eases the access of the majority of the population to the knowledge of the law 

but al so creates an atti tude of pride, confidence and self-worthiness to their own languages which 

they have been degrading it as inferior to other foreign languages. The politico-administrative and 

judicial policies, programs and projects should, therefore, include different steps in this respect. 

Primarily to suit the accessib ility of the public to the different administrative and legal 

documentaries and publications (including certificates of birth, marriage, death etc.) the materials 

should be translated into the indigenous languages . This by itse lf is carri ed out through preparing 

the necessary human and non-human resources. This task should ultimately generate an 

att itudinal change among the entire community whereby the community becomes aware that their 

language can be used for any bus in~ss activity li ke that of the languages they consider supl rior to , , 

thei r MTs. 

Secondly, the language pol! cy of a country should be tightly bound with its ec i nomic 

deve lopment programs. A country is able to reduce it s illiteracy rate is meant that it has reduced 

its poverty rate at the same time. The best and fastest possible method of reducing mass illiteracy 

is the use of the MTs in educational instruction. Both empirical and research evidences show that 

the effective language po licies that enabled many nations to eradicate illiteracy as fast as possible 

are those pol icies that effectively u :ilized their economic development programs and proj ,cts for 

this pUI'Pose. Thus, any language p Jli cy desired at attack ing mass illiteracy should indisp.:nsably 

be interrelated with reducing poverty and improving the living standards of the community. 

Moreover, to integrate developments of language policies with that of the economic 

development programms the concept development by itse lf should be made to embrace all non­

quantifiable developmental aspects of the society (such as lingui stic, perceptive, and 

psychological developments) rather than being limited only on those economically and/or 

numerica ll y measurab le growths such as GOP, GNP, etc. In addition, if the majority of the 

communi ty is alien to the language that is widely servi ng in the offi cial governmental business 

activities, it is unthinkable fo r the community to partic ipate and make decisions on its own 

econom ic affairs. Under such an environment where most of the community is excluded from 

public life because of language barri ers, therefore, the concepts of justice, democracy and equity 

(pillars of a healthy and sustainable human development va riables), will havc no place and thi s by 

it self impedes the prevailing economic devel opment of a nation (Rubagumya, 2000: 12). 

Generally, conccrnlng the integrity of languagc policies and economic development 

strateg ies, in the first place language policies and rural development programs should bc 

inte rrelated in a way that each is promot ing the other way round. For instance, both the teaching 
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and learn ing programs in schools and the different training programs, workshops and seminars 

he ld by thc loca l communit ies on issucs such as the use of fertili zers and pesti cides, irrigation 

techniques, crop and cattl e breeding, preservation and protection of the environment, health and 

hygiene, sav ings, trade, local admini stration skills, etc. the MTs should be used not only as LOIs 

but a lso through wh ich written materi als required for such occasions should be prepared. 

Likewise , the language policies should also be linked with the existing commercial, trade, and 

industrial projec ts and programs because it has its own implications on the enhancing or deterring 

of the economic development ofa nation in an extent far from negligible. 

Furthermore, there should al so be interdependence between langu\age polic ies and health 

development programs. This can be carried out on issues such as family p',1anning, a fi ght against 

H[V/AIDS, etc. IfJlhe health proj ects and programmes are can-ied out in Ihe locality through the 

indigenous langua",es the community wil l not only understand the concep/s of health and hygiene 
I 

as easil y as poss ible but also develops a posi ti ve attitude towards the use of its own language. 

Indeed, thi s is more effective when the community gets rid of illiteracy and the health programs 

and projects are translated into the vernacular, which it hears, reads and writes. 

Thirdly, language policies should be attached with the ~ifferent socio-cultural 

development pl'og; ams. As it is imposs ible to talk of language by sep. Lrating it from culture, 

dev ising language Jo li c ies with ou t taking cultural foundations and polic .. es into account is hard 

to thin k. Therefore, if language policies are expected to be implem6nted successful ly, the 

in tegri ty of educa tiona l and cultural policies and programs is a determilJing factor. [f an MT is 

used to eradicate mass ill iteracy and the loca l cu ltu ra l heri tages are recorded and preserved with 

it, the fatality of the different heri tages can easi ly be avoided because it cannot be buried forever 

along with th e one who possesses it and dies away. And if such prestigious cul tural values are 

preserved through the local languages, the community will not only be proud of its cultural 

heritages but also deve lop a feelin g of respect to its own language, which indirectly is meant 

dignifying and promoting its own languages . 

Moreover, the trans lation of different literary works into the ind igenous languages and the 

tra nsmiss ion of di ffe rent relevant programs of news, music, tales, plays, puzzles, etc. in a radio 

and te lev ision as well as the publication of magazines, news letters, pamphlets, journals, etc. 

through local languages both eases understanding for the natives and promotes the language 

under discuss ion . 

The last varia ble in language promot ion strategy dea ls on the integration of language 

poli cies and th e educational devel opillent of a country. Sincc education, in one way or ano ther, 
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generates b~l1~rm e n t in the standards of living and in the overall human deve lopment, the 

educa tional policy of a coun try should give a higher emphas is to mass literacy. The achievement 

of mass education In turn requires decision makers to fi nd poss ibili ties of using the local 

languages as LO is at least for basic education. Thus, if education is the basis for human 

deve lopment and language is an essentia l ingred ient in education, the poss ible alternative for 

policy makers and language planners to expand education is planning in favor of promoting local 

languages because a poli cy that promotes a local language has its own contributions on the 

development of education, which obviously exacerbates a nat ion's development. 

2.3. L esso ns from Sub-Saharan A frican ExperieA ces in Brief , 

The studpnt researcher has fo und preferred experiences from Sl!b-saharan Afri ca because 

he ex pected tha t Afri can experiences are more educative than those ~uts i de Africa for the case 

under study. This is because although Ethiopia did not directl y suffer from colonial rule as much 

as the rest of A fr ica, its socio-economi c, po li ti ca l, cultural, demographi c and other such variables 

are related mere to African countries than to non-Africans. Moreover, al though each of the 

practi ces and challenges faced to using the MTs as LOis are worldwide and educati ve (i f 

observed \\'ider Jnd furth er), most of the experiences, particularly of is ;ues related to community 

att itudes, are si milar elsewhere. Thus, the student researcher believes ,md prefers that dea ling on 

some African experiences briefl y may in no way be insuffi cient to learni from . 
I 

When observed from th is point of view, therefore, Africa is known to be one of the most 

linguisti cally diversifi ed continen ts. Th is is a we ll -known issue and need not to be di scussed in 

detai l. What needs a bit discuss ion as a background under thi s top ic is, however, the legacies of 

colon ia li sm in African language concepts and its consequent attitudinal impacts on its comm uni ty 

that it has left behind. 

To begi n with , the coloni zation of Africa from the mi d 19th century to the 1960s is j ust not 

on ly economic im peria li sm but a linguisti c imperiali sm too. Be it an ass imilationi st French-type 

policy or a fo rced 8riti sh-li ke policy every colonia l powcr in one way or another has imposed its 

own language on the Afr ican countries , which the native Africans by themselves have preferred it 

at the ex pcnse or their MTs in the long- run. Africans did this not for nothing but they kncw that 

knowledge or colonial languages was thc onl y ladder for access to socio-econom ic resou rces and 

other political and acadcmi c prest ige duri ng the colonial era (8 un yi, 1999: 432-433; Nyat i­

Rall1ahobo. J'J'J'J()23-625, and Watson , 1984: 22-23). 
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The second and a related problem deals on both attitudinal problems of the community as 

well as the "enabling policies and disabling practices" (Desai, 1999: 175-184) formulated by the 

Africans themselves afte r decolonization. That is, on the one hand the loca l community of Africa 

has I a misunderstanding that African language is inferior to a European language and hence 

believes that the way for development and civilization is not through a local language but only 

through a colonial language (Nyati-Ramahobo, 1999:623-625). On the other hand, although "the 

question of language became an educational more than a political problem" (Graham-Brown, 

1991: 121) in Africa since its independence, African language policies have mostly remained to be 

notorious statements of intent wh ich are not (cannot be) accompanied by practice. The case of , 
Ethiopia dUling the dergue times is the best example for tillS (McNab 1989'77-89 and 1988: no-
123)/ ) 

r Nyat l-Ramahobo (1999:625) supports this by stat ng that "most Afncan governments, 
I 

with the desire to appease electorates, would make po lices which may sound positive for the use 

of African languages, but difficult to implement as the underlying factor is the maintenance and 

continued dominant use of the foreign language." This is particularly because of problems of 

soc io-economic and political commitment of the respective govemment in African countries. And 

that is why Ouedraogo (2000:86) adds, "a language poli ,'y which is highly motivated can be 

easi.), kill ed by political motives." Therefore, an African pc. rent under such an environment in no 

way,prefers to send his chi ld to a school using an MT as an LO! unless and otherwise that school 

is the only alternative or he/she is forced to do so (Desai, 1999:175-179; Bunyi, 1999:433 and 

Oucdraogo, 2000:24-49). 

To sum up, it is clear at least from the historica l instances of colonial language policies 

and the ir effects that coloniali sm is one of the poli tical factors affecting language ecology in 

A fri ca . That is, the language of the niler has dominated over the rul ed as a de facto officia l 

language, while the language of the rul ed was oppressed, deprived of, or treated as marginal. The 

colonial language policies deformed the inter-group rela tions, socia l structure, education, 

tradit ional culture and va lues, and the nationa l identity of the ru led as well. As a result many of 

the lingui stic, social and psychological phenomena which sociolinguistics today deals with were 

prod uced. In add ition, many of the old local population who experienced the colonial rule still 

suffer from their MT loss or illiteracy, identity loss or hu rt in their minds in the process of 

ass imilation although some have attained bi lingual ism for ca reer build. Practi call y, even today in 

every African country the most prestigious language is that of the former colonial master which 

calls fo r the cooperation and comm itment of Africans to rc,'crse the casco Thus, A fricans shou ld 
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be \\'~II acquainted with the fact that it is their negative attitude towards their own language that 

resulted in the ultimate extinction of their language unlike those of the Indians whose positive 

attitudes towards their own language and culture has maintained for thousands of years, even in 

an extremely worse situations of such a very long colonial life (Le page, 1964: I 0 and 45-52; 

\-l eugh , 1999: 162- 166; and Bunyi , 1999:429-440). 

Therefore, an agreement can be reached on that the challenge faced to almost all sub­

Saharan African countri es as regards to the introduction of their indigenous languages as LOIs are 

almost one and the same. That is, from the practi ca l point of view the languages of the former 

coloni al powers are in one way or another most prestigious. Thi s was because they are languages 

of i,; te rnational communication and hence not only mostly ipreferred but also widely used as both 

gov~rnmental and non-governmental official languages, ~OI S ' languages of the fast growing 

mo~ern business economy etc. On the other hand, to redress this situation Africans have been 

"endeavoring" since their independence. But most of those who "endeavored" succeeded not 

more than the primary three or four grade levels to implement their varying local languages as 

LOI s (I IEP, 2003:4-8 and Watson, 1984:32-33). The fo llowing three countries are taken as 

variety exemplary to be representative indicators of the extent and determination of African 

eff, ,rt s exerted and challenges entangled against their effor s. 

2.3.1 Ghana 

Ghana is a multilingua l country where over 60 indigenous languages are spoken. The 

majority of Gha naians are at least bilingual, many of which are multilingual, and whose 

comm un ication can freely be conducted in more than two languages. Although the official 

language of Ghana is Engli sh, most Ghanaians do 110t speak English as a first language because 

most of them learn Engli sh in schools as a second or third language since their entrance to a 

school life (Bemile, 2000; 204 and Andoh-Kumi , 1999:2). 

Ghana ian languages have started to be reduced into a written form by the missionaries 

Sll1 ce the second quarter of the 17'h century. Mi ssionaries have been developing and working 

reading materials of both rcligious and secular content such as the Bi ble, church songs, school 

textbooks, primers, graded refcrcnce material s, grammar, and dictionaries in the loca l languages 

as of 1673 . Thus, long before the declarat ion of the 1972 language poli cy of educat ion the 

Ghdnaian local languages have been developi ng in all their lexical and orthograph ic standards. 

Current ly, too, miss iona ries forming the Ghana Institu te of Lingui sti cs, Li teracy and Bible 
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Translation (G ILLBT) are engaged in the developing of all the local languages in both religious 

and sccular (educational) aspects (Bemile.2000:204-205 and Awedoba, 200 1 :2). 

Though Ghana has ga ined its independence in 1957, it has not yet formulated a clearly 

stated government policy concerning the place of the local languages in its education system until 

1972. In 1972 a fundamental decision was carried out in Ghana whereby the first three years of 

education is to be provided through the MT languages (English to be given as a subject). From 

grades four and above English was made to replace local languages as an LOr and the local 

languages to be provided as subject of study in turn. For a better implementation of this policy, in 

fact, in 197 1, the Ghanaian MOE has givel? a further emphasis for the promotion of indigenous 

languages by declari ng that a trainee in a teacher institute should learn not only in his own 

language but another one local language as Ilve ll. Moreover, in 1972 different institutions such as I 
the School of Ghana Languages, the Department of Ghanaian Languages of the University of 

Cape Coast and the Ghanaian Language Unit of the Language Center of the Un iversity of Ghana 

were estab lished to promote Ghanaian languages . Particularly by in vo lving themselves in such 

activit ies as the training and production of capabl e teachers and the provision of teaching 

material s, these institutions played a great rol e in the promotion of the indi genous languages. The 

1987 Education Reform Programme, too, f lrther con finned this by stating that every pupil shall 

learn another Ghanaian language in additioll to his/her own language and the MT languages shall 

continue to be the LOi s as in the past and be compulsorily provided as subjects up to senior 
I 

secondary schoo ls (Bemile, 2000:207-2 10; Andoh-Kumi, 1999:2; and Mazaba and Nthcpe, 

1979 167) . 

In the 1990s much mO l'e loca l and in ternational donor agencies \Vere estab li shed to cooperate 

\V ith the government to strengthen the efforts of promoting loca l languages and eradicate 

ill ite racy. Thi s measure has aimed not only at promoting local languages but also at fostering the 

inte rrelationship of the language policies with the socio- economic dcvelopment programs among 

the diffe rent ethnic groups, Indeed, this programme was entangled with prob lems of randomncss 

and irregularity in implemcn tat ion because it is still challenged by soc io-econo mic problems and 

lack of financi al and political back up. This shortage of fundin g is told to be one of the major 

reasons for Ghana to be limi ted to use only 15 of the 60 local languages as LOis (Boadi in 

13emile , 2000: 209 and Nya ti-Ramahobo, 1999:625). 

The implementati on orthe selected IS languages as LOIs by itself has faced a jeopardy. Th is 

was because therc was an absence of thc neccssary rcsearch and evaluat ion of the LO Is and their 

respcctive dial ects; lack of objecti ve evidence and consensus on select ing sponsoring programs; 
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lack of quality and quantity hUlllan and material resource supp lies and the consequent reducti on 

of the standard of educat ion provided through the medium of local languages; use of non-MT 

Ghanai an languages at the expense of their own MTs for most of the pupils in multiethnic urban 

areas and so on.This has not only ereated la threat alllong the coexistence of the different ethnic 

groups but al so brought about a di ssatisfaction and hatred towards the innovation among the 

community whose languages are introduced as an LOr in the education system (Nyati -

Ramahabo, 1999: 624 and Bemile, 200:210-21 1) 

Aware of such att itud inal problellls of the cOlllmunity the MOE has carried out a research on 

the implementation of the loca l language! as LOis, particularl y to examine the attitude of t h~ 

cOl11lllunity towards the use of its own MTs as LOIs. One of the reseal"C h findin gs carried out , 

recently, fro m 1999-2000, in a locality wjere a language known as Kasem is an LO! indicated I 
that the community believes that its chil , is recognized as educated only when he/she speaks I 

I 

Engli sh at the expense of his/her MT. Moreover, the finding showed that parents are no t onl\' 

ignorant of the officia l language policy that declared the use of the predominant Ghanaian 

languages for LOIs in primary schools but 1110st of them also prefer Engli sh to be an LOr. Th is 

was because ( I) they believe that their children have no problems of Kasem as a result of which it 

should not be taken as a priority, and (2) t is not a command of Kasem but that of English that 

brings about a greater interest to educati )n, a higher educational achievement, and better job 

0PPol·tuniti es fo r a Kasena (native of Kase l11 ) that in turn ma kes him/he r an important person 
I 

ultimate ly. The research also re vealed that there is lack of textbooks and other teaching materials 

in addi tion to teachers bei ng unenthusiastic to the policy who are using Engli sh instead of the 

MTs for ed uca ti onal instruction (Awedoba, 200 I: 1-5). 

Then immediate ly the language policy was presented to the cOlll l11 unity. The cO l11 munity has 

discussed with the au thoriti es and understood both the rati onal of the po li cy and the benefits 01' 

using MT languages for educa tional instructi on and for securing the cultural identity or the 

community. By know the Kasena community knows that the MT is the best alternati ve as an LO I 

III primary schoo ls and Kasem is in no way inferior to English at thi s level of education 

(Awedoba, 200 I: 4-7). 

Concerning teacher perspecti ves too it was found that, there were prob lems of recruitmcnt , 

se lection and training. That is teachers were either not trained in a col lege teaching Kaselll , or 

teachers who can not speak Kaselll were made to be trained in a college where Kasem is taught. or 

teachers with a good command or Kasclll werc no t sympathet ic with thc language policy at all. 

This Ghanaian cxpe ri cncc shows us that cOlll l1l unity perspcct ives and th .: fulfill mcnt or the 
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prerequisite resources should be g iven the necessary attention wile plan ning to implement MTs 

for educat ional instruction (Awedoba, 2001 :4-7 and 11-12 and Wet and Niemann, 1999:88-90). 

2.3.2. Tanzania 

Tanzania (a union of Tanganyika and Zanzibar) gained its independence in 1961.Soon the 

government of independent Tanzania has tried to address the problems from which Tanzania has 

been suffering from for sixty years due to co lonial domination. One of the major problems 

addressed were the discriminations that schools have been suffering along racial lines: European 

schools! Asian schools, and African schools. All these schools ~ave been using different cUITicula , , 
and usee different LOIs to which racial integration is required by now. The second and perhaps 

most d+ isive time on the issue of Tanzania 's language pOliJ after independence was the year 

1967 w!lereby both the Arusha Declaration and the policy of ~ducar i on for Self-Reliance (ESR) 

were formu lated. Therefore, when Kiswahili was declared an LO[ in the enti re primary schools of 

Tanza nia in 1967, the step was considered to be the facilitation of the racial integration in 

schooling (Rubanza, 1999: 281). 

Nevertheless, the language problem in Tanzania is not sti ll solved. This is because of not 

on ly th Lt English has still continued to be the LOI in the prim; .ry schools but the government has 

also pL (,hlblted the rest of the local languages, which are not I ,~ss than 120 in number, to be used 

as LOI1 111 thell catchments areas (Rubanza, 1999281) I 
English starts to be given as a subject at grade three In Tanza111a [n the secondary schools 

and above it is an LOI for all subjects except Swahili. In the entire four years' secondary 

schooling both Engli sh and Swahili are provided as compulsory subjects, like that of Amharic and 

Engli sh in Ethiopia. But the use of Engli sh as an LO I has faced criti ca l problems among which 

the major three objcctions are worth mentioni ng. To begin with Engli sh has a disc riminatoL'y rol e 

among the citizens of Tanzania by being a determinant factor in the access to the socio-economic 

resources, job opportu nity, power, and prestige. Those who enjoyed this opportunity are 2% of 

the secondary schoo l students who have the chance to be admitted to a university. As such 

English is blamed for being a source of socio-economic, political, and status progress and security 

of the few citizens only bccause economic domains and job opportunities in Tanzania are mostly 

de pendent on the mastery of Engli sh (Kembo, 2001:288 and Ruban za, 1999:282). 

The root of the second resistance against thc use of Engli sh emanates from the fact that even 

those few pupils who joined secondary and tertiary education hardl y have a good mastery of 

Engl ish. This is considcred to ha ve resulted a weak ness not only in the language itse lf but also in 
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all other subjects taught in Engl ish. Not on ly the students of both the secondary and tertiary level 

but thei r teachers rea lize thi s as well. Thus, most of the time, unless they speak to a foreigner, 

even the un iversity students in Tanzania discuss their academic issues in Swahil i and later write it 

in English. Thus, Engli sh is considered not a means but a barri er fo r the students to part icipate in 

c lass di scuss ions with the ir teachers and consequently hindering their academic progress 

(Rubanza, 1999: 282-283). 

Thirdl y, there are res istances connected with every day life of Tanzani ans . That is, they 

condemn the use of Engli sh to do nothing to bene fit the Tanzanians in their day-to-day activities 

of li fe\ includi ng a ll govelllment businesses except seconda1 and terti ary educat ion more or less. 

T herefore, this argument justi fi es that si nce most ci ti zenr are forcefull y be ing taught in a 

langu4ge that has no role in their dai ly encounters, it should re abandoned un less it is thought fo r 

the minori ty elites (Rubanz, 1999: 283-284). 

When we come to Swahili the language is the LOr and compulsory subj ect not on ly from 

grades one to seven but in teacher training co lleges too. Since it is the language of the state and 

most of the community, pa rticularly in and around urban areas, and through which children learn 

better from all pedagogica l, psychological, and socia l aspects, using Swahili as an LO] is ins isted 

and e lcou raged by most (Rubanza, 1999:285). 

3ut language issue in educat ion becomes a bit differel lt in Tanzania when we come to the 

minor.ity ethni c languages, wh ich they call Ethnic Communid' Languages (ECLs). Concerning the 

ECls
l 
the government is told to be sil ent as to their place in leducation. Thi s is because of fear of 

being a threa t to nati onal unity if al l or pans of the ECls are used as LOis. The reasons for the 

objections by the decision make rs to use the ECLs as LOIs include high cost requi rements for the 

product ion of teaching material s wh ich Tanzania can not afford ; imposs ib il ity to use such a vast 

num ber of ECls as LO Is; encourages tribali sm; and both technological and sc ienti fic immaturity 

of the ECLs to be used as LOIs (Rubanza, 1999; 286-288). 

However, research findi ngs based on both sc ientific footing and communi ty attitudes 

countel'act the afo rementio ned problems. To beg in with s ince Swahili is an MT for not more than 

10% of the Tanzan ian population (Rubagumya, 1999: 127), the majority of the community prcfers 

to use it s MTs up to grades four (Swahi li a lso be taught as a subject at this level) . And the 

commun ity deserves to be give n the 0ppol1unity to decide on the use of the ECLs as an LOI. 

Second ly, the commun ity a lso wa nts that the problems related to the number of ECLs should be 

len far the respective com munity because empirica l and research evidences show the presence of 

sOl11e [CLs who do nol want to l11ake their MTs the LOi s. Third ly, since the li se of the ECls 
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I 

enables the community to develop feelings of intell ectual and spi ritual freedom dignifying itself 

as a recogni zed, meaningful and use ful soc ial entity, it not only encourages the preservati on of 

cultural identity but also develops a sense of respect to each other and recognition of the equali ty 

of all human beings which by itself strengthens lethnic-integrity and nationa l unity rather than 

tribalism. The fou rth response that deals on the level of development of ECLs argues that since 

every language is dynamic in character the ECLs can be introduced to be LOIs in the initi al years 

of education and then grow upwards phase-by-phase according to their dynamism and their 

deve lopment is undo ubted ly inevitab le so fa r as they are practi ced (Rubanza, 1999:286-288). 

Be it as it may, the education being provided by using Swahi li itself as an Lor is 

entangled with technica l and soc io-po li tica l probl~ms . The first one is the presence of abundan t 

technica l terms used inadequately and inapprop'tate lY in Ki swahili . This includes the use of 

various technical terms difficu lt to understand, th
l 

use of foreign concepts that differ from their 

previous use only in that they are written in Kiswah il i, and imprec ise or imperfect dd in ition of 

concepts that di stort the rea l meaning of the concepts and mis lead pupi ls. Secondl y, there are 

prob lems of pattern or alTangement and flow of topics and ideas in the preparation of textbooks. 

The third problem revea ls the presence of both quantitative and qualitative shortage of textbooks 

and other refe rence readers prepared in Kiswahil i The fourth problem is that the introduction of 

Kiswahili did not fil l the gap between the schuol curricu lum and the day-to-day life of the 

community. That is, the use of Kiswahili as an ILOI did not make science better correlated or 

more relevant to the lives of pupi ls as was expected while formu lating the po licy (Rubanza , 1999: 

284-186and Ruba gumya, 1999, 127-130). 

Fifth , although teacher trainings in col leges are expected to teach in Kiswahili , mos t of 

such teachers training colleges do not have reference material s wri tten in K iswahili. Moreover, 

the trai ners themse lves in such co ll eges are grad uates of a university who are trained in Engli sh. 

The sixth problem lies up on the declaration of the new LOI before preparing the necessat"y 

human and material resources as wel l as structu ral condition. Thi s inc ludes the attitudina l 

changes of parents, pupils and teachers to recogni ze the objectives o f the pol icy and the use of 

MTs in educational instruction. Att itudinal problem is crucial beca use even secondary school 

students who automatically admit that they better understand their teachers when th e LOI is 

Kiswah ili prefer Engli sh to be an LO I (Rubanza, 1999:284-286). 
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2.3.3. South Africa 

South Ali-ica has about 24 languagcs and various dialects. Neverthe less during a 

prolonged apartheid times the language policy in the South African education system was 

des igned in a way to serve the interests of the l11inority whites. That is, its policy of LOIs favored 

the l11inor it y languages , Afrikaans* and Engli sh, at the expense of the majority African languages 

(Wet and Niel11ann , 1999: 87). 

Since the coloni zation of the country in about 1652 the language pol icies pursued by the 

different colonial powers (Dutch, Engli sh and Afrikaans) were different. But all had one basic 

similari ty; all foll owed a system by wh ich the language policy they formulated can assure their 

respecti ve dominances. That is why until 1976 Afrikaans and English were both compulsory 

subj ects in all schools in South Africa and J10rs in the white schools (Wet and Niemann, 

1999 93) 

During the fore-mentioned time the use of indigenous African languages as an LOr was 

ex tended up to grade 8 in the Black schools. But the black pupi ls and their parents did not 

ackno\\'ledge this. Thi s was because it was a di scriminatory measure that was not to favor the 

blacks but sys temat ically to confirm the racial segregation in the country. After all schools are 

unde r the general system of apartheid whereby !Ley are di vided into two, white schools and black 

schoo ls. The ind igenous South Afri cans have condemned the 8 years use of the MTs as LOIs as a 

\ 

I 

too l of socio-economic oppress ion due to the fac t that it creates inaccessibil ity to socio-economic, I 

po lit ical , and academic benefi ts. Thus, they p re ~elTed Engli sh to their MTs to be used as an LO!. I 
With the pretexts of gr ievances on failu res and declines in the entire educa tion standa rds in the 

black sc hoo ls who use thc local languages as LOIs Africans rcsisted this policy which they ca lled 

"Bantu Ed ucation", in actual fact, not for its impoverished curricular and sy llab ic discrimi nat ion 

but rat he r for its language pol icy. Therefore , in 1976 a SOWETO* * student revolt broke out 

aga inst the existing educa tional policy of apartheid and brought about a reduction of using the 

MTs as an LOI to grade 4 and then an immediate switch to an English medium (Wet and 

Niemann , 1999:93 and Heugh, 1999: 159- 160). 

*Afi' ikoolls is rhe lJIodlf ied/orm oj Dutch language spoken ill SOllih A/rica , Formerly it was also called Cape DII /eh, 
SOli/it AIrico lI DlIleh 01' lIi e 1'(1(1 1.11 i.v a west Gerll l(J ll ic language spoken ill South Africa lhal has developed /rom the 
I til Ceil/lilY Nelher/om//" (D II/ch) by (h e descelldoll ts of rhe Dutch, German, lind FreJ/ ch c% ll is /s who SCI/led ill 

.\'OII/hem Aji 'ica heJ(Jn: fhe IJritish occupation ill 1806.AlolIl!, lIIi l h English, if has been Oll e of {he flVO official 
languages (~(Ihe Repuhlic (?f SoIl1h Africa since IV25(A1clielllY. Vol.i, IVY3: J 36). 
**5;Oll'fJO is (III ur/){II/ (,OJIIIJ/ex sel aside hy fhe 5,'olllh Africall wliile goverlll1l(,111 for residence hy blacks. If ({[!jOins 

./o/Jmlllcsh lll).!, 01/ IIie sO/lfll ll 'cst: ifS nallle helll,!.; (11/ acronYIll derived ji<oll/ SOl/II/- Western Towlls/III). It is the 
cmlllfl)' 's lurgesf "'ac/.: IIrl}(1II cOlI/plex, a lld ifS POPIIIOfiol/ exceeds fhal oj'Jolw llll csburg (A1c/-lcf/l y, Vo/'ii. 1993:58). 

54 



Then after, particularly in the early 1990s, the use of the local African languages as LOIs 

had been erroneously whittled away not to exceed grade three although even there are schools 

that switch to Engli sh earlier than this. This aggravated the educational catastrophe of the already 

declining educational standards dfthe Black education (Heugh, 1999: 159). 

But when the African National Congress (ANC) has replaced the former white-dominated 

government and attained power in South Africa in 1994 it has come up with a new proposal of 

language policy in education. The proposal has recognized the multilingua l characteristi cs of 

South A fri ca and has given an offi cial status fo r eleven of the twenty-four languages (Webb, 

1999:65 and Wet and Nieman, F99:93). Above all, thi s newly formulated policy is \baSed on 

three bas ic princ iples: (I) citizent have the ri ght of choosing the language they want tO j' tUdY and 

the language they want to use as t n LOI; (2) citizens have the right to deve lop, in the la guage of 

their cho ice, the lingui stic sk il1ls they need so that they can have a better oppo · unity of 

parti cipat ing in all levels (nationa l to loca l) of the country's affairs; and (3) loca l Afri can 

languages previously excluded from public life and suffering from a di sadvantage will be 

promoted and deve loped further to redress the previous problems (Desai, 1999: 176-178). 

Based on these basic principles the ANC policy document of education concerning 

language in education suggests hat the language policy which each educational institJtion and 

schoo l has to draw up should be in li ne with the fo llowing guidelines: ( I) every soutl African 

ch ild shou ld learn and be profic idnt at least in two South African languages, be it by leat ning as a 

subject, as an LOI or both; (2/ Schools are expected to provide at least one African official 

language, except Afrikaans, to their pupils during their compulsory education years; and (3) 

schools are also highl y encouraged to offer a third language (that poss ibly includes South African 

languages other than the offic ial ones) to the ir pup il s (Desai, 1999: 176-1 77). 

Thus, the new proposal of the language policy of the ANC has two parts, the languages to 

provide as a subject, and as an LO I. Accord ing to the latter sec tion what is sta ted in the policy is 

that official languages shall be LO Is in the publ ic schools. While concerning the fo nner section 

the follow ing articles are included in the policy document: First, in grades J and 2 every pupil is 

subject to be offered one approved language, a language the validity of whose syllabus is 

approved by the MOE as a subject. In fact all the official languages are approved languages. But 

there can also be an approved language in the country (like that of a German), which is not 

declared to be a n official language. Secondly , pupil s w il l take as a subject both thei r language that 

is us ing as an LO I as well as at least one approved language addi ti onally. Thirdly, in the 

allocation of time and resources a ll languages given as a subject will be treated equally. The 
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fourth one is concerned on the status gIven for the language subjects in determining the 

promotion and detention of pupils from class to class. That is (a) in addition to mathematics a 

pass in one language is the prerequisite to promote from grade to grade from grade 1 through 
, 

grade 4; (b) one must pass it) one language for promotion from grade 5 onwarqs; and (c) 

promotion in grades 10 up to 12 requires a pass in two languages one from the first language 

groups and the second one from the second language groups, at least one of which is required to 

an offic ial language (Desai, 1999: 177-1 78). 

Yet, the language policy of education In South Afri ca is still a frustrating than an 

encouraging. This was con finned by the research findin gs of 1997 and 1998 conducted to know 

the attitudes of the stakeholderJ towards the language po licy of using the MTs as L6Is and its 

implementation. According to Ithe findings of these researches, although the mai j ity of the 

academics and educational stuff have favored the development and use of the MTs a LOIs the 

majority of the pupils and their parents, i.e. most of the commun ity, have preferre a foreign 

language, in this case English, to be an LOr. This discrepancy is obviously a discrepancy 

between those aware of the benefits of using MTs in education and those who based themselves 

on immediate socio-economic and political prestige. Like any other African countries, therefore, 

the att itudinal problems of the (Jmmunity are the major problems in the introduction (,f the MTs 

as LOIs in South Africa (Wet ar,d Neimann, 1999:92-94). 

In fact based on these,' research findings to tack le problems of imPlemenjation and 

community attitudes South Africa is by now trying to carry out: ( I) the training of te~chers with 

the necessary qua li fication s to teach both the local languages and English as wel l as to teach with 

these languages as LOis; (2) comprehensive discuss ions with the community to change its 

attitudes; (3) different development and promotion measures of Afri can languages that included 

the prov ision of differen t teaching materi als; competition of children in things like poetry, acting 

play-writ ing, etc. in their MTs and financ ing those with a better performance; preparing different 

di scuss ion forums in Africa languages on the critical issues and problems of the local ity; insisting 

all pupils and non-African language speaking primary school teachers to learn African languages 

and the like; (4) intervening wi th a max imum poss ible effort and commitment of all the 

govern menta l, the non- governmental, the private, and any other organizations not only to win 

com munity support but also to effectively implement the indigenous African languages both to 

improve educational achievements and the over all socio-cconomic and polit ica l benefit and 

progress of the natives of South Africa (Wet and Niemann, 1999:94-95 and Desai, 1999: I 82-

183 ). 
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2.4. Ethiopia's Experience on LOI 

To understand the attitude of the majority of the community in Awi towards education 
I 

through Awgni it is necessary to place it in a historical context. Thus , a brieflook at of the 

history of the peopling of northwestern Ethiopia where the people of Awi is located seems very 

important before dealing on the experiences oflanguage of education in Ethiopia, of which 

Awgni is part and parcel of it. 

Thus, desp ite the fact that archaeological and anthropological evidences indicate Ethiopia to 

be the cradle of man, its hi story begins not much earlier than the 7th century B.C. This was the 

time when an influx of immigrants from south ~rabia have started to cross the Red sea and settle 

in the northem highlands of Ethiopia. These s i mi tic Asian peoples seized a portion of a territory 

from the indigenous Cushitic people, Agaws, nd mixed themselves with them and later fonned 

the famous kingdom with its capital at Axum. The Agaws are a Cushitic people who were one of 

the original inhabitants of the entire northern half of Ethiopia. However, although the Agaws 

have once occupied most of the central and northern highlands of Ethiopia, their homogeneity did 

not remain much longer as a result of diffusion and displacement by a continuous influx of 

Semitic Arabians and Semiticized Agaws (Het ~ron, 1966:2; Lipsky, 1962:36-37; Murdock, 1959: 

183; Bender, 1976: 7-8; and Fleming and Bencer, 1976: 40). 

Due to such a continuous and long time semetization and displacement, by now the 

Agaws li ve in a scattered pockets in the couniry (the Kimant in the present North Gondar zone, 
I 

the Himta in the present Wag Himra Zone and the Awi Il1 the present Awi Zone) as well as 

outs ide the country (the Bilen or Bogos in Eritrea). Except Awgni, the language of the Awi, 

which is much less endangered of disappearance than the others, the rest of the Agaw languages 

found in Ethiopia are either continuously retracting or dieing out by absorption before Amharic 

and Tigrigna because of most of the Agaws are increasingly becoming the speakers of either 

Amhara ic or Tigrigna. Both their languages and culture are getting eroded further and furiher 

through time so that they are highly acculturated to the dominant Semites and hence became the 

minority on a land which they enjoyed to be the majority (Tsehaye, 1977:46; Murdock, 1959: 

181-182; Fleming and Bender, 1976: 41; Hetzron, 1966:2; Trimingham, 1965: 6-7; and Lipsky, 

1962 42-43). 

The Semitic immigrants, who gradually spread, in tennaITied and sett led along with the 

nat ive Agaws are said to have complete ly modified the cultural life of the Agaws. To begin with , 

since they had a technology of wl·iting, arts and architectu re the Semites have got an 0PPoliunity 
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of impos ing the ir language and culture over the Agaws who did not possess a written language. 

In fact, in spite of lack of a reliable information on their cultural past, based on some unrefined 

indication Murdock (! 959: 182) suggests that the Agaws were a "culturally most creative people , 
on the ent ire continent" who were the substrf tum of both linguistic and cultural developments of 

the Semitic people but not people simply awaited for the coming of the fortunate Semites. One of 

the then dominant languages that the Semites spoke was the language of the Agazians, one tribe 

of the immigrants, known as Giiz (also sometimes called Ethiopic). This language became the 

language of the powerful kingdom, Aksum, a kingdom the Semites founded along with the nati ve 

Cushiti c people - mainly the Agaws (TSehi ye, 1977:20-23; Tadesse, 1988: 195-196; Leslau, 

1958: 119; Cohen, 1958: 101; Lipsky, 1962: J -37; and Ullerndorff, 1973:37). 

Another major turning point in the proc ss of acculturation and absorption of the Agaws in 

to the Semites has come due to the rise ofIsl m in the Arabian Peninsula by the 7th century A.D. 

The ri se of Islam is said to have cut off the Axumite contact with the outside word through the 

Red sea. This in turn has resulted in the southward expansion of the Axumite kingdom and 

con trol of most of the highlands occupied by the Agaws. Thus, by either displacement or 

abso rption the christian ized Axumite conquerors gradually have assimilated the native Agaws in 

all lingui st ic, cultural and religious aspects (l sehaye, 1977:22-23). 

Therefore, historical evidences tell LS that because of such a gradua l expansion of the 

Axu mites and their successors around the end of the 13 th century the nonhern half of Ethiopia up 
I 

to some parts of Shewa and Gojjam are, by and large, sa id to have been the speakers of Amharic. 

Amhar ic is another Semitic language that is slightly diffe rent fro m G iiz and has got a chance of 

deve lopment thro ugh the expansion of the Axumite kingdom to the south where it was situated . 

That is, when the power ofAxum has started to dec line due to the ri se of Islam, Gii z also came to 

dec line and cease in its service for oral communications except in litergical and literary acti viti es. 

This was because by th is time most of the peopl e in the kingdom and the court are found to be the 

speakers of Amhari c. Pal1i cul ariy, as of 1270 A.D . the "restoration" of the so-called" Solomonic 

dynasty" gave Amharic an opportunity of be ing a language of literature in the co1ll1, i.e. it became 

"/isan{l nigus" or language of the king in addition to its service for mass oral communication. 

Thenceforth, A mharic grew rapid ly, became an offi cial court language of the country espec ially 

si nce the ti mes of Empcror Tewodros II (1855-1868) and LO] in due course of time by absorb ing 

all the Agaw languages found infront of it. This is in general the process in bri ef how the Agaw 

pcoples like Awi are lert d ispersed as pocketed rem nan ts o f the once continuously spoken 

majo rity Agaw languagc and people (Ullendorff, 1973 : 11 9; Tesfaye, 1971 :8- 11 ; Ferguson, 
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1971:298; Cohen, 1958: 10 1; Lipsky , 1962: 43-44; Cooper, 1976: 295;Teshome,1997:391-392; 

and Tesfaye, 1999:70-71). 

According to Tesfaye (1971 :24) "with the people in power speaking the language, there is 

no wonder that it was accorqed great respect by the people who spoke other languages." Thus, 

ability to speak and hear a language of the court spoken by the king had been very important in 

the soc io-economic history of the Eth iopians. This was because until recent times (the 20lh 

century) judiciary and administrative structures were not systematically organi zed and structured 

where by personal cases were directly presented to the king and the presentation of personal cases 

to the king required people to know both speaking and understanding of the language of the king. 
I t 

Even the provincial governors' and their subordinate ch iefs were not only forced to us~ Amharic at 

least while communicating jVith the king but also were encouraging the deve lopment and 

expans ion of Amharic by th1mselves. In general, Amharic that has been given a ~reat impulse 

and encouragement by Emperor Tewoldros II for the sake of national unification has continued to 

gain a further strengthened support thenceforth (Tesfaye, 197 1: 23-24). 

Ultimately, Amharic grew a prestigious language to which everybody In the country 

showed a great demand of fluency. Mastery of Amharic brought prestige and better life 

opportunities in addition to t ~ing a symbol of civili zation. Speaking minority lang 13ges, on the 

other hand , was cons idered iO being inferior, use less, and backward by the mino; ity language 

speakers themsel ves (i.e. including the Awi people) leave alone by the speakers of Amharic. 

Thus, gradually while minJ rity languages are becoming desp ised and often a;tached with 

derogatol'y meanings and names and their speakers ridi culed, Amharic on the other hand is 

equa ll y gaining high prestige and its speakers respected and dignified. As a result many people 

used to bc ashamed to declare themselves in public or in private that they were members of a nOI1-

Amhara nationality group (such as Awi) or to speak in a language other than Amharic. Thus, 

particularly since the inception of the Empire State of Ethiopia by the forceful endeavors of the 

rulers and of course the citizens, including the different ethnic groups themselves, who sought 

better opportunity in li fe, coro ll ary to decolonized Afri ca and European language cases, the 

domination of Amha ric grew rapidly at the expense of the indigenous ethni c languages and 

the reby had been considered as the sole means of the integration and un ity of the Emflire of 

Ethiopia (Gfcller, 1999:20-28;Teshome, 1997:393-397; and Girma in Tesfaye, 1971 :78) . 

Therefore, in the history of Ethiopia the first and foremost thing that comes to mind when 

the issues of language, e thni c iden ti ty, and vernacu lar education are raised is the fear of 

secessionism and disi ntegration of the country. That is, it was conside red that the usc of thc 
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diffCre nt local languages as LOi s and wider communi catilln rcsults In differences among the 

different ethnic groups and an ultimate di sin teg rat ion or the nation. But thi s attempt was not 

fo und to be plausib le because (a) thc eli fferent ethni c groups fou nd in the country could not be 

kept in a darkness any longer; (b) there was no proof tha t there was an absolutely integrated and 

harmonious condition among thc dirfCrcnt ethnic groups in Ihose times; and (c) the use of one 

language did not necessari ly se rve as the prime means o r nationa l unity to which an example 

better than the current situation of Ethiopia cannot be presented (Tesfaye, 197 1 :77-78). 

2.4.1. From Foundation to Revolution 
, , 

The prov ision of formal educarion in Ethiopia dates back to more than sixteen and ha lf 

centuries. That is fo rmal t ducation has started in the country along with the )'nrroduction of 

Christianity into it in abo~t 330.A.D. This is rea lly unparalleled with any COU1lrY in Africa. 

Although its initial motive \I'as the preparation of the clergl' and catechists for a far and wide 

expansion of Christianity in Ihe Axumite kingdom , gradually church education has also become 

the source of civil se lyants in the different government apparatuses that included governors, 

administrators, judges, sc ribes, teachers, treasurers, etc (AyalclV, 2000:6 and Ma'aza, 1968:5 13-

514). But, although its di 'eet obj ective was the production of people serving the church as 

deacolls, priest and dabl' /'05. thc contributi on of the education under the a Ispiees of the 

Eth iupian Onllodox Chu;ch has prov ided undeniable se rv ices in the preservation and 

maintenance of the eountrt ,s cultural va lues and herit agcs to such a very long period of time. 

Quranic education too contributed much in thi s respect. Moreover, Although Ethiopia is a highly 

multilingual country li ke many other Afri can countri es, thc presence of its own IITitten offi cial 

language since agcs old puts it in a bClter pos ition as regards Ihe issue of LO! (Mc\'ab, 1988:723; 

Ferguson, 1971:295; Oereje, in Amhari c 199 1: 9; Andersson, 1967:7: 1; Ma'aza, 1968:5 13; and 

Tsehaye, 1977 7 1-72). 

What thi s topic in particular rcfcrs by the concept lou ndation is, however, the time of the 

advent of mode rn Educa tion to Eth iopia. Th is was 1908 when Men ilek II School lI'as opened in 

Addis Ababa and it was a significan t step in the dcvelopment of educati on in Ethiop ia. 

Re volution on th c other hand re fe rs to the 1974 Revol uti on that tu ppled the Im peria l government 

o f Hai le Sel lasic I and brought the delg ll e to powcr (Ayalcw, :2 000:8 and McNab, 1<)89 43 &77). 

By the time 1110dern educat ion was rounded there 11',,, no any educat ional language policy. 

At the beginning, although somc miss ionarics used somc l"e,1i languages as LOi s, French was an 

LO I fur the non-I;lIlguage subjects in the pub lic schools. !-'t'c nch was selected becausc il was the 
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most wide ly used international language in the country by that time. Indeed, Amharic and Giiz as 
, 

well as different international languages such as English were given as subjects. During the 

Italian occupation period (1936-1941), however, Amharic, Tigrigna, Oromigna, Harari, Arabic 

and Somali we~e used as L01 (Italian being the principal L01) in their respective administrative 

regions established by the Italian colonialists by the edict of 1936.Although its foundational aim 

was implementing its divide and rule colonial philosophy than the development of local 

languages, this was the first time when indigenous languages were introduced to be the LOIs in 

the history of , Ethiopian education (Dereje, in Amharic 1991:9-10; McNab, 1989:78; and 
I 

- ---
Tsehaye, 1977: f2-74). . 1 -
MT as :e~~~~ l;:~i::~aco~~:~:n::::s:,o~:: ~:: ::I:e:~::let::~:t:;e::I::::nI:a~~a: 
was not really the development of the indigenous languages to be LOIs except an intention 

against the preyalence of a national language of Ethiopia, which could be a threat aga inst their 

rule. Except the disruption of the already existing public and missionary schools, therefore, the 

Italians prepared neither teaching materials nor teachers in the vernacular languages which they 

wanted to intro~uce as LOIs. Their language policy, in general, endeid to be strengthening their 

colonial hOldinll1 by dividing the natives through language, religion, etl/nic identity, etc. aspects to 

combat nation,ll li st sentiments and movements which Tekeste i"1 McNab has stated as 

"pacIfication thr Ugh apartheid" (McNab, 1989:78-79 and Tsehaye, 19[ 7:74). 

As a cqnsequence of the Second World War, however, Ital ; lost Ethiopia. When the 

fasc ist Italians were expelled from Ethiopia by 1941, therefore, two basic changes were carried 

out in an L01 in Ethiopia. The first was the replacement of Italian by English as an L01 in all 

government schools. Secondly, illllllediately after the liberation Amharic was made an L01 for 

grades 1 and 2 as a result of which Amharic has resumed its tormer position. Later, in 

1958/59,Amharic, which was declared to be the official language of the country in 1955(Cooper 

1976: 188-1 89), was made an LOI in the entire primary education (grade 1-6) that was put in to 

practi ce as of 1963. Engl ish on the other hand remained to be an LOI starting from grade seven. 

This has continued unti l the formul ation of the 1994 NETP (McNab, 1989:79) 

In addition to the public sector the renascence of missionaries were also subjected to make 

their own endeavors in the development of Amharic both as a national language and as an LOI. 

All the directives and declarations of the time not only declare issues concerned on the expansion 

of Amharic as a national language but also force the miss ionaries, too , to practice it in their 

school (Dereje, in Amharic 1991: 11). Article 13 of the 1944 educational declaration for instance · 
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states ' that "the general Lor throughout Ethiopia shall be the Amharic language which all 

n~issionaries will be expected to learn" (quoted in McNab, 1988: 118). 

However, in spite of its reluctance to show in practice the Imperial government has tried 

to acknowledke the use of vernacular languages in the mission SChO~IS. Accordingly among other 

statements concerning educational language policy there was a section that is stated as "Amharic 

is the official language and an attempt will be made to build up in it a large literature. It is to be 

taught in all schools, English being the principal foreign languages. In Muslim areas Arabic w ill 

be taught and; other Ethiopian languages will be used in the initial ~tage of education" (Perham 

quoted in Tse aye, 1977:76). But although this was an important step of the Imperial government 
\ 

in the implem ntation of indigenous languages for instructional medl'a, research evidences tell us 

that neither A abic nor other languages were taught in any governme t schools with the exception 

of few Musli schools in Addis Ababa. Therefore, from the practica point of view it can be said ' 

that there has
l 
never been that much effort to introduce the local lanpuages to a status of an LOI 

(McNab, 1989:81). 

Beyond the reluctance to put in practice the use of local languages as LOIs the Imperial 

government dlso showed a deliberate denial of the introduction of Ihe local languages as LOIs. 

Articles 14 of IN agari I Gazella published in 1944 justify this fact as: I 
In (I)pen Areas* Missionaries may use orally loca l languailes in the early stage 

of n1issionary wo rk until such time as pupils and mission'aries in Open Areas 
sha lll have a worki ng knowledge of the Amharic langUages! The local languages 
may be used in the course of ordinary contacts with the local population (quoted 
in McNab, 1988:718). I 

The determination of the Imperial government both to promote and use Amharic as a tool 

of national unity at the expense of the local languages can also be seen from the 1972 attempt. 

This was the time when the Nationa l Academy of the Amharic Language was established. 

Although its operation has faced an obstacle for implementation by the 1974 Revolution, the main 

objectives of the academy were enhancing the development of the Amharic language and 

literature with the Amharic language (MCNab, 1989:8 1). In general, prior to the Revolution, 

although the Imperial government officially recognized the presence and the problems of the non 

-Amharic- speaking pupils in government schools, its so le motive has remained to be the teaching 

and promotion of Amharic irrespective of the background of the chi ldren at schools (Tsehaye, 

1977:79). 

* Open Areas were areas oll/side the field of influel/ce of the Ethiopiall Orthodox Church alld therefore open to 
lIIissioliaries (McNab, 1989:80). 
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2.4 .2 The Period of Socialism 

When the mili tary government (also known by the name dergue) took power in 1974, it 

took major steps not on ly in the expansion of cducat ion but also in the role of local languages in 

I education. To begin with, the dergue has amended that the already established language academy 

should bc aimcd at fostc ring the progress of the different vernacular languages in to LOIs as soon 

as poss ible. To this end as cited by the MOE (in Ayalew, 2000:75) it is stated "Amharic shall be 

an LOI until such time that there are teachcrs and text books in other languages." The 

implementati on of the literacy campaign in IS nationality languages is anothcr detem1inat ion of 

\ the dergue for the implementat ion of the vernac ular \langUages as LOIs. Moreover, during this 

i time a po licy deci sion was taken to use Giiz to transcribe the nationality languages. This was, 

I therefore, the first time in the history of vernacular l an~Uages in Ethiopia when almost all the few 

se lec ted nationali ty languages, except Amharic and T!grigna , were reduced to a written form and 

became a bedrock in the development of nationality languages in Ethiopia. 

Neverthcless , the use of the above vernaculars as LOIs did not proceed beyond the non­

forma l educational programme. The LOI in the primary schools, therefore, has continued in the 

al ready establ ished and fu nctioning systems (McNab, 1989:83). Both Ayalew (2000:75) and 

McNab (1989:87) suggest that the immediate costs I Jr the preparation of both human and non 

human resource requircments includ ing the shortage o ' teachers who can teach in those languages 

. and above all the conscqucnce it may have on the integrity and unity of the count,)' may have 

di scouraged the introduction of the indi genous langlages for an LO I in the fo <111a I education 

program. 

This, however, in cii cates that during the daglle times there were separate language policies 

for thc form al and non-formal programs of eciucation. That is, on the one hand the policy states 

that the formal education will be given through the medium of the national language (Amharic) in 

the entire primary, exc luding the MTs, and th rough the medium of English in the en tire 

seconda ry. On the othcr hand the policy made the non- formal education to be provided through 

the med ium of the 15 nationali ty languages (that almost covers 90% of the enti re popUlation) 

where by adults and othe rs participating in the non-fo rmal program education are expected to be 

literate in thcir rcspec ti vc vernaculars. In th e urba n areas, in fact, the non-formal education itself 

was provided through a med iu m of Amhari c (McNab, 1989:87-89and 1988:721). 

Moreovcr, thi s had a de leterious consequcncc on the furth er development of the education 

of many citi zens in the country. To beg in wi th, thc unnecessary isolation of the two programs 

blocked the transfer from the non- formal to the formal for those who are in need of it and want to 
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bcnelit fro m by perusing education further. Therefore, it was only those attended the non-formal 

program in the national language (Amharic) who could have pursued their education in the formal 

program. This is still nothing except being an indirect effort of promoting Amharic from which 

one can infer that the importance of Amharic not only as a national language but also as an Lor is 

maintained by the derglle regime too (McNab, 1989:89). 

In general, the derg ue philosophy of Ethiopia Tikdelll (Ethiopia first) by itself is enough to 

indicate its determination for national unity through the promotion of the Amharic language. Its 

anthem Ethiopia Tikdell1 undoubtedly tells us that the provision of a priority for national unity 

with out any consideration to regional, cultural, li n1uistic or ethnic variations, rights and identity 

(Tsehaye 1977:83). After all the derglle government has used to treat "Amharic language and 

culture as being synonymous with Ethiopian langU~ge and culture" (McNab, 1989:87). This has 

also nothing to tell except the promotion of Amhafic to be the sole indigenous language in the 

country. Therefore, despite the fact that the dergue government was aware of the use of the 

vernaculars in the early primary education and the problem related with it in the country, the 

regime never took any practical action to introduce the use of an MT as an Lor in the formal 

education sys tem except the formulation of important concept and ideas concerning the 

promotion and use of MTs on its poli cy document: and di fferent directives (Derej e, in Amharic 

1991: 14-1 5 and McNab, 1989: 87-89 and 1988 : 720-723). 

2.4.3 The Current Situation I 
The major turning point that seems to have responded an ages old challenge and question 

of an LOI in Ethi opia came soon afte r the fall of the military government in 1991. By officially 

declaring through a constitution (FORE, 1994 :22-23) that nationalities have the right of self­

determination up to secess ion the current regime seems a government that made a break th ro ugh 

of the idea of the national unity through a nati onal language. To begin with , by the "Confe rence 

of Peace and Democracy" held in Addi s Ababa in July 199 1 the "EPRDF" had recognized the 

nationality ri ghts to "(---)develop the ir history and culture as well as to use and nurture their 

languages" (Aya lew, 2000:75). Then based on this the "Council of Representatives" in 1992 has 

issued the follo \V ing pol icy guide li nes on the way of implement ing nat ionality languages as 

LOI s: ( I) in pl aces where Amha ri c is the MT of the co mlllunity it \V iii continue to be an LOI; (2) 

as of the 1991 /92 Academic year the languages of Oromo, Sida m3, Wo lay ta and Tigray wou ld be 

used as LOI s. But the provis ion of education through other nationality languages as LOJ s will not 

be helel un til study results indicate it to do so. And hence in such areas ed ucational media will 
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continue as in the past; and (3) English wi ll be taught as a subj ect as of grade I and for junior and 

secondary schools it continue to be an Lor (Gfeller, 1999:3-5). 

In principle the deve lopment, preparation as well as implementation of a curriculu m and 

cu rri cul ar mate rials requires a time of thorough study, piloting, evaluation and other related 

prerequi sites. In other words its implementation should be carri ed out phase by phase so that there 

would be time fo r the investigation of constraints faced. Accordingly, therefo re, the speed of the 

implementation of the MTs as LOIs should not necessa ril y be influenced by the pressure of the 

popu lation (that usuall y does not happen in rea li ty, indeed) unless and other wise it is backed by 

the necessary preparation (Aya lew, 2000: 75-76 and ICDR, in Amharic 1994: 114-1 28). 
I , 

B~ it as it may, however, whil e various languages are al ready being introduced as LOIs the 

NETP, rat iona lizing the pedagog ical advantages of the a lread~ implemented policy states at the 

beginni!,g that "cogni zant of the pedagogical advantage of thel ch ild leaming in (an) MT and the 

right of natio nali ti es to promote the use of their languages primary education will be g iven in 

nationality languages" (TGE, 1994:23). 

The policy document has about eight sub- articles concerni ng languages and LO!. Among 

these the two other sub- articles, in additi on to the fore- menti oned one, are very relevant for the 

implen entation of an LOI in the primary schools. One (f them, article 3.5.2, states that 

nationaliries are subjec ted to check weather they have made necessary preparations in manpower, 

materi al and financ ial requ irements as well as the interests of the communi ty before they 
I 

introduce the ir languages to be used as LOIs. In addition , thi s artic le has le ft the option of 

se lecting an LOI fo r the nationaliti es themselves according to which national ities can use either 

the ir o\\"n languages or any other language wide ly spoken in the country . [n other words the 

comm unity document underli nes that nationa lities ha ve the ri ght to use the ir MTs for educationa l 

instruction but are not compell ed to do so far as they are incapable and un willing to use it (TGE, 

1994:23 and GFDRE, 1994 in Amharic: 64) . 

The second and another most important sub-article is artic le 3.5.3 whi ch states that " the 

language of teacher training fo r kindergarten and pri mary education will be the natio nality 

language used in the area" (TGE, 1994:23). According to thi s sub-art icle teachers recruited and 

se lected to tcach in the ir MTs after their trai ning should be trained th ro ugh a mediulll of a 

language they are expected to teach after dep loyment. And thi s is one of the bas ic requirements in 

th e implementation of local languages as LOIs in the entire pri mary schoo li ng in Ethiopia. 
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The Status of Awgni as an LO] ill Uricf 

A IVgni has been reduced in to a wri tten form in December 1995 (Teferi , 1988 in Amharic: 

4-6). Until th is time, therefore, it can be understood that Awgni has never possessed its own 
I I 

writ ing system. Even after it has been reduced in to a written form , except those of the 

instruct io nal materials of primary education translated directly from the Amharic texts, there has 

hardly been availab le much referencc materials and literature inputs in the language to support the 

educat ion prov ided through Awgni medium. Moreover, since a standardized dialect, an 

appropriate gram mar and syntactic struc ture as well as adequate and appropriate technical tenllS 

are npt readily availab le in this language (even until the pre$ent time) the materials translated and 
, 

prepared for the teaching-learning activity by themselv/es lack the necessary quality and 

apprj priacy (Bantihun, 1994 in Amharic : 169- 184). 

It was under such a condition that Awgni has been introduced to be an LOI in the primary 

schools of Awi .In the 1996/97 academ ic year it was tried out in fi ve primary schools at grade 

one. By the next academic year it has been fu lly implemented in all primary schools of the zone 

where A IVgni is predominantly spoken (Bantihun, 19 94 in Amharic 3). By now out of the 164 

prin'1 ry schools in the zone 77 of them provide education t Irough Awgni medium , the rest using 

Ami .Hic as an LO r. 

In add ition to problems of lack of fu ll- fledged preparations in the language and lack of 

trained manpower while introducing Awgni as an LOI the problem of lack of a suffic ient supply 

and or di str ibution problems of textbooks prepared at this status of the language is worth 

melllioning. A good example for thi s is the one that whereby pupils who are by now attending 

their ed ucation in grades seven and eight are left to complete their entire primary education life 

with no text books at all. Even by now school reports of Awgni medium indicate that the problem 

in the provision of textbooks is reflected not only with a high pupi l-textbook ratio but also with a 

complete absence of textbooks which in turn generates hatred of using Awgni as an LOI among 

pupil s, parents as well as teachers and other community members (Education Desk, 1996 in 

Amharic : 9-14 and Bantihun, 1994 in Amharic: 166-184) Above all the lack of supp0l1 of the 

program by radi o transmi sion programs and other audiovisua l inputs has resu lted in pupils to 

blame that using Awgni as an LOI is an inferior approach to usi ng that of Amharic when they 

compare it wit h their partners who arlO attending their education in Amharic med ium (l CDR, in 

Amharic 1')')4: 127; Bantihun, 1994 in Amharic 166-1 84; and Desalew, 2002: 91 -93) . 
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Indced not only aware of such problems but challenged with them too, after the 

implementation of the program has reached grades four, the ANRS has established an inst itution 

named All-round Training and Research Institute in the zone by the end of the year 1999. The 

institute was expected to serve as a language a,cademy with a mission of preparing both curricular 

and non-curricu lar materia ls, training and preparation of teachers, empowerment of the language 

so as to enable it to be an appropriate and capable LO! and literatu re, and in general to coordinate 

and take the respons ibili ty of leading the entire education provided through Awgni medium in the 

zone (Education Bureau, in Amharic 1992: 18-20). 

The deci sion to make Awgni the medium of education was conducted by the Nationa lity 
\ 

Council of the zonal administration. But while declaring Awgni t o be an Lor in places where 

Awgn i is an MT in Awi Administrative Zone tile council did not limit the level up to wh ich grade 

Awgni is going to be introduced as an LO!. Byt by the year 2002 the zonal education department 

has carried out a research to assess the condition of the education provided through the Awgni 

medi um . This research has revealed that the education provided through Awgni medium is 

suffering from problems of properly tra ined and standardized teachers , a very low quality and 

quantity of teaching materials (both curricular and non-curricular), lack of interest to the program 

'. 

I 

by most o f the pupi ls, parents as we ll as teachers themselves, absence of the necessary' 

educational inputs such as the radio transmis3ion back up of the program, etc (Bantihun, in 

Amha ri c 1994; 166 -1 72). These problems are
l 

al so shared by the later research findin gs ca rri ed I 
out by ICDR (1 994 in Amharic: 118-1 23 ) as well as Desalew (2002; 91 -93). 

In add ition, in the eyes o f al l the pupil s, parents, teachers and the admini strators fro m the 

zona l to kebele level English is preferred and recommended to be an LOI at least in grades seven 

and eight. Their justifi cations to the recommendation included; (\) pupils can have a better 

opportunity to cxerc ise Engli sh, a language used as an LOI in both secondary and tel1iary 

education in the country, fo r a betterment and success in their future school li fe; (2) in spi te of an 

increasing weight in the content of the subjects provided as we go up in the ladder of primary 

education there is a problem of properl y trained teachers fulfilling the standard of the second 

cyc le (grades 5-8) primary education and an inadequacy and inappropri ecy of techni ca l terms in 

thi s newly introduced LO I to cope up that of Am hari c or Engl ish as LO Is; and (3) switching off 

the medium to Amharic in grades seven and eight wou ld end up futil e by mak ing pupils 

vulnera ble to be busy on studying onl y languages instead of the necessa ry contents of the subject 

matters bcca usc these pupi ls are also inev itabl y to switch off their LO I to Engli sh as of grade 
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I 

ninc (Bant ih un, 1994 in Amharic: 172-184). Therefore,based on these research findings the Awi 

Nationalit y Counc il (ANC) has ca ll ed a sympos ium to discuss up on thi s resea rch paper by the 

year 2002. Then the counc il has decided the func tion of Awgni as an LO! to be limited up to 

grade six and Engli sh to be an LOI in gradFs seven and eight for those pupils in the zone who 

attended their pri or primary education in Awgni medium (ANC, 1994 in Amharic: 1-5). 

Neverthe less, although the zone has immediately implemen ted the deci sion of the 

Counci l. the regional education bureau did not on ly reject the deci sion of the ANC but also 

further insisted not to implement Engli sh as an LO! in grades seven and eight in Awi. The bureau 

justifies that the use of an MT as an LO! should be implemented not only because of the NETP 
\ 

but also because the use of an MT as an LOr :in education is targeted to meet the goals and vis ion I 

of the rura l deve lopment strategies of the rekion and the country at large (appendix H). Thus, I' 

after a long debate and exchange of letters b9~ween the zone and the region (appendi xes H-K) the 

same counc il has met in Jul y 2003 and decided to s\\'itch off the LO! back to Awgni in grades 

seven and eight as of the 2005/2006 academic year (ANC, 1995 in Amharic: 2). 

I 
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CHAPTER III 

ANALYSIS AND INTERPRETATION OF DATA 

Thi s chapter is the heart of the ent ire research work in which the data co llected on the 

basis of the bas ic questions are presented, analyzed, and interpreted by using tables and textual 

discussions. As such it form s the fundamental ground to conclusions and recommendations of the 

study. Accord ingly, the data gathered and analyzed in th is chapter inc luded the following major 

issucs: ( I ) the necessary profiles of all the stakeholders (or respondents) used as the subjects of 

study as we ll as the resources avai lable and used for the teaching learning act ivity; (2) the 

qualitative and quantitative extent of teachers and supervisory experti se including their in terests, 

determ inations and competenJes in the implementation of Awgni as an LO I in the slchools; '(3) 

the awareness level of the cbmmunity (represented by respondents categori zed Jto different 

groups) to the language policy in education and to the implel11 entat ion of Awgni as an LO]; and 

(4) the attitudes and preferences of the aforementioned commu nity categories to the educational 

language policy and the medium of instruction which is on the process of implementation in the 

stud y area. 

The data are col lecte, by using the already prepared instruments and the i ' results are 

presented and discussed in fOJ r main parts. Part one deals with the general backglound of the 

respondents; part two focuses on the awareness of thc community to the language policy of 

educa tion and to the benefits of us ing an MT (in thi s case Awgni) as an LOI; part tl!ree presents 

the attitude and preference of the cOl11munity to an LOI in the primary schoo ls; and the final part 

di scusses about the practi ccs and supplies for the prol11otion and fruitfuln ess of il11plementi ng 

A wgni as a med ium of education. In addition the interrelationships of the atti tudes, awareness and 

practi ces and supplies are also briefly discussed whenever necessary. That is the impact of 

awarcness (the independent "'triable) on attitlide and th e practices and supplies (the dependcnt 

va riables) is treated as far as possible. Simi larl y, since attitude also acts as an independent 

va ri able in sOllle occasions when it is related with practices and suppli es, th is side of the 

interrelationship is al so trea ted as per the specific case del11ands. 

3,1 Background of the Respondents 

The following threc tab lcs (tables I: a, b, an cl c) porrray an ovcrvicw of thc gencral 

background or th c respondclll s. Thcy givc clcar characteri sti c featurcs of al l the respondents 



invol ved in the study l'or a better and easier understanding 01' the genc ral picture or thc 

respondents. And for better judgments their general characteris tics arc treated scparate ly l'or111 

their language experienccs, practiccs, skill s and preicrences, ,vhich arc fcatures more direct and 

spec ifi c to the topic unde r study. 

Table I a below reveals the general charaeterjsti cs of thc rcspondents. It is cross class i fied 

by sex, age, MT, second language, educational qua lification, occupation and teaching ex perience 

of the respondents. Accordi ngly, the tab le depi cts that out of the total of the 298 responde nts who 

were presented with questionnaires onl y 2 1.5% are fe males. Th is is not in fact, surprising 

because there are no fema les with the status of an admi nistrator and heads or el' pert of the 

educa tion offices of both woreda and zonal level in the entire zone, organizations often expected 

to be the forefront advocates r f the motivat ion and empowerment of females. Of cO ~I1'se the root 

of thi s problem might probao ly be eithe r a problem of scarcity of we ll qua lified fe ma les or a 

problem of the recruitment crite ria of personnel that inh ibited the avai lable fe males from joini ng 

the offices and the administrative ra nks that in fac t ca ll s for a fu rther investigat ion. 

With respect to age except the pupil s who const itute 26.8% of the total respondents most 

(55.7%) of the respondents are between the ages 3 I and 60. On ly 16.4% of the respondents are 

between the ages of 21 and 3t. As regards the language of the respondents, too , AI" ;ni is an 1\1T 

for at least 79.9% of the t'ltal respondents, which makes the majority of the respondents 

cOITespond with the local community in term s of language. Among the entire respondents a high 

proportion of Amharic 1'.1T is observed from the respondents of the educat ion offices and the 

adm inistrati ve bodies that respecti vely accounted for 50% and 34.6%. Out of the total 19.8% 

respondents whose 1'.1 T is recorded to be Amharic, Awgni is a second language fo r al l of them 

except for those of the heads and the experts 0[' the educati on offices as we ll as zonal and "'oreda 

administrat ive bodies mentioned above (the 50% and 34.6% respect ive ly) . 

Regardin g their educationa l qualifi cation, occ upation and teaching expcrienccs the 

respondents do not have tha t much defect thm can make thcir responses incom ple te and 

irrc leva nt. In fact, sincc the education prov idcd in AlI'gni medium in the area under study is 

mostly implemented in the rural areas, most parents arc literate in their educa ti ona l qualifi cation 

and fa rmers in their oecupatron because not less tiran 85% or Et hiopia 's population is obv iously a 

rural populat ion dependent on fann ing economy. Indced even undcr such an environmcnt, 

['ortu natel y it is the minority (48 .6%) of the paren t respondcnts who arc found to be totally 

illiterate in the case orthe sam plcs derived ['or this stu dy. Thus, as a whole the table portrays that 
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out of the total 298 respondents only 11.4% of them are completely illiterate, the rest 88 .6% 

bei ng li terates out of whom 48% of them are more than twelfth grade completes . 

Tab le 1:
1 

General Ilackgrounds of the Respondents 
a) Characteristics of the respondents 

M 

F 
11-20 

Parents 
(N~70) 

# % 

58 82.9 

12 17.1 

21-30 6 8.6 
31-40 29 41.4 
41-50 19 27.1 
51-60 13 18.6 
> 60 3 4.3 

Pupils 

(N~80) 

62 .5 

3 37.5 
80 100 

Respondent categories 
Teachers of 
the Awgni Teachers of 
medium the Amharic 
(N~ 66) 

# % 

49 74 .2 

17 25.8 

29 43.9 
34 51.5 
3 4.6 

# 

29 

5 

7 
18 
9 

medium 
(N~34) 

% 

85.3 

14.7 

20 .6 
52.9 
26.5 

Heads and 
experts of 
education 
offices 
(N~22) 

# % 

22 100 

3 13.6 
7 31.8 
12 54.6 

Administrativ 
e bodies 
(N~26) 

# % 

26 100 

4 15.4 
22 84.6 

Awgni 649 1.4 78 97.54365.225 73.5 1150.01765.4 
Amharic 6 8.6 2 2.5 23 34.8 8 23.5 I I 50.0 9 34.6 

f--~O~I~h~el~.-1~_~f--~_~-r~-· -f-~_~-r~_~t-~_ ~t-~1 -t--~3~. 0~-f-~- -+~~-~t-~- ~~~~~_~~~ 

~D Awgni 6 8.6 " 2.5 23 34.8 8 23.5 
~ ~ f--~~~~~-r~~-r--'--t~~-f-~_+~~_+~_1--~~-t--~f----_1----f----~ 

3 ~ ~A~1l1~h=at~·i c~f---__ f__-----f-~7~$_+~9~7.~5-t-4~3_1~6~5~.2-1~2~6-f-~7~6~.5~~~1~1-f-~5~0~.0~f__1~7-+~6~5.~4_1 " " ,-
J) ~ Enulish _ _ 1 

lliiterale 34 48.6 

~ 3 f--~1_-4~~~2~0-f-~2~8~. 6~f---- _+-----+---_1------4_---1f--------+-----f__-----f-----f-----~ 
.~ 5 f--~5~-8~~~9~f--1~2~.8~f__8~0_+~1~00~+_7- _1~~-~4_--~~-----_+-----f__-----f---~t-~-~ 
B ~ f--~9-~1~2 __ -r~6~f--~8 .~6 __ f--_- -+ ___ -__ f--~2-+~3~.0~4_---1--------+-----f-------f-~6~f--~23~.~1-+ 

~ ~ f--~12~+~T~T~I_1~I--f--~1.~4~f-----t-----+~5~8_+~8~7~.9_1~2)~- -r~7~3~.5~+-~1~f--~4.~5~f--3~t-71~1.~5-+ 
"" 0- 12+2 /3 - - - - 6 9. 1 9 26.5 8 36.4 9 34.6 

" .2 

" " o 

" 
" u 

> 12+4 - - - - - - - - 13 59. I 8 30 .8 

Farming 

Public 
employee 

Olher 

o 

1-5 

66 

4 

92.3 78 97.5 

5.7 66 
2 2.5 

22 

100 34 100 22 100 26 100 

17 65 .4 

33.4 3 8.8 3 13 .6 3.9 

5 OJ) 

'1: ~ 6-10 I 1.4 - [6 24 .2 3 8.8 6 27.3 2 7.7 
~ ~ f--~~~I~O---r~~-~~-f----+-----+~-1~~-1~~f--~~-1~~t-~~f--~+-~~ 

w.;:: 28 42.4 28 82.4 13 59. I 6 23. I 
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Thc tab lc also depicts that among the 5 1% respondcnts who replied as being pu bl ic 

employees, bcsides the teachers and the heads and the ex pelts of the education offices, 34.7% of 

the respondcnts of the administrative bodies had experiences in teaching. This makes the 

responses more and better relqvant than the other way round because the more one is nearer or 

accessible to a teachi ng learning activity the better the opportunity to sense problems in schools. 

In sum among the public employee respondents except the 11.5% (all of them respondents of the 

administrative bodies) of the respondents the rest have the necessary experiences in teaching, 

68.9% of who have more than six years of teaching experiences. 

In general, when we . evaluate the respondents in terms of their age, educational 
I , 

qualification, and experi ence ih teaching the majority of them are matured enough · to provide 

rational e and reasonable reactir ns than a torn up ones as far as poss ible. The sele~tion of the 

pupil respondents only from grades seven and eight instead of the entire primary is ~referred to , 
reduce the immaturity of the responses to be gathered. As a whole, in respect to the va ri ables 

analyzed in the table no defects are observed from all the stakeholders in possessing all-round 

information. 

In addition, table I b below anal yses language experiences of the respondents. Primarily 

the tabl e reveals that Awgni i. often used at home in the 87. 1 % of the parent respc ndents and 

91 .2% of the pupil respondent ,. However, in the homes of most of the respondents (f the heads 

and the experts of the education offices as well as the administrative bodies Amharic is often used 

for their day-to-day interactiOl!s and life activities. Similarl y except among the paren t and pupil 

respondents the language that is hi ghly articu lated currentl y by the rest of the respondents is 

either on ly Amharic or at most Amharic and Awgni. What is su rpri sing in thi s respect is that 

except those of the child ren of the local community the MT of the ch ildren of the rest of the 

respondent categories whose MT is Awgni is found to be Amharic. 

Neve rtheless when we see the linguist ic backgrounds of the respondcn ts , II can be seen 

from the tabl e that almost all of them grew in an area where Awgni (or Illostly Awgnl in addition 

to rarely spoken Amharic) is widely spoken and used for a clay-to-day activity of the dwellers. 

The MT of the parents of the respondents can further prove Ihi s because the MT of most of the 

parents of the respondents (i ncluding thosc who currentl y bel ter speak Amhari c) is depic ted to be 

Awgni by the table mentioned on page 73 . 
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b) Language experiences of the respondents 

Language Response C:IIC"orics 
T c:tc hCI's lcachi ng in Awgni Teachers teaching in l leads and experts of Adrninistr3ti, 'c bodies 

Parents ( N=70) Pupil s (N = 80) medium (N = 66) Amharic medium (N "" 3-') woreda ed uca t io n oflkes (N (N - 26) 
0 

= 22 ) Z 
Awg ni Amharic Bo th Awgn i Amhar Both Awgni Amhar ic Both Awgni Amh:.lr BOlh Awgni Amhar Both Awg .-\mh :l l' Both 

; k k ni ;, 
# % # % # % # 'lI" # % # 'y" # 'Yll # 'X, # % # 'X. # 'X, # % # 'X. # 'X, # 'Yo # % # 'll .. # % 

I Ofte n used at 
home 

N 00 ~ N 'n 

- ~ 
~ 

;; ,..; '" M M 0; 
M ~ 0> 00 ~ .,; ~ 00 0 00 ~; 'r. ;; ~i ~ 

00 ~ 00 M V ~ ~ .,; N N - N V ~ M V M 00 M 00 - M ;:; 0> - ~ 0> - ~ 

2 You highly v ~ v '" '" '" -~ M V 
articulate 110"1' v ~ 'n ,.; M 

~ .,; M 0 ,.; N 'n ~ ,..; ,..; ~ ,.; ,..; 
~ l Co ,.; ~: 

'" '" ~ 00 ~ '" ~ .,; N M M ~ 0> - - M - V ~ - N '" - ~ ~ N - ~ ~ -
3 Widely spoken 

in your 
homeland 

< whi le you are a 
~ 0 ~ 0> ," 00 'n 0 ~ 

;; ,..; v 0 0 0 " '" "" 
or, 0> "'.; -' Co N "" -' ~ c: ~ c ~ 

ch ild 
00 00 - - 00 - ~ '" N M M ~ N 00 V - - N - or, Co v - ~ 00 ~. - ". 

4 Father 

'" 00 ~ ~ V M ~ 0 -
or, N ,..; 0 or; ," '" 'r: N -T - N '" c: N N ~ ~ M 

'" '" ~ or, ~ - - ," ~ N '" - '" - N ~ ~ N '"' N 

J\.'lother 
'" ~ N ~ ~ N 00 '" ;; ,..; N ~ '" '" "" 'n ,.; ,.c 00 ~ 00 ~ ~ -6 

00 '" - V ~ - N V .,; N ~ ~ - M 00 - '"' ~ M ~ N 

-
Wife or 

~ '" ~ N 00 00 N or, ~ - , ~ 

~ husband 0 vi N v v N N ,..; - or: ," "" " M 00 ;:; 0' ~. or. ,..; ~ 

" 
~ 00 '" - - - N ~ N ~ - ~ - or, N - - ~ ~ - ,r. ~, ,..; 

~ 

0 Chi ldren 
;- '"' v '" v 

0 0 
0 g Co N 

:< N oci -' -' or, 00 ~ .,; N "i - ~ Co 

'" 00 00 - 'n - '" M ,..; - ~ N 0- N - - '1 N ~ ~. -

Teac hers orlhe Awg ni medium (N "" 66) Teac her s of fh e Arnh:II' ic medi u lil (N ]" ) Il eads :lHd experts of ed ucati(lll Oftkl'S Actlllilli str:lti ve bodies (N - :! 6) 
(N=22) 

Amharic En ' Ii sh Bot h A mh a r ic LII" l ish Both Amh:lri c EII·dish Both :\lIIh:lril: EII"lish Both 

# % # % # % # % # % # 'Y .. # '1., # 'y" # % # 'y" # % # % 
5 LOI in yo ur 1-

8 schoo l life - - - 66 100 - - - 34 100 - 22 100 - - 26 100 
6 LOt in yo ur 

TTl/ college 
life 57 86.4 9 13.6 - - 9 26.5 25 73.S II 50.0 II 50.0 4 15.4 22 84.6 
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This tabk also shows that the iVIT or most or the childrcn or thc rcspondents 01' teachers, 

hcads and expnts or education officcs as we ll as the admini st rative bodi es is overwhelmingly 

/\mharic, Il ere it should also be noted that this docs not mcall that the iVIT of the rest few 

proportioll 01' the childrcn is AlVgni bccausc among thc rest or the chi ldren o f thc aloremcntioncd 

parents the iVIT orillany is no t only !\wgni bu t both Awgn i and Al11haric as wel l. This skewness 

or the iVIT o r most or the children to Al11haric might on the onc hand be due to the "lct that many 

or their parents have in termarri ed with those capable of Al11hari c speaking wives/ husbands, On 

the other hand prac ti cal trcnds or the soc icty al so show that most parents rcgard knowledgc of a 

high status language like Amhari c as crucia l to their children lor achi ev ing access to higher 

education, employment opportunity, general socio-economic advancement and other related 

aspi rati ons as a rcsult of which par'ents cneourage the ir ch i Idren to maste r Am haric, and of course 

Eng li sh, And thi s indirect ly refl ects as how fast the Amhriza tion process is expandi ng in thc arca 

under study, 

1n fact , as table I b shows the educational language policies of the previous governments 

might have al so played a great role in the process of the expansion of Amharic at the expense of 

Awgni, This can obviously be depicted from the tab le that no one of the respondents (among the 

teachers, heads and experts of the education offices bnd administrators) have experienced any , 
Lor in their school li ves except Amharic and/or Eng l i~h, The expe ri ences of tile parents from the 

language problems of thei r school lives might then fore have forced them to influence thei r 

children not to have an MT other than Amharic or Eng li sh because as mentioned earlier parents 

apparent ly wish the best for thei r ch ildren, This, however, can lead us to doubt on the presence of 

the interest, devotion, and determ ination among the aforementioned respondents (executo rs) 

themselves and acceptability by the beneficiary community, And this is one of the centra l areas 

, 'h" 'h i, '~:~ i~: :::,::::::;" ~:: I 0 '" P' go 75 i., ,1 ,eo borh ,'" ,,''''' of ' ho ,,,' ,cr, go l ki Il, 

(with a special emphasis to the skill s of Awgni ) ,of the respondents men tioned and thei r 
I 

preferences of th ree priority languages that they eagerly want to know, Accordi ngly, the table 

shows that among the respondents of the admin istrati ve bodies and the heads and the experts of 

the education offices a signi ficant proportion of them have a low level or none at all of 

profic iency in Awgni skill s, Simi larly some teachers also lack the necessary Awgni skill s, As 

per the language preferences of the respondents that they eagerly want to know a large majority 

of the respondents in each respondent category li sted, languages di fferent from their iVITs first. 

From these two items one can easily understand that these respondents lack not only the 
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proficiency and the necessary ski ll s of Awgni (here teachers exc luded) but also in priority prefer 

to know non-Awgni I~nguages in their lives, a condition that strengthens the doubt whether the 

they have an in terest, devotion and determ ination towards the imp lementa tion of the program. 

c) L" nlgnagc skill s and intcrcs ts for languagc of th c res pondcnt 

Response 
Catego ry 

L an guage Category 

f--:-:-:-:-_,--:-::--:-:-,A= ""'g,, ",,' i---r-:-:----i A III h" ric 
Hioh Mcdiulll Low Nonc 
#%#% #%#% # % 

Engli sh 

# % 
Undcrslanding 59 89.4 7 10.6 - - - - 66 100 66 100 

Spc"king 52 89.8 13 19.7 I 1.5 - - 66 100 58 87.9 
IVriling 4466.7 14 21.2 8 12.1 - - 66 100 64 97.0 
Reading 42 63.6 17 25.8 7 10.6 - 66 100 64 97.0 

UnderstandinQ 30 &8.2 3 8.& I 3.0 - - 34 100 34 100 .!!! ~ u __ 

." l' 0 ~ § ~ Speaking I 25 73 .5 8 23 .5 I - - 34 100 31 97. 1 
~ g'::;E~ II Writinu I 15 44. 1 11 32.4 4 11.8 4 11.8 34 100 31 9 1.2 

Oth cr 

# % 
2 3.0 
2 3.0 

I 2.9 

'n ~'o< E6 
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~ ~ ~ .g V> R Writlllg II 50.0 3 13.6 - - 8 36.4 22 [00 22 100 
~ -gi5.~~~ 
- ~f_~_~_O_6_r-~R~e~a~d,~n~g:--+~I~I -r7)~-0~r-3~r-3~.~6-+~-+~-~+-~&~~36~.~4-+~2~2-+~10~0~~22~~10~0~_--r_~ 

~ Undcrmnding 18 69.2 I 3.9 5 19 2 7.7 26 100 26 100 
~ U VI -D Speaking 15 57.7 3 11.5 2 7.7 6 27.1 26 100 26 100 
E .~ :a ~ ~ r_~~\\~·ri~ti~I1'~' --4-~3_+-I~I~.5-+~1 2-+-4~6~.2~~3~~I~I.~5-+~8~r-3~0~.8-+~26~-,I~C)~-+~2~6-+~1~00~ __ r-__ ~ 
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A wgn i A mharic T ior iona O r omipha Eno lish Frendl Others 
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First choice 

2 1 5 19.7 ~ 
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Second dlO icc 
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u gl)E--
'5 <2 ~ I 1.5 3 4.5 4 6. 1 9 I 1. 5 9 
.:<::u13 11 

13.6 13.6 4 6.1 
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Second choice 

Th ird ('boice 
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2 3.0 1.5 8 

1.5 2 

I -I 2 14 

1.5 14 

7S 

12.1 5 7.6 I 1.5 

3.0 1.5 5 7.6 

1.5 (, 9.1 1.5 

21.4 1.5 - .---=--. 

2 3.0 



3.2. Community Awareness to the Language 
Policy and to th e Use of Awgni as an LOI 

Th is pan of thc di scuss ion examines the extent of the awarcness of the whole category of 

respondents towards the limplementation of Awgni as a med ium of education hnd the language 

pol icy in educat ion at large. To begi n with according to the responses gathered during the 

discuss ions with the focused groups and the reactions to items 2 and 3 of table 2 below the 

majo ri ty (8 1.4% and 7 1.4% respective ly) of the parent respondents fee l that Amhari c is not onl y a 

language greater than A II'gni but also a man that can speak Amharic is more conscious and 

matured than a man that speaks only Awgni. Moreover, part icularl y during the' discuss ions with 

the focused group the parent respondents di sc losed that they beli eve an indivif ual \I"ho cannot 

understand and speak Aljlharic is not that much differe nt from a deaf one irres1ective of his/her 

literacy in .-\wgni language. They al so believe that since the working language of all the 

governmental and non govern mental inst itutions is Amharic in the ent ire zone a li terate person 

who lacks to communicate and correspond with the public instirutions can hard ly be though r as a 

litera te no matter hi s competence in Awgni li teracy. According 1'0 them , an ill iterate person who 

can speak and understan(' Amharic is bener than a literate in Awgni language b~cau se the form er 

can present hi s cases to whatever institutions at least orall y. Thus for the p: rent respondents 

li teracy is unders tood not being able to read and write in Awgni medium tut being able to 

understand and speak Amhari c. 

Indeed, since Amharic is prederennined to be used in all government and non gO\'ernment 

businesses in the ent ire Amhara region one naturally cannot expect the respondents to report that 

they prefer Awgni to Am haric. Thi s is because Amharic has becn a prestigious language in all 

the social , economi c and political life of the citizcns sincc ages immemorial which e\"Cry body 

has been sholl'ing a great demand of fluency even at the ex pense of hi s/her MT (Tesfaye, 

197 1 :23-24and 78) . Above all parent respondentsdo not understand the fact that their chi ldren are 

learning all the subjects that children of the Amharic medium schools are lea rning through the 

Am hari c medium and hence consider the usc of Awgni as an LOI synonymous to teaching their 

children only the already known Awgni language. Du e to such awareness li mita ti ons to 

languages and the statu s of languages, the highest proporti on (7 1.4% and 65.7%) of the parent 

responden ts consecu ti vely prefer their children not only to speak Alllha ri c but also to send to an 

Am haric Illediulll schoo l and learn through the Amhari c medi ulll. According to their reaclions 

during the i'ocuscd group discussions, Illoreover, almost all oi'the parcill respondents 1'C\'ealed that 
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their pri me motive of sending their children to schools is to attend a higher educat ion and 

ultimately get employed in the public sector. Otherwise none of the parent respondents have both 

the concept and sympathy to the development of li terate fanners, which the government has been 

addressing day and night. 

Ta blc 2: Awareness and La nguage prcfcren ces of parcnts, pupils aud tcachers as viewed by parents 
aud pupils. 

~ 

<:> 
00 
II 
6 

o 
~ 

2 

Items 

Your prefcrnce to send (or 
transfer) your children if 
there were two sc hools in 
your surrounding one 
lIsing the Awgni medium 
and the other the Amharic 
med iulll was the one that 

Awgni 

# % 

uses the medium of 10 14.3 
The greatest language you 
th ink among Awgni and 
Amharic. 

Lan 
Amharic 

# % 

60 85 .7 

unne categor ' 
Awgni and 

.4,. lI1haric 
# % , 

E nglish Other 

# % # % 

~~~ __ ~~~ ____ t--~ ___ - -4~5~7~~8~1.~4~1 ~~1~8.~6~_--+ __ -__ t--~_--1 
Among two children one 

4 

speaking only Awgni and 
(he ot her Amharic that 
yo u think morc conscious 
and matured is the one 
that sl'ca ks 
Your prefernce of a 
medium of instruction for 
Ihe education of your 
children. 

5 A language of your 
preference to be spoken 

2 

8 

by your chi ldren 3 
6 The language your 

parents prefer most to you 
10 be the LO I 111 your 
schooling. I I 

7 Thc language you prefer 
1110st to be an LOI in your 
current ed ucation 20 

8 You feci happy and 
understand your education 
better when prese nted in 61 

2.9 50 71.4 

11.4 46 65.7 

4.3 50 71.4 

13.8 65 812 

25.0 33 412 

76.2 J 5 18.8 

18 25.7 

14 20.0 2 2.9 

9 12.9 8 J 1.4 

1.2 3 3.8-

3 3.8 20 25.0 4 5.0 

4 5.0 

The parental perceptions and f'ce lings revealed above are appa t·en tl y refl ected among the 

pupil respondents too. That is as table 2 portrays although 76.2% of the pupi ls are aware that 

they feel happie r and better understand their education when the mcdium is Awgni , around 75% 
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of them prefer a non-A wgni language for their educational instruction. Thi s prefe rence of 

chi ldren what is not better and uninteresting to thelll , stems most probably from the iniluenees of 

the cOl11munity, pm1i cularly their parents. The evidence for thi s assumption is not on ly that 81.2% 

of the PUllil respondents have rep0l1ed that they know the ir parqnts prefer Amhari c to Awgni to 

be the L01 for their child ren but al so that there is a substatial correlation (1'=0.69) of the language 

preference for educational instruction between parents and pupils. Therefore, since calculating 

the t va lue for these two variables has resulted t= I.26 and thi s value is less than that of the table 

value (\.96) at a 0.05 (a usual standard value of rejecting a hypothes is) level of signitieanee, the 

hypothesi! that parental views or attitudes affect that of thei r ehi~dren (pupils) is not rejected. It 

is, moreover, in line with what scholars of psychology and pedagogy (Andersson, 1967 : 12:3) 

warn that Imless parents, teachers, and even peers are not only a l are but al so possess a positive 

att itude tJwards an educational innovation pupils' awareness, att itude, and achie\'ement can 
I 

hardly be successfl!1ly met because the approval of the forenamed social groups, parti cularly of 

parents, is indi spensably important in thi s regard. 

Tab le 3 below indica tes the awareness ex tent of pupi ls to the benefits of introducing an 

MT, (in th is case Awgni,) as an L01. Accordi ng to items I and 8 of the table, therefore, although 

63.8% of he pupils agree with the statement that most teachers t :aching in Awgni med ium were 

ad\'ising tl em that lea rning in Awgni medium is advantageous, 7:·% oftbe respondents expressed 

that there were many teachers of the same occupation telling them that it is di sadvantageous. And 
I 

the influence of this on distorting the awareness and att itude of pupil s should not be 

underestimated because its consequence may not be limited in the failure of the program 

implementation but can also extend to an ultimate ex tincti on of the language and the ident ity of 

the nationality at large. 

On the other hand when we see the pupils' awareness of the use of an MT for education 

instruction the table shows that 78.8% of them believe that using Awgni for educational 

instructi on has no use for those who can spcak and understand Awgni. In addit ion, as much as 

88.8% of the pupil respondents not onl y suppose that literacy in Awgni is useless for them after 

leaving schoo l but is al so totall y uncJesirab le for everybody else. And most probably tha t is why 

87.5% of the pupil respondents wish no subjects wcre taught in their schools in A\Vgni. 

Consistent to their parents, fu rthermore, 78 .7% of the pupil respondents consider that li teracy in 

Awgni has no use at all. AncJ thi s has a moderate correlation ( I' = 0.51) with the adv ices that 

many teachers were tell i ng them (i tem I) \Vh ieh is to mean that the more teachers arc tell i ng them 

the uselessness of Awgni for educational instruction the more they arc influenced with that 



advice. Accordingly, the null hypothesis that there is a relationsh ip between the views of the 

tcachers and their pupils is not rej ected at 0.05 leve l of s ignifi cance because t va lue (t = 1.509) is 

less than the table value of t (1.96). 

Table 3: Awareness of pupils on the implementation of Awgni as an LOr (N = 80) 

No Items 

[ There were lllany teache rs lei ling you 
that learning in Awgni medium has no 
usc. 

2 Learning in A'wgni medium has no usc 
[or those who can speak and 
understand A\b!ni. 

3 You think Iha l Awgni is useless to you 
after you lca v~ school. 

4 Learning in Awgni medium is totally 
useless and ncccss:lry for no onc else. 

5 Literacy in A\\"2ni has no use at all. 
6 Had there bee I] a school using the 

Amharic mediulll in your surrounding, 
you would In\·c transferred to it. 

7 You wish that no subjects In this 
school were tauoht in A\\" 'ni. 

8 Most of your teachers 111 grades 1-6 
were telling; 'Jli that leaning in Awgni 

35 

20 

51 

II 
12 

37 

30 

DC 
# 

43.8 25 

25.0 43 

63.8 20 

13.8 60 
15.0 51 

46.2 43 

37.5 40 

Response categories 
MC MI DI DK 

% # % # % # % 

31.2 II 13.8 9 11.2 

53 .8 13 4 50.0 

25.0 9 11.2 

75 .0 8 10 1.2 

63.7 7 8.8 8 10.0 2 2.5 

57 .8 

50.0 4 5.0 6 7.5 

med [um is ad '~a;,-" (;,-~~g'e~o~I~'S~. -;-o-~ _ _ +-,2,,0'---t-=2-,5-"0'--t--,3-,-1--I_,,3 8".,,8_f-.c16oc....+---'2,,0"'.( -I_1,,3'---t-=1 "'6".2'-t_-_f-_----j 
9 You undcrsu lei better and feel happy 

when your tl-'3chcr used to speak 111 
A\V}~ni in <l cbssrOO11l 

10 You express jyollr b.'lings easily and 
confidently infrotll of YOllr classmates 
in Awgni than ill Amharic. 

II You read and understand quicker and 
better the one \\ ·:·itten in Awgni than in 
Amharic. 

12 In a classroom it is more difficult to 
forward quest Ions and respond to 
questions in Amharic than in AW.i!ni . 

13 It is easier to fl:ad in Awgni than 111 

Amharic. 
14 By now you feel happy when you 

think of your education In A\\'gni 
medium in your prev ious 'raclcs. 

15 !\wgni IS morc advantageous than 
Amharic or Erll'lish. 

16 English IS more advantageous than 
Awgni. 

17 Amharic IS marl: advantageolls than 
J\w!..!,ni. 

18 By now you can read and understand 
Amharic . 

19 l3y now you rill1 cummunicate III 

Amharic. 
20 A11lharil' shuuld be prov ickd as a 

subject ;15 uf grac:c une . 
21 Amharic is superior to !\wgni. 

48 

59 

14 

51 

50 

8 

15 

37 

40 

43 

40 

30 
20 

60.0 25 31.3 

73.8 13 16.7 

17.5 56 70.0 

63.S 16 20.0 

62.5 13 16.2 

10.0 17 21.2 

IS.8 5 6.2 

46.2 38 47.5 

50.0 35 43 .8 

53.8 25 3 1.2 

50.0 32 40.0 

37.5 26 32 .5 
25.0 36 45.0 

7') 

2 2.5 5 6.2 

3 3.8 5 6.2 

4 5.0 6 7.5 

9 11.2 4 5.0 

10 12.5 7 8.8 

36 45.0 19 23.8 

33 41.2 20 25 7 S.8 

2 2.5 3 3.8 

5 6.2 

5 6.2 7 8.8 

6 1.5 7.5 

13 16.2 10 12.5 1.2 
14 17.5 10 12.5 



According te) their rcactions to the open ended questions the primary reason they gave for 

possess ing such fel' li ngs seem to be the strong des ires and aspirations to be flu ent in the Amharic 

langu age sk ill s al?d considering the implementation of Awgni as an L? ! as a blocking barrier 

against thi s opponunity. The other reasons included the inavai lability of the educational inputs 

and resources which thcy reported are abundant in the Amharic medium schools; the 

imp lementation of the program without the approva l and sympathy of the beneficiary community; 

the suspicion and underestimation of the program and the pupils by the parents; problems of 

translation, dialect and other related linguistic factors and the like. Therefore, as is depicted by 
, I 

the table had there' been a school using the Amharic medium for educatiOljal instruction almost all 

of the pupil responldcnts invariabl y do not hes itate to transfer to that SChOO). 

In additiol{ table 3 portrays some facts as how much the pUPil /respondents understand 

their education and fee l competence and confidence in their education when Awgni is 

imp lemented as an LO!. Correspondingly, as much as 91.3% of the pupil respondents agree that 

thcy understand better and fee l happ ier when their teacher speaks in a classroom in Awgn i. 

Bes ides, 90% of them prefer Awgni to Amharic to express the ir feelings eas ily and confidentially 

in fi'ont of their ( lasSm8res in a class room. Simi larly 83.8% of them I re also aware that both 

Amharic and Eng .. sh are more diffi cult than Awgni both to forward and I :spond to questions in a 

class room in front of theil classmates and their teacher. Regarding the ir abi li ties in reading and 
I 

understand ing (lI'hat they have read) not only 87.5% of them agree that they can read and 

understand quicker and better in Awgn i than in Amharic or Engli sh but 78.7% of them also know 

that read ing is easier in A wgni than in Amharic or English. 

Despite the awareness they have for the advantages of Awgni as an LO r in the ir previous 

pri mary schoo l Ii \'es, almost 68 .8% of the pupi I respondents, however, feel unhappy when they 

think of their education in the Awgni medium. According to the responses they repli ed for the 

open-ended questions the cu rrent problem s they faced have become the causes for the 

development of such feelings . That is, although their prime objective of cnroll ing in a school is to 

.Join a higher educational Inst itution and achieve an opportunity of public em pl oyment, they found 

Awgn i incapable of addressi ng thi s objec ti vcto thcm. Added to thi s, they also stated that the use 

of A wgni as an LO] has blocked their improvements in Amharic (and of course English) because 

It not only "unnecessaril y" took thei r tim e in which they cou ld have exercised thc two languages 

by using as LOi s but al su .Jeopardized their later learning opportunity in the Eng li sh medium . 
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Regarding the awareness of pupils to the advantages of Awgni aga inst both Amharic and 

English, wh ile only 25% of the pupil respondents think that Awgni is more advantageous than the 

two languages, 66.2% of the rest thi nk to the contrary. But when th is question was reversed and 

presepted independently an overwhelm ing majority (91.7% and 93.8% respectively) of them 

reacted that both English and Amharic are more advantageous than Awgni. Like their parents 

70% of them also beli eve that Amharic is superior to Awgni. Moreover, 70% of the pup il 

respondents recommended that it was bctter to introduce Amharic as a subject from the first 

grade, despite the fact that a large proport ion of them can read, understand and communicate in 

Amharic after taki ng the subject as of grade three. In general, tab le 3 in this respect depicts that 
\ \ 

since Illastery of Amharic or Engli sh is by default taken as npt only a way to prestige and better 

SOCio-t· conomic opportunities but also as an indicator for jOining the superior and civil ized socia l 

strata Tesfaye, 197 1 :78), except a very small proportion of the pupil respondents, the majority of 
I I 

them think that A wgni is not only a less ad va ntageous but also an inferior language than Amharic. 

Tab le 4 below depicts the awareness status of the teacher respondents that are teaching in 

Awgni and in Amharic medium , the heads and the experts of the education offices as well as the 

administrative bodies of both woreda and zonal level s. Accordingly, it can be seen from the tabl e 

that it s only a few proportion of the aforesaid respondents IV 10 lack the knowledge or awareness 

to the _anguage policy of education mentioned in the NETP. The majority of these respondents 

know what the NETP says conceming the LOI in primary educati on among which a great number 

of the!ll (except the respondents of the administrative bOd1ieS) either pal-tially or comp letely 

disagree on. 

However, the awareness level of the respondents to the NETP concerning an LOI has 

va riability from one respondent category to thc other. Of course since the chi-square (x 2
) values 

obtained by calculation arc 4.76,2.83,19.42 and 11.53 at 0.05 Icve l of significance betwecn the 

res pondents of the two teacher catego l-ies, the Awgn i medium teachers and the heads and the 

experts of the educat ion offices, the Awgni medium teachers and the adm ini strative bodi es, and 

the heads and the expel1s of the education offices and the administrati ve bodies consecuti vely, a 

signi fi cant di fferen ce in awareness is obscrved on ly between the respondents of thc 

administrative bodi es and the rest of the rcspondcnt categories because the tabl e va lue of x2 is 

7.815 in all cases . These va lues on the other hand tell us that thcre is no a significant difference 

between the awareness level of the teachers and the heads and the ex perts of the education 

offices. 
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Table 4: Awarcn ess of respondents to thc language policy and to an LOt. 

Response catcl!orics 
TC:lchcrs of T l';ldll' I"S of IICllds :lnd Admi ni strati 
thc Awgni till' Amharic experts of the ve bodi es 

No I Itelll medium IIlcdiulll cducntio ll (N=26) 
(N=66) (i\=3 ~ ) onices 

(N=22) 
# % # % # % # % 

I What is your opinion all the NETP concerning the 
LOI in thc primary schools? 

A) CompklCJy agree 32 48.5 12 35.3 IJ 59. 1 24 92.3 
8 ) Agree onl y part ially 25 37.9 16 47.0 5 22.7 - -
C) Completely di sag ree 7 10.6 2 5.9 2 9.1 - -
D) YOll ha ve no opinion since you lack the 

i 4 knowledge of it 2 3.0 I 1.8 2 9.1 2 7.7 
2 Do you ea rnestly apprecia te lhc advantages of using , 

~wgni as an LOI? 
I\) Yes 33 50.0 IS 52 .9 16 72.7 25 96.2 
B) No 17 25.8 4 II.S 4 IS.2 - -
C) No opinion since YOll lack the knowledge of 

I it. 16 24.2 12 35.3 2 9.1 I 3.S 
3 If your response ··ycs" for the above question , up to 

which grade level do you think IS better to 
implement Awgni as an LO ] currently? 

A) 3'd 3 9.1 I 5.6 - - -
8 ) 4'" 16 4S.5 10 55.5 7 43.S 7 2S.0 

C) 6'" 10 30.3 4 22.2 9 56.2 4 16.0 
D) S'" 2 6 .1 2 11.1 - - 14 56.0 
E) Other 2 6. 1 I 5.6 - - -

4 f your choice for the above question is not "0", 
"hieh one of the following alternatives do you think 

I: re betcer fo r the current si tuation? 
A} A\\"gni medium for [·4 and Aluharic for 5· 

I S II 35.5 i 43.8 6 37.5 5 45.4 
B) A\\"gni for 1·4, Amharic for 5·6 and English for 

7-S 2 6.5 I 6.2 - - I 9. 1 
C) A"'Qlli for 1-4 and En"lish for 5-8 4 12 .9 2 I 12.5 3 IS.75 2 IS.2 
D) A wgni for 1-6 and English for 7-8 

I 10 32.2 6 37.5 7 43.S 3 27.3 
E) Other 4 12.9 - - - -

5 Do you encourage paren ts to appreciate the lISC of 
Awgni as an LO! and teach their children with? 

A) Yes 45 6S.2 IS 52.9 12 54.5 26 100 
B) No 2 1 31.8 12 35.3 8 36.4 -
C) No Response - - 4 I I I.S 2 9. 1 -

Inspite of their awareness to the ad vantages of introducing an MT for educational 

instruction (according to the responses collected by related oren ended questions) they menti oned 

some factors to bc the reasons for th ei r di sagreements. These inc luded lack of taking the 

objective socio-economic realit ies of the counlry into account "'hile fort11u lat ing the policy, lack 

of ca rrying out the neecssa ry prerequisites and a consequent absence of the back ur of the 

rrogralll by the nccessary inputs anel/o r resources ; its it11plementation beyond grades fo ur which 

is ahead of bot h Ihc linguistic and hum an reso urce developmcnt capac ity of the language; 



implementation of the policy without the consu ltation and approva l of the beneficiary 

community; and suspici on of the consequences of not only weakening nationa l feel ings and a 

consequent disintegrati on of the coun try but also the hi gh probabili ty of its interruption as the 

govern ment in power is replaced or ,as a trend, overth rown by another. For thi s many of the 

respondents have cited the case of the Oromo people where by the literate adults of the dergue 

times were relapsed to illiteracy due to the adoption of the Latin script in the contemporary 

Oromia regional state. 

Although the above justifi cations are consistent with many educators (Yalokwu, 

2002: 190- 1 18) what the respondents lacked ,seems the awareness on the di fference between the 

problems related to the pol icy (TGE, 1994:23) and to that of implementation. The policy 

document is a document that simply narrateJ the poss ibility of nationalities to use their MT for 

educational instruct ion which does not I force the community for implementation.The 

implementation task is left for the benefic iary comm unity. Therefore, the reasons mentioned by 

the respondents above as grounds for thei r disagreement to the policy concern ing the LOI are not 

reasons that I'e flect a poli cy problem but rather reflect prob lems of implementing it . Th is in turn 

can probab ly indi cate that the respondents mi ght have mi xed the probl ems in the implementation 

activ ity with the po li cy issues. 

On the other hand the table portrays that 92.3% of the respondents of the adm inistrative 

bodies tavor what the NETP says concerning an LO!. But as a princip le, although it is 

encouraging, thi s may most probab ly be insuffi cient to ul timately succeed in the implementat ion 

of the policy practical ly. This is so because the tab le exposes that the major protago ni sts in the 

implementation of an ed ucational innovation, teachers and heads and experts of the education 

offi ces (Aggarwa l, 1985:83) are either unclear or un willing to appreciate the language policy in 

education. This demands from the concerned authol'i ti es or politi cians too much endeavors to 

develop the awareness of teachers and offic ials on the newly formulated polic ies and 

implementati on strategies. 

In add ition to thi s, item 2 of tablc 4 shows that a signi Fi cant nu mber (24.2% and 35 .5% 

respectivcl y) of the rcspondents of both teacher catego ri es and the heads and the ex perts of the 

education offi ces seem to have lacked the knowledge of the merits and demerits of using an MT 

in educat ional instruction . Added to thi s, the number of the respondents of both teacher 

ca tcgo ri cs who di sregard the advantages of usi ng Awgni as an LO I is not at a state 01' being 

bc lililed. 
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use of Awgn i as an LO I and disagree on the impl emcntati on of Awgni as an LO! up to grade 

eight) is their va ri ability both at whi ch grade level to switch off the use of Awgni as an LO! and 

to which language to switch off in the final analysis. Item 4 of the same tab le depicts thi s fac t 

cl earl y. 

Table 5 reveals that teachers themselves have variations in their awareness levels 

regard ing the weight of the advantage over the di sadvantage of introduci ng an MT for educati on 

instruction. [n this respect the table reveals that a sign ifi cant number of teachers of the Awgni 

medium either do not knoll' or dis favo r the statement that using Awgni as an LO! is better than 

that of usi ng Amharic fo r children of Awgni MT. Thi s is eva luated through the va riables , 
described under item I that showed the absence of many teachers' sympathy to the 

aforementioned bene fit s ofu1ing an MT over not using it as an LO!. J 
In addi tion. 27.3% and 4 1.2% of the two teacher respondent categories, ,r as a whole 

with no signi ficant differences (table va lue of 1'2 = 5.99 1 and x2 calculated = 2.92 at a = 0.05) , 

beli eve that the quality of the education being given in the Awgni medium wo uld have been 

better had it not been given through the Awgni medium . Accord ing to tab le 5, therefore, both 

teacher categori es seem to have refl ected their awareness shortcomings. Moreover,when we 

compare the two responde nt categories the proportion of the Amharic me.1ium teacher 

respondents who favored the above statement is much higher than that of their coumerparts. This 

mi ght most probably be accounted for thei r lack of practica l exposure to the program because 
I 

logica ll y it is often true that the more one is access ible and ex posed to a phenomenon the better 

the proper awareness he/she cou ld have. 
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fro lTI those, which teachcrs of the A wgni mediulTI have mentioned above. Added to this, table 8 

pOJ1rays that 54.5% of the heads and the experts of the education offi ces where at least 77 (47%) 

of the 164 primary schools are giving educat ion in the Awgni medium in the entire zone have 

repli ed that they are incapable of supervising and suppol1ing the education of the Awgni medium. 

In fact most of these people reason out that their incapability is due to lack of profi ciency in the 

Awgn i language and some due to lack of experience and relevant training. From all such defects 

no one can doubt to imagine the extent of the attention given to the program by the executors 

themselves and the attitud inal problems that would follow among the teachers the pupils and their 

parents. 

Furthermore, as can be understood from lhe reacti ons of the respondents of the heads and the /1 

experts of the education offices to items I ~ and 13, the most likely explanation why a good 

proportion of them held a negative atri tude tOIl'ards the implementation of Awgni as an LOlmay 

have stemmed from the above defects whereby offi cials lack the profi ciency in Awgni and 

consequent ly lacked the proper awareness to it". This can be proved not on ly by the responses 

given to th e items under discussion but by their previous responses revealed in tab le 4 of item 2 

as we ll. Tn the above two items items of the ab le under di scussion as much as 27.3% and 31.8% 

of the respondents of the heads and the exper s of the education offi ces consecutively agreed that 

the use of Amhar ic or Eng li sh medium for a child of an Awgni MT makes it more knowledgeable 

than the use of Awgni and the use of Amharic as an LO! in all the primary schools of the zone 

does not give more advantage to the Amharic speaker pupil s over the Awgni speaker ones. 

In respcct to the attitude of pup il s tab le 9, below, as a whole portrays that pup il s have 

mixed fee lings on both the implementation of Awgni as an LOr as we ll as on the value they give 

to languages and their language preferences. To begin with the majority of the pupil respondents 

ne ither favor every pupil ' s acquisition of speak ing and read ing Awgni nor wish every body kncw 

Awgni in the country. Related to thi s the highest proportion of the pup il respondents prefer to get 

a job where Am haric or English is a work ing language than whcrc Awgni is. The tab lc, 

moreover, depicts thai the majority of the Jl upil rcspondents prefer not onl y Amhari c or Engli sh to 

AII'gni for an LOI btl\ an Amharic book than an Awgni one too. The majori ty of them al so lI' ish 

to speak and read Amhari c than Awgni and. ifposs ibl c, arc in terested to talk with their classmates 

in Amha l'ic than in !\wgni during the school breaks. Secn in sum , al l of thc pupil rcsrondcI1l s 

alwa ys wish for th ei r improvement in their :\ll1 haric (and probab ly Engli sh) proficicncy or skill 

than that of A wgni. III line with Ou edraogo (1000:24-26) , ADEA (I 99G :2), I'allanayak ( 1986: I I) 



Table 9: Pupils ' altitudes toward s languages (N= 80) 

No Itellls Respon se catcoorics 
SA A 0 SO NO NR 

# 0;., # 'X) # % # 'X, # 'X, # % 
I Yuu think thaI en:!"y 

pupil in Awi should 
k arn bo th to r l';HI and 
speak Awgn i bl'fo rc 
kaving sl'condary 
schoo l. 19 23.8 19 2-' .8 21 26.2 22 .5 3 - -

2 You wish tilal 
everybody II I yo III" 
count ry knew Aw~ni. 18 22 .5 14 17. 5 27 33 . 8 14 17.5 7 8.7 - -

3 You fed no fj"ustnllion 
wh ile asking or 
responding a questi on in 
Awgni in a classroo m. 20 25.0 -I I 5 1. 8 10.0 7 8. 7 4 5.0 - -

4 You feel morc fru strated 
whi le asking or 
responding a questi on in 
Amharic \.H Engli sh than 
III A\\'gni III a 
c lass roolll. 40 50.0 28 35.0 - - - - 9 11. 2 3 3.8 

5 You would like to ge t a 

j ob wh ic h you can usc 
Awgni when you leave 

schoo l. 3 3. 8 5 G. 2 25 31.2 43 53 . 8 3 3. 8 I 1.2 
6 You always wish for 

you r improvement in th e 
skill s o f Amha ric than 
Awgnl. 65 8 1. 2 15 IS. ) - - - - - -

7 You are happ ier in 
reading in Amharic than 
in Awgni. 38 47.5 29 36. J 6 7. 5 G 7.5 I 1.2 

8 Instead of Awgni you 
arc in te rested to know 
Amharic. 62 77. 5 IS ~~ 5 - - - -

9 During the schoo l 
brea ks YOll \Valli 10 talk 
with your classmates in 
Amha ric 20 25.0 36 hO 5 6.2 16 20.0 3 3. 8 

10 You often prefcr to 

spea k in A\\""ni. 30 37 . 5 31 38 8 7 8 .7 10 12. 5 2 2.5 
II You pre fer A mharic to 

Awg ni fo r educationa l 
instru c ti on 33 41.3 45 56.3 I 1.2 - - I 1. 2 

12 You prefe r English to 
Awgni for educationa l 
instru ction. 30 37.5 38 -17.5 II 13.8 I 1.2 - --

13 You will pre rcr an 
Amharic book tll;!!l all 

Awgni one if YOli arc 
, jvcn the chance 10 25 .0 4() ;0.0 II 13.8 9 I 1.2 - - -

14 YOli wo uld li ke 10 gl!1 a 

j ob 111 whi ch ),011 ca n 
li se Amha ric when you 
Icaw sc hool. 17 2 1. 3 3X .t7. 5 II 13.8 13 16. 2 I 1. 2 

15 YOli would like tu gel a 

job in whi ch yuu can 

lI SC English when YOll 

leave sc hoo l. 15 I S.X 2(, 32. 5 7 X.7 12 15.0 IX 22. 5 2 .. 2..l... 
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and Paulston (1986:24) etc. thi s is most probably not only because of that they are influenced by 

their parents but also because Amharic is the only work ing language of both government and non­

government businesses in the area under study the proficiency of whi ch resu lts in econom ic 

benefits and socia l prestige. 

On the other hand according to the ir reactions for items 3 and 4 of the same table the 

majority of the pupil respondents are sure that unlike when the medium is Awgni they feel 

inconfidence and frustration to ask a question or respond a question asked in a classroom when 

the medium is Amharic or English. Nevertheless, for the reasons mentioned above the majority 

of tile pupil respondents prefer learning in the Amharic \ or Engli sh medium in spite of their 

awai'eness towards the advantages of using Awgni medium over Amharic or English. 

I According to tab le 10, below, the respondents of almost all of the four categories have a 

chi ll:! or a fam il y member under whose tutelage they are [mending their education. But except 
I 

their non-children family members that are attending their cducation in rura l areas the children of 

almost all of these respondents are attending their ed ucation in the Amharic medium. According 

to the reactions given by the parent respondents, moreO\'er, teachers teaching in the Awgni 

medium schools have used to send and teach their ch ildren in the urban areas where the LO! is 

Am ha ric. Consequently, parents under such condition ~ have mistrusted the usefulness and 

sustainability of the program and felt that teachi ng child re;l in the Awagni medium schools is an 
I 

imp'osed alternative left for a less pri vileged rural cOl11lilunity. The parent respondents have, 

the l-efo re, di sc losed that some parents who can affo rd to ~o have used to send their children to 

learn in the urban areas through the Amharic medium either daily cross ing a to and fro long 

di stance joul11ey or by living there in the towns, in sp ite of the presence of a nearby Awgni 

medium schools in their local iti es. Furthermore, during the di scuss ions many parent respondents 

have replied that they have a suspicion as if the authorities that are teaching their children in the 

Amha ri c medium are denying and dece iving them not to share the 0PPoI1unity, whi ch their 

children are benefiting from. Despite the fac t that it has awareness shortcomings this is found to 

be one of the major sources of the altitudina l problems and conscquent resistances among the 

community to the implementation of Awgni as an LO[ which educators such as Faso ld 

( 1990:295·296) , Rubagul11ya (200: 12), Ruantabagu ( 1999: 299) and others are in consistence with . 

[n addition , table 10 depicts that there is a diamctric difference between the respondents of 

thc administrati ve bod ies and the rest three concerning items 4 and 5. That is, while the majority 

respondents that are more directl y accessible to cducation and thc schools (teachers and heads and 

ex perts or the educa tions offi ces) prefCr that Amharic is easier than Awgni to teach with, 69.2% 
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that there appea red a signi fi cant attitudi na l difference (x 2= 24 .0 I when calcu lated and = 16.9 16 on 

the table) at a 0.05 level of significance. Nevertheless, it is clearl y visi ble on the tab le that there 

is no signifi cant difference between the respondents of teachers and the heads and the experts of 

the education offices. Sim ila rl y while the majority of the fo rmer respondents have chosen the 

Amharic medium school than that of the Awgni medium schoo l to teach in if they were given the 

chance to choose the school where to teach, 50% of the latter, now too, have chosen the Awgni 

med ium one. 

The difference between the respondents of the admin istrati ve bod ies and the rest of the 

respondent groups ho lds simi lar in their views, concerning the fate of the pupil s, i.e. after leaving 

their primary education. Accord ingly, while, 6 1. 5% of the respondents of the administrative 

bodies wanted pupi ls who left primary educatir n to take short term trainings and get employed in 

a public sector, the majority respondents of the rest respondent categories prefer pupils to pursue 

their education as far as possible until jointing a univers ity. This is also one bone of contention 

among the community and the government bodies because almost all of the community wants its 

children to join a university and for the ach ievement of this asp iration it prefers Amharic and 

English to be the LOIs instead of its MT language. 

Be that as it may the responden ts who \ 'ere di vided into two blocks come to an agreement 

on item 3. That is the majority of the respondeJts of all the respondent categories have languages 

that they want thei r children to know or impro(e flil-rher. As can be seen in tab le II below it is 

on ly the lowest proporti on of all these respondents who preferrcd Awgni as a first priority to be 

known or improved further by their ch ildren. Likewise item 2 of table I I a lso portrays that as 

much as 76.9% of the respondents of the administrative bod ies (among which nonc of them have 

a chi ld practically attendi ng primary ed ucation in Awgni mcd ium) put an Awgn i medium school 

as their first cho ice to send their chi ldren to learn in. The respondents of the rest rcspondent 

categories, on the other hand, preferred either the Amhari c or English med ium school s if they 

were given the chance to choose a school for their chi ldren . From these two items of tab le II it 

can easil y be imag ined that what conseq uences can have the attitude of the teachers, the heads 

and the experts of education offices and the administrative bodi es although the responsc of the 

ad mini strati ve bod ies seems a dummy whcn related to the prncti ca l rea li ties that Ouedrago 

(2000:86) has desc ri bed that such politicization of language polic ies in education has 

dCllloti vating conscquences rather than motivating it further. 
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Items 

~ 

c 
6 --. '"" -o -o 

Tab le 11: C hoice of language and LOr by the respondents for their chi ldren . 

Teach e rs tca c hin g in AWI-:n i 
medium (N = 66) 

First I Second I T hird 

choice choice choice 

# % # % # 'Yo 

Response categories 

T cacher ! c:H.: hing ill AllIh:\I'it" 
mediulli (N = 3 -' ) 

first I Seco nd I Third 

choice choice choice 

# I 'Ytl # 'Yo '}'u 

11t':1( ls :llld ('xpl'rts of l'dlll':lIiil[\ 

ofli (cs (N = 22) 
Firs t 

C hoice 

'Yu 

Seco nd 

choice 

% 

Third 

choice 

# %, 

A) Awgni I 10 115 .2 5 7.6 15 I 22.7 I 4 I 11.8 3 8.8 19 2R,R 4.5 5 I 22.7 I II 50 

B)Amharic 13 14.7 I 35 53.0 3 4.5 I 7 20.6 14 4.2 3 8.S 10 45.5 7 3 I.S -4.5 

C)English I 3 4 \5 .2 13 19.7 119 55.9 10 29.4 3.0 10 45.5 S 36.4 

....~. 0) French - - 5 7.6 2 9 .1 

;\c\lIlinistr:lliH' hodit's (1\'=26) 

First 

choice 

" " 
3 

9 

14 

% 

Second 

choice 

" " % 

Th ird 

choice 

" " % 

I 1.5 I 2 7.7 118 

3-L6 115 57.7 3.8 

53.8 8 307 I 3 11.5 

3.$ 

-f= 

<J .:.L. • 

~D :: ~ E) Other - - 2 3.0 5 7. 5 4 12 7 2(U) 11 :; 1.3 2 9.1 J U.cl I ' - I I I ,' .S 
::: ..::: ::::: I I I 

~ :; 1.1 2(l.() I 

~ ~ ~ F) NR 9 17.6 9 13.6 28 42.4 4 7 20.6 II I 4.5 2 9.1 8 36.4 I - - I ' I . I 4 I 15,4 I 
~ 

~ " 
~ .:: --c 

; ; ~ ~ 
o ;: ou>-. 

~. ~~] ~ 
'" -= g ::::: ~ ", - < :::.. e ;:;; III 

~ .: ~'i :: 
~ ::; ~. ~ E 
~ ~ :: < .: 
(5 ~ .~ .S "B 

~ ~ ~ .S ~ 
Ill' I:J - '" 

: ~~~~ 

A) Awgm ' ,- I I I I 

medium 

school 10 15 .2 5 7.6 51 77.3 I 5 14.7 3.0 28 ~Q.3 2 9.1 20 9.9 20 76.9 I -l l.:i.-l I 2 7.7 

B)Amharic 

medium 

school 22 33.3 40 60.6 4 6.1 110 29.4 19 29.4 5 14.7 I I 50 10 45.5 4 15.4 115 9 3 .. L6 

C) English 

medium 

school 34 51.5 21 31.8 II 16.7 119 28.8 14 4.2 3.0 9 40.9 II 50 2 9.1 2 7.7 I 9 3~.6 115 57.7 
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Tab lc 12, be low, is intcnded to clari fy the sugges ti on of the two teacile r categori es towards 

the impl ementation of Awgni as an LOI. Correspondingly, as can be seen from item 1,2 and 3 the 

highest proporti on of both t,cacher respondents consistentl y suppose that in addition to being reduced 

to a written foml recently A\I'gni is not yet implemented as a working language in the zone and not a 

widely spoken language to se rve the speakers far and wide in the country as possible. Consequently, 

they recommended that A wgni should not be introduced as a medium of educa tion because it can not 

be effec ti vel y utilized, promoted, and used in education . And thi s response seen as a whole can tell 

us that the implementation of Awgni is ahead of the creation of a suitable environment, i. e. decisions 

contained in the policy statement and the language corpus or li ngui stic prerequ isites (A DEA, 1996:7 

and 2003: 4-5). I 
On the other hand, i hen we see the do mi nant responses given for the abov~ items relat ive to 

the experiences of some African cou ntri es, it seems plausiblc in the case under study too. That is if 

we take Ghana, for instance, long before the dec laration of the 1972 educational language poli cy (in 

abou t 1673) the Ghanian local languages have been reduced in to a wri tten form. Even with loca l 

languages under such orthographic and lex ical standards, the MT languages in Ghana are 

implemented as LO is onl ) up to grades three. The experiences of most other "friean countries 

(Bem ile, 200 : 204-205 and \\ledoba, 200 1 :2) are a lso not different from the expcn~nces of Ghana. 

As per the destruetiyc consequences of using an MT as an LO! a sign; fiea nt proportion 

(25. 7%) of the Awgni medium teacher respondents and the majority (58.9%) of the Amhari c 

medium tcacher res pondents suspect that the introduction and promotion of thc differelll MTs as 

LO is in a Illu ltieth nic country may encourage fce li ngs of triba lism that may ultimate ly lead to the 

di s in tegralion of the country. Among the rest of the rcspondents 28.8% and 14.7% of the Awgni 

medium and the Amha ri c medium teacher respondents respective ly did not givc the ir opinions. 

SUlllmed togcthcr, thi s indicates that among the respondent s of the tw o teachcr categories it is onl y 

the lowcst proporti on who thinks that the consequ ence under di scussion wil l not follow by allowing 

each cthnic group to use its 1I1T in educationa l instruction. 

itcms 5 and 6 of thi s table arc in tcnded to fu rther in ves tigate the an teced en t issues. As can bc 

leamcd li'om cxpcricnees of different Ali'ican countrics like that of South Ali'iea (Desai , 2999: 177-

17B) these ite ill s arc thought to be SO IllC of the ways of proJllo ti ng Awgni as an LO I. However, as 

the table depic ts the majority of the responden ts of both teachcr categori es are reluctant to agree on 

both issues. That is the greater proportion of the respondcnts of bo th categories disfavor the 

provision of i\wgni as a subject In the entire pr llll a,.y and secondary schools of Aw i let alonc 
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Table 12: Attitudes of teac hers on th e implement ation and promotio n of Awgn i as an LOI. 

Response categories 

Teachers teachin g in Awgni Medium (N = 66) Teachers tcachin g in Amharic mediulll (N = 3 -l) 

2 

Items 

Si nce !\wgni ha.c; heen reduced to a wrillen form 
rCl:Cllll y ano lia" no a s t:ulllard i, .(.:ll ;md w l'lli c n 
g rammar, it c;m'l be uscd !.:Hcl:livciy in 
education. 

Unless it is implemen ted as a working lan guage 
in the zo ne, Awgni can't be success fully 
promoted as an LOI. 

3 I Since il is not :'I widely spoken language Ihat can 
!:lke pupils somewhere else, Awgni should not 
be introduced as an LOI. 

< 

5 

6 

7 

" 
9 

Allowing each ethnic group 10 use its MT in 
educationnl instruction would create strong 
feelin gs of tribalism that would lead 10 national 
d isi ntegration in the long run. 

All pupils in Awi should take Awgni as a 
subj ect in their cntire primary and secondary 
sc hool ing. 

Awgni should be a compulsory subject 111 

detennining the promotion and detention of 
pupils from onc grade level to the next. 

For children wi th Awgni MT the use of 
Amhnrie medium by strengthening il with the 
necessary resources is beller and more efficient 
than the usc o f Awgni med ium that demands for 
a very high and unafforrJable finance. 

·1 I.e curric ular materials prepared i ll Awgoi 
re nect the objective rea li ties o f the zone (o r afe 
wel1localizetl). 

AI its current status Awgni can serve as an LOI· 

CA 
# 

-
II 

17 

II 

8 

12 

10 

13 

5 

MA 
(Yo # 'X, 

16.7 24 36.4 

25 .8 23 34 .8 

16.7 24 36.4 

12.1 9 13.6 

18.2 18 27.3 

I S. I 16 24.2 

I I). 7 12 1 :-: ,2 

7 .() " 1 21 .2 

up to grades H. X 1'"1 1 I~_I I X.:! 

10 The education offices and the admini strative 
bodies of all levcJs in the zone have a well 
o rganized planning, follow up, implementati on, 
and monitoring and e"aluation systems for the 
succe):s of Awgni as an LO!. 

15 I 22.7 

MO co 
# I 'Xl # (Xl 

T 

I () I 24.2 II 16.7 

17 1 25.8 9 13.6 

12 18.2 16 24 .2 

9 13.6 21 3 1. ~ 

16 24.2 19 18.8 

14 21.2 14 21.2 

17 25 .:-: 21 I ~ 1)\ 

I 'J 2:-; .S 25 .\7. \) 

2X ·1?·1 ](, :!·1.2 

29 43.9 12 IS .2 
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NO CA MA ~ \O co :-;0 
# Oil, # I 'X) # (x) # (Yo # 01<) # % 

< (1.1 s I ~:U I' .i) ., I l.S , I I" I (, I 1 - ,I' 

9 I 26.5 9 26.5 < 1 1.8 7 20.6 I 5 I 1< 7 I 

3 4.5 8 I 23.5 12 35.3 4 11 .8 < II .S 6 17.6 

19 2~ . :-: ·1 II.R 16 -17.1 6 1;.6 $$ I . -

1.5 5 I··t] g ". I -.>.~ " 16.5 
Ill, 1 -~-9A I .. ~- I ' .9 1 

12 18.2 5 1-1 .7 16 <7.1 9 ~6.5 4 II.S I 

l_J~L-"-1 ~('5 1_ 1_< _ 1 ·1] .2 .1 1 l.-" ~,~ , 1 1.~ 

·1..5 .1 I I S 'J ~(1.:' 1 (, I I 'I' 1 ~ ..;..; 1 I 

HI ss ·1 11 S 1- ,,1(1 I : I ,,' I , I ~.:.' , 

10 15. 1 2 5.9 5 14.7 " 35.3 9 
- '~l, , '" 



giv ing it a sWtus or a CO l11jlUISOI'y subj ect that can deterl11ine the proilloti on or detention of pupils 

frol11 one grade level to the nex t. 

In connection to thi s, teacher respondents were requested to show their preferces or 

suggest the LOt to be used for children of Awgni MT. Therefore, al11 0ng thel11 37 .9% (although 

a l11 inority) and 67. 7% of the two teacher respondents consecutively suggested that strengthening 

and il11p lementing the Al11haric l11 ediul11 is better than the introduc ti on of Awgni as an LOL 

Although the highest proportion back up of thi s attitude is re fl ected among the respondents of the 

Al11ha ric l11edi ul11 teachers, it should be noted that the proportion of the negati ve att itude by the 

Awgni l11 ed iul11 teachers seeks a seri ous attention because it is the Awgni l11ediul11 teachers who 

have a l110re direct and immediate impact on the effecti veness and success of the implementation 

of the innr va ti on under study than those of the Al11hat ic mediUl11 leaChers. 

Moreover, the highest proportio ns of the responde nts of both teacher categories su ppose 

that the cu rri cula r materials of the Awgn i medium lack localiza tion to refl ect the objective 

rea lities of the area under stud y. That is although 44. 1 % of the Amharic medium teachers have 

no responses due to inaccess ibi lity, 66. 7% and 44. 1 % of the aforesaid teacher respondents 

respectively feel that the already translated clll"ri cular l11aterials do not that much refl ect the 

object ive realiti es of the zone. In add ition 66.6% and 55.9% of the respondents of the two 

teacher categori es have rcspectively approved that at its current slams Awgni can ha rdly be used 

as an LO] up to grade eight, a response l110re or less consistent \\ith the res ponses of the sal11e , 
respondents given fo r itel11 I. [n thi s regard the proportion of the Al11haric l11ed iul11 teachers who 

reacted against scel11S lower than those of the A wgni medium ones with the same response. Thi s 

is not because of tha t the rest proportion is in favo r of the statel11ent but because not less than 

23.5% of the respondents lacked to give rcsponses bccause of lack of exposure and awareness to 

the case. 

Above all the reaction of the teachcr respondents on the status and capacity of the 

educa tion as well as thc adill ini stration offices is wO lth looking atten ti vcly. To begin with about 

62. 1% of the A\\'gni l11ediul11 and 6 1.8% of the Aill haric Ill edium teachers confir l11 that the 

afo rcnal11ed publ ic organizations lack effectivcness and efficiency in planning, foll ow up. 

illlplementa ti on, and l11onitoring and eva luation of Ihc education program in thc Awgn i medi um. 

This has its own drawbacks on the prom otion and eventua l success in the implemen tation of Ihe 

innovation. It, therefore , illlp li es that while A \\'gn i was introduced as an LOI it did nOi take the 

capacity to implcment in to account that is one o f the vi tal ,'ariablcs in the pla nning and 
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imp lemcntation 0 1"111 innovat ion likc that of thc onc discusscd in thi s study (Education Burcau, 

1992 in Amhari c: 6- 17). 

Ta blc 13 hcre undc r dcpic ts the attitudes of the hcads and the ex perts of both the zonal 

and wokda cducation offi ces. In that case the hcads and the experts or the education offices who 

are entitled to be the executors of the enti re programme do not that much uni formly refl ect 

positive attitudes towards the impl ementa ti on of Awgni as an LO /. Among them 63.6% of the 

rcspondents, for inslance, criticize that since the obj ec tive rcality of the economi c condi ti ons of 

the country does not allow it to do so, the implementa ti on of .-\wgni as an LO I is inclined to be 

ha rmfu l fo r the benefi ciary communi ty. Similarl y, 68.2% of these respondents di sfavo r the 

implementation of Awgni as an LO I duc to its shortcomings when measured from the 

I. f I· . . .. I I I d d . d perspectIves 0 IIl gUIStlC cntena suc 1 as a proper y structure an organI ze grammar, 

standardized dialect, avai lab ili ty of adequate refe rence materi cll! and the li ke. 

Furthermore since the aforesaid respondents idea te that Awgni is an undeveloped 

language, as much as 40 .9% of them at least more or less prefer the use of Amhari c with a bettcr 

determination and devotion to the use of Awgn i fo r the educational instruction for ch ildren with 

Awgni MT. When this is compared with item 7 of table 12 the attitude of the education officia ls 

has no I signifi cant difference from thc attitudes of both tea :her respondents (x 2 ca lculated= 

15.1 1, tab le va lue Ofxl = 15.507) at a 0.05 level of significan ee. Among the rest 13.6% have no 

opi nion and onl y ~5.5% di sagree on the statement . 

Besides, ta ble 13 reveals that 3 1.8% of the heads and the e,\perts of the educat ion offices 

recommend that ir ,,·as better to give A wgni as a subj ect than using it as an LO r. In additi on as 

much as 68 .2% of these respondents, like those of thc teacher res pondents, agrec that thc 

promotion of A wgni as an LO] is hardl y succcssful so far as it is not introduced to be a working 

language in the area it is spoken. Indeed, since this attitude is in line with what Ouedraogo 

(2000:62) has stated as "the lllo re it (MT) can bu y the grearer va lue it has"; th is side of the 

so lution to thc problem shou ld be provided the necessary attention. 

On rh e other hand with respect to the cx tent or levcl up to which gl-ade Awgni shall be 

used as an LOI and its stntus in determining the r,rt e of pupil s transfcr fro m one grade level ro the 

other the heads and the expert s o r· the educar ion offices ha,·e both points of agreemcnt and 

difference. That is, like those of the teacher respondents, 59.1 % of- rhe m agree the provision of 

Awgni as a subject in the entire schools or the zone but only 36.4% of· them agreed on the poin t 

that J\wgni should be a compu lsory subJccttllat should dererminc ril e promoti on and detention 
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Table 13: Attitudes of the hcads and experts of th e education ofliees towards the implementation 
of Awgni as an LOl (N=22) 

1 No It l' III S 

I Since Ihe introduction of Awgni as ,m 
LOI is beyond the t;;conomic capacity 
of the country. it s implementation is 
inevitably mort:' Orharlllfullhan useful. 

2 Since Awgni has been reduced in to a 
written form rccclHly. it lacks an 
organized grammar, standardi zed 
dialect, and olher linguistic criter ia and 
hence it should not have been 
implemented as all LOI allhis status. 

3 Since Awgni 15 not a developed 
language, it was belief to teach the 
Awgni speak ing children with a better 
determinat ion and devotion in Amharic 
than illlroduc ing Awgni as an LO!. 

4 Since Awgni is not widely spoken and 
call take no where else, it has that 
much belleJit ofbeinfl. an LOI. 

5 Instead of being an LOI , it was enough 
for Awgni 10 be given as a subject for 
all pupils in the enti re zone 

6 Unless Awgni is introduced to be a 
working l anguag~ in the zone, it can 
never ge l promotcd and possess the 
position Ihat Amharic has among the 
comillunity. 

7 All pupils in lht! entire zone should 
take Awgni <I:) a subject unti l they 
leave seconclar\' school. 

8 Awgni should be given as a 
compulsory subj('ct and determine the 
promotion and dctcntion of pupils 
lJ'orn one grade level to another. 

9 A]Jowing each ethnic group to use it s 
(vlT in educational instruction " 'ou ld 
create strong fedi ngs of trib(lli sm thai 
wou ld ultimately Icad to (I 

disintegration of the country. 
10 Most of us don 't want to usc the 

Awgni language to COIlHlllln icalc with 
a friend , a colleague, or a relative 
whom we comc across III an area 
where only I\mhnric is spoken . 

t t Most of us do the iss lle under lluIllber 
to becausc or nol to show ours(']vcs 
"inferior" by speaking all "illlt' rior" 
!'lllguage. 

12 1\1 its Cllrrl!nl stal uS J\wgni call be 
implemcllted as all LOI lllllil grade 
ci 'Ill. 

13 The problem cnlangkd against the liSt: 

or J\\vgni as an I.Ot is a probk'lll ur 
il1lpkmellliltio ll hut nol or a plllir> 
probkm. 

CA 

5 22.7 

2 9. 1 

·1 18.2 

2 9.1 

4 18.2 

6 27.3 

4 18.2 

2 9. 1 

2 9. t 

II 50.0 

II 5(J.O 

2 C) . I 

lOG 

Respo nse categor ies 

MA 

9 40.9 

13 59.1 

I 
5 22.7 

3 13.6 

3 

9 

9 

6 

4 

9 

9 

2 

(, 

13.6 

<'0.9 

I 

40.9 

27.3 

18.2 

40.9 

'10.9 

9.1 

27.3 

2 

2 

4 

7 

7 

2 

5 

6 

5 

6 

MD CD NO 
# 'Yo # % 

18.2 2 9.1 

9. 1 .<: 13.6 2 9.1 

18.2 6 27.3 3 13.6 

31.8 9 40.9 4.6 

3 1.8 7 31.8 I 4.6 

9. 1 3 13.6 2 9.1 

22.7 3 13.6 I 4.6 

'73 8 36.4 

22.7 7 31.8 4 18.2 

2 9.1 

2 9.1 

1.5 
II 50.0 

27.3 6 27.3 2 9.1 



Simi!;l rly, like the teacher responde nts of the Awgni Ill ed ium (but unlike thosc of thc 

Amh'lric mediulll) thc prtlp(l r1 ion o f the rcspondcllIS of thi s ca tegory who agrce on the national 

di s integrati ve conseq ucnce o r al lowing each ethnic group to use its MT for educational 

instructi on is lower (27.3",,) than those who di sagree on the assulllPti on. Indeed, this proportion 

is very high i fit is seen rro m thc point of view of the type 0 f the respondcnt category because the 

heads and experts of the edu ca tion offices are crucially placed in the illlp lementation of the 

program from which that Ill uc h di sagreement is not ex pected. In add ition, although the majority 

of the respondents of thi s respondent category ha ve previously reported that they are aware of 

the benefits of using an ~n as an LOI , an overwhelmingly hi gh proportion (86.4%) of them 

agree that as pe r its current status Awgni can not se rve as an LOI up to grades eight. And thi s is 

in agreement not only with their responsei for ite ms 3 and 4 of table 4 but also wi th the 

ex peri ences of some African countri es who re successful in thi s respect (II EP, 2003: 4-8) from 

whi ch lessons shall be gained and changed to an ad,·antage. 

Table 13 al so pOrl m,·s an interesting factual trend in the linguisti c history of Ethiopia 

(Tes fa ye, 197 1 :78). That is 90.9% of the respondents have inva riably reponed that they often 

fee l embarrassed no t onl\· to communicate in AlI'gni language but a lso to assert in public or in 

pri vate that they are Awi in their nati onality I,arti cularly when they are in an area where Amharic 

is dominantly spoken. In ad di tion, all of ti e abol'e proporti on respondents confi rm that they 

think, and indeed [ace in reality, that they wil l be bel itt led and considered as an "infe rior" ethnic 

group by their Amhari c speaker coun terpL1s, if they communi cate in Awgni and declare 

them se il-cs an Awi in thci r nationa li ty in front of the Am haric speakers. 

Fi nall y, respondents or the heads and the expel1s of the education offices were reques ted 

to iden tify the major problem s encountered in the implementat ion of AlVgni as an LO !. li enee, 

54 .6% oft hell1 suppose that tile prob lem is interrelated more to the po li cy than of being related to 

im plementat ion. O f course. alt hough 13.6% of them can not deci de where the problem li es, 

3 1.8% of the respondents m;lkc it a problem of implcmentation. Howevcr, s ince the poli cy 

doc umcnt (TG E, 1994: 23) c10es not infl uence any ethnic group to use its MT for educational 

instructi on the majority rcspondents who allachcd the prob lem to th e po li cy most probabl y seem 

to have lacked to di ffe rcnt iate the pol icy prob lems frolll the problellls of implemcntati on and 

other related cx traneous f' lctlirs. Other wise therc mi ght be incongruence betwcen what the 

govc rnillent says on paper and lI' ilat it docs in practi ce. 

Tallie 14 on the preced ing page di splays the at tit ude of the admini strat ive bodies . 

J\eeord ing ly, 96. 1 % o r til c re'i'"lllicnts ap pa rentl y agrec th' lt nobody elsc ex cept tilc benclic iary 

107 



No 

I 

2 

3 

4 

5 

6 

7 

8 

9 

10 

II 

12 

Table 14: Atlitudes of thc admiuistrati vc bodi es on the implemcntation of Awgni as an 
LOI (N = 26) 

Rcsponse catcgories 
It e illS CA M A MD CD I NO 

# % # % # % # % # % 
It should be the benefi ciary cOlllll1unity 
itse lf but not any olher else that should 
dec ide (he LO! it ust's. 22 84.6 3 I 1.5 I 3.8 - - -
Unless it is implemented as a work ing 
language III the zone Awgnl can't be 
promoted as an LO!. 6 23. 1 10 38.5 7 26.9 I 3.8 2 7.7 
Awgni should be prov ided as a subject in 
Aw i until every pupil leaves secondary 
school. , 17 65.4 4 15.4 I 3.8 3 1'1.5 I 3.8 
Befo re being introduced as al,l LOI Awgni , 
should have been deve lope furth er by I 
being p~ov ided only as a subje t. 3 11.5 9 34.6 2 7.7 II 4 .3 I 3.8 
It is enough to gi\'c Awgn i as a subject 
instead of maki ng il an LO I. - - 3 11.5 4 15.4 18 6 .2 I 3.8 
Since the language is no't that much I 

deve loped to serve for lite rary works, the 
implementation of Awgni as all LOI is 
ahead o ft imc. 4 15.4 10 38.5 8 30.8 2 7.7 2 7.7 
AI its current slaWs Awgni can be an LOI 
up to grades eight 2 7.7 9 34.6 9 34.6 3 11.5 3 11.5 
Allowing each ethnic group 10 usc its MT in 
educat ional instruction wo uld crea te strong 
feelings of tribalism tha t wo' lIe! ul timately 
lead to national di sint~ration - - 3 11. 5 I 3.8 21 81.8 I 3.8 
Most o r us don't usc the Awg Ii language to t 
commun icate with <I friend, a l ollcague, or a 
relative whom \\·0 cOllle across in an area 
where unly Amhari c is spoken : 9 34.6 8 30.8 2 7.7 3 11.5 4 15.4 
Most of the Awgni speaking commun ity 
believes that A\\'gni is infe rior to Amharic. 17 65.4 7 26.9 - - - 2 7.7 
Most of the Amharic speaking commun ity 
degrades Awgni and considers Amharic 
superior to J\wgn i. 15 57.7 10 38.5 I 3.8 - - - -
The curren t problem that Awgni as an LO! 
has faced is a problem of implan tation 
nlther than of being a consequence of a 
pol icy problem. 22 84.6 4 15.4 - - - -

com munity itselF should undoubtedly ca rry out the se lecti on and deci sion of an LO !. However, 

From the objecti ve real ti es of the study area itself thi s is not what is be ing practi ced in real ity. 

That is, for instance, if one observes the ease of the decision for the choice of an Lor for grades 

7 and 8 in Awi, he/she can see that the dec ision carried out by the ANC C 1994, in Amharic: 1-2) 

to make Engli sh an LOI in the grades mcnlioned as o f the 2002/03 academi c yea r has been 

changcd to Awgni with in a years time by the dcc ision conducted by the same body CANC, in 

Amharic 1995: 2) . Ilowcver, when we see Ihe process of the chan ge of this decision we 

unde rstand that il has bccn carri ed out aft er an exchange of a strongly wo rded letters betwecn the 

zonal educat ion dcsk (in fiwor of thc ANC) and Ihe l-cgional education burcau aga inst the ANC 
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(appendixes II -K).Th is can , therefore , poss ibl y tell us that the regional government might in one 

way or another have innuenced the ANC to change its decision that in turn replies that the 

bene fi ciary comlllunity is not practi cally enj oying the right to decide the LOI it wants to use, at 

least th rough its rep resentatives. Furthermore, most li kely it may be the knowledge of such a 

phenomenon that has resulted the majority respondents of the heads and the experts of the 

education offices (depicted by table 13) to respond that the current problem that hampered the 

implementation of Awgni as an LOI is more of a po licy than being an implementation problem 

because it is the po li cy making body or the upper authority rather than the beneficiary 

community itse lf and the loca l autho ri ties who are decid ing and imposing their dec isions to be , 
carri ed out or implemented . ' 

Bes ides, the problel{ ment ioned above is fUli her justifi ed by item 8 of thi s!tabl e. That is 

despite the fact that 42.3% ,of the respondents think that A wgni can current I y be implemented as 

an LOI up to grades 8, a higher proportion (46. 1 %) of them on the other hand responded the 

reverse. The res t 11.5% of the respondents have no opinion to say. Nevertheless. what is 

surprising here is that it was being under such an attitudinal condition that the ANC (the central 

part of which is the respondents of the administrative bodies themselves) has decided that A wgni 

should continue to be an UII up to grade 8 as of the 200412005 academic year. 

Si mi la rl y, although Awgni is not yet introduced as a working language in the zone, not 

less than 6 1.6% of the respondents of the admi nistrative body (the core body of the AJ\C) agree 
! 

that it is impossib le to promote Awgni as an LOT without implementing it as a working language 

in the zone. And when this case is related to item 2 of table 12 and item 6 of tab le 13 there is no 

a signi ficant di fference (x 2 calculated = 16.87 and x2 of tab le value = 21.026 at 0.05 significance 

leve l) among the respondents of the teachers, the education officia ls and the administrative 

bod ies. In addition 53.9% of these respondents at least more or less agree that the 

implementation of Awgni as an LO] is ahead of time because the language is not that l1luch 

matured in its literary capacity to effectively put the program through. 

A very high number (50.8%) of the respondents of the admi ni strative bodies agree on 

AlVgni's provision as a subject for every pupi l in the zone until a pu pil leaves secondary school 

because unlike the precedi ng respondent catego ri es, particularl y unlike teachers may have 

though t the method as a Illeans of promoting Awgn i as an LO!. But the majority (83 .6%) of 

them do not agree on the idea that providing Awgn i as a subject cou ld be enough instead o r 

mak ing it an LOI, which 0 (" course can probably indi ca te that at leas t nominall y th ey ha ve the 

detc rmination to the introducti on of the program. Indeed, 46.1 % 0 (" thelll did not dcny to ex press 

109 



their feelings that it was better to develop the language further by providing only as a subject and 

preparing different li tera ry works and read ing materials before directly introducing it as an LOI 

soon after its reduction in to a written form. 
I I 

On the other hand, like the other respondents, 84.6% of the respondents of the 

administrative bodies beli eve that allowi ng each ethnic group to use its MT for educational 

instruction does not create a feeling of tribalism that would result in the di si ntegration of the 

country in the long run. When we compare this response with the responses of the teachers and 

the education offic ials (table 12 of item 9 and table 13 of item 14 respectively) fo r the same 

question we can understand that there are a signi fica nt difference among the attitudes of the latter 

two respondent(ategOries and the former respondent category where the x2 va lue is found to be 

33 .58 at 005 Irel of signifi cance because the tab le va lue of x2 
= 2 1.b26. In fact 11.5% of the 

respondents of the admin istrati ve bodies fear the inevitability of t/1e consequence, although 

Tesfay ( 197 1; 77-78) has indicated that there is no an adequate and that much materialized 

evidence to show an abso lutely settled, in tegrated and harmonized environment among the 

different ethnic groups in the hi story of the country ever since the cstablishment of an Emp ire 

state of Ethiopia. 

The Ot'ler variab le that was sought to be investigated wa' the se lf-efficacy of the 

respondents unjer study. Accordingl y, table 14 depicts that 65.4% of the respondents did not 

deny that most of them were not willing to communicate in AlVgni in liublic or in private in areas 
I 

where only Am haric is spoken. Moreover 92.3% of them agreed that most of the Awgni 

speaking community is a victim of a misunderstood attitude that Awgni is inferior to Amharic. 

Similarly 93.2% of them confirm that most of the Amharic speaking community unknowingly or 

knowingly underestimates both Awgni and the Awgni speaking community and overestimates 

Amharic by mak ing it "superior" to Awgni. Many of the respondents, moreover,disc losed in 

their reactions to the open-ended questions that the Amharic speakers who do not laugh on a 

European who makes many grammatical mistakes in Amharic undoubtedly used to laugh on thc 

same mistakcs cOl11m itted by an AWgili speaker Ethiopian. Probably th is gri pping attitud inal 

defect may have resulted ill the rcspondents to get ashamcd to speak Awgni and declare 

themselves to be l11el11bers of the Awi nationa lity be it in public or in private. 

Finall y tile respondents of the ad ministrative bodies wcre posed to respond whether the 

currcnt probl cm in the il11plementati on of Awgni as a LOI stems from a policy probl em or from 

defects in implemcntation. Accordin gly, none of thcm havc responded that it is a policy 

probl em. Among the implcmcntation problcms faced thcy includcd tile lollowing variables in 
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their answers lor the open-ended qllestions. The first and the core problem was found to be the 

attitudinal problem of the eOllllllllnity whereby it not only gives a hi gher va lue to Amharic than 

Awgni but al so takes pro licicncy in Alllharic as a symbol of civ il ization and prest ige. In 

connec tion to thi s,they added, the community, withollt rccognizing both the provision of other 

subjec ts in the Awgn i medium and the devclopment of A wgn i fa r and wide in all its orthographic 

and lexical aspects al so considers the education in the Awgn i medium as if it is simply teaching 

their children the Awgni language that they already know. 

The second prob lem these respondents di sc losed is that because of the attitudinal probl ems 

all the public sector, including the ad lllinistrat ive bodies, from the tc,>p zonal down to the kebele 

and school level not only denied the necessary attention but also lacked the necessary awareness 

and an adequ j te deterlllination to implement the program dTective lr . And thi s has resulted in 

the clllergende of a third major problem which i; lack of supplying the necessary human, 

mareria l and financial resources so that adequately trained teachers and other profess ionals as 

well as inputs of standardi zed and qua lifi ed curri cu lar and non-curricular material s as well as 

facilities and furniture are not fu lfilled and supplied on time. And in fact the preva lence of all 

these problems are confirmed by both the teacher respondents and the respondents of the heads 

and the exper s of the education officcs in their reactions for the open-ended questions. 

3.4 The Practices and Supplies to Implement Awgni as an LOI 

By the word practi ces here the student researcher has sought to investigate the status or role of 

A wgni that it plays in the correspondence of the entire cOlll munity both in the public and the 

pri vate businesses of the socie ty. Sup pli es, on the other hand, refe r to the extent and status of 

resources and/or inputs supplied For the success ful implcmcntation of the program. When we see 

what table I S revea ls above from this perspecti ve except for the day-to-day li fe act ivity of the 

cOl11munity within itse lf and pupil s during the teaching lea rning activity in the class room, 

AlVgni is never used as a l11 eans of correspondence and cOlll mu ni ca tion. That is, to begin with, 

except the tcaching learning acti vity, the school itselF corresponds both within the school and in 

intcrschool co rrespondences through the Amharic mcdiulll . This can clearl y be seen from the 

responses for items 3-8 and 12 of the teacher and parent respondent s respecti ve ly. In add ition 

the ta ble rcveals that both the zun;J! ;lIld lVo reda education urf iccs ncver used to cxchange let ters 

with schools of Awgni med ium by us ing Awgni. Furthermorc, almos t none of the se rvice giving 

public in stitu tions, including thc I() rcfro nt advocates of lIslng an MT (the admin istrati ve bodies) 

used A IVgni to run mcctings with the local cOllllllunity. 
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Table 15: The role of Awgni in community correspondence 

No. Respondent 
Category 

Items 
Lan uage categories 

Awgni Amharic Both 
# % # % # % 

Heads I Your office corresponds (exchanges letters) wi th 
& Experts of i----::-!..:t",h"c-,s",c"ho",o",l",sc:tc",a"c"h"in,,'l! ,,-,,,,'n,-,A~\V~g,,,,-i ","'",c"d"iu",,,,,, "il1'-----;--;-;-+---"-_4-_-_-+-=2"'2'--11--'-1,,0,,0_ 1-_-_+-_-_-I 

2 Whatever meet ings and discussions arc held 
the concerning the life of the Awgni speaking 
Education commun ity in your worcda the authorities most ly 
Offices nlll the meetings and prepare the discussion 

(N=22) 

c 
or 

" <~ _ '0 

.= ~ 
or II 

.:: Z; 
~ 

" g 

mi nutes in 

3 The language of the notices the school 1uscs to 
write (correspond) concerning teachers, pupils or 
the entire admini strati on. 3 

4 The language in which tcachers usc to \\T Ie their 
applicat ions and different adminislraIiv Issues 

! within the school. 1 
5 The language in which the s~hool corresponds 

(exchanges le tters) with the woreda education 
orticc and with the kebelc and woreda 
administra tive ortices, 

6 The language in which the school rum meet ings 
with the school administrat ion cOl1l1llitt~c and/or 
with the local community. 2 

7 The languages in wh uich minutes arc held in the 

22 100 

4.5 52 78.8 

1.5 63 95.5 

66 100 

3.0 49 74.2 

II 

2 

15 

16. 
7 

3.0 

22. 
7 

meetings like those men tioned above, --:c-+----+--- _+...:6,,6=-+-...:1,,0:..:0,--+_- --1r------I 
8 The language in which clearances arc \\'[ ((en for 

pupils while leaving the school. 4 
9 The language required for the daY-lo-day life 

activity ufthe L:uml11unilY in til is area, 55 
10 The language that thc local courts, administrative 

institutions, development agents, mher legal, 
social and economic institutions such as the 
cli nics and health centers usually usc to 
correspond (exchange letters) to each mher and 
with the community. 

1 I The language that the worcda and zonal 
administrat ive authorities usually usc 10 make 
speeches and discussions In the m~cling and 
othcr occasions with the local communi:y, 

12 The language that teachers often use when 
discllssing with the school committee or \\·j th the 
entire local community, 

13 The language your teachers often used III a 
classroom explamllion wh ile you were I~arn ing 

6 

in grades 1-6 47 
14 During the school breaks you often rOlnJmlllica te 

with your classmates or friend s in 74 

6.1 59 

83.3 6 

66 

56 

8.6 46 

58.8 3 

92.5 

89.4 

9. 1 

94.3 

80 

65.7 

3.7 

3 

5 

4 

14 

18 

30 

6 

4.5 

7.6 

5.7 

20 

25. 
7 

37. 
5 

7.5 

Nevertheless, literary evidences show Ihal if language policies are sought to be 

successfu ll y implemenled and the goals achieved as are planned, they should tight ly be reco iled 

with every li fe aspects of the soc iety (Oucdraogo, 2000: 63-68). To begin with both a better 

access of the maj ority of Ihe population to the laws regulations and directives des igned by a 
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government as well as the creation of an attitude of pride, confidence and self wOl1hiness to its 

language by a specific ethni c group is achieved by the trans lation of all the administrative, legal, 

and political documents to its MT and implement it for the public services. For instance the 
I 

trans lation of documents like the certificates of birth, marriage, land tenure, the constitutions, 

penal and civ il codes, cultural heritages, religious documents etc. can be used as a good strategy 

in the achievement of the implementation. 

Besides, for the achievement of an active participation of that communi ty both in making 

decis ions and implementation of a specific pol icy or program tbe different socio-economic 

practices in a specific local ity should take the lin1guistic objective rea liti es of that loca li ty in to 
I 

account. This includes the implementat ion of the 1~T language of that community when dealing 

on all its own affa irs. Otherwise, if the languar selected to serve in that locality for such 

governmenta l and non-governmental development businesses is strange to the majority of the 

commun ity, it limits the participation of the community and ends up futile. Thus, the use of an 

MT for such activities not only promotes the MT language but also plays a central role in the 

effectiveness of the implementation of the different development policies and programs, each 

promoting the other mutually. 

The extent of the quantitative and qualitat ve availabi li ty of the different resources and 

the interests the community show to the implementation of Awgni as an LOr as viewed by the 
I 

teachers of the A wgni medium is shown by tabl e 16 hereunder. To begi n with the tab le depicts 

that contrary to the NETP (TGE, 1994:23) leave alone using nationality languagesas LOIs in the 

TTls and colleges, almost none of the teacher respondents have received at least a sati sfactory 

training as how to teach in Awgni medium and the majority of them sho,v no interest of teachi ng 

in Awgni medium. Furthermore, these responde nts state that the interes t of the other teachers, 

paredts and pupil s is worse than their own interests and determinations. 

Simil arl y, the attention and support provided by the concerned stakeholders does not 

seem encouraging to run the programme furth er. That is according to the teacher respondents the 

proportion of the support provided by all the community, the principals and the heads and the 

ex perts of the educat ion offi ces is not more than sa ti sfactory. In fact concerning the support 

provided by the principals, 4(6. I %) of the 6(9.1 %) who responded ve ry high and 6(9.1 %) of the 

11(16. 1%) who responded high are the principa l respondents themselves which by itself tell s us 

that the respondents who elaim that principals prov ide a hi gh support al'e not the teacher 

respondents but the pr incipal respondents theI11 selves. In fact when we look at the table as a 
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Tab le 16: Teacher reactions to the quantitative and qnalitative availability of resonrces 
and on community interests to the programme (N=66). 

o 
Z Iteill s 

I Thc training YOli received how 10 teach in 
I\wgni medium. 

V II 

ff % 

2 Your inlerest to leach in Aw~ni rncrJiul11. 8 12.1 
3 T hc interest and dctcnnination of thc other 

teac hers in the sc hool to teach in I\wgni 
medium. 2 

4 The intercst of parents to send their 
children to a schoo l using Awgni medium. I 

5 Tile interest of pupils to learn in Awgni 

6 

7 

8 

9 

10 

II 

12 

13 

14 

15 

16 

17 

18 

19 

20 

21 

21 

23 

medium. 2 

Thc support provided by thc local , 
community for lh e success of the 
education in Awgni medium. 2 

The aOcntion and support given by the I 
principal lor the education given through 
AWJ!ni medium. 6 
The support provided by thc heads and 
expcns of the zonal and the wored:; 
education offices for the success of th ... 
program. 

The skill in Awgni lan guage of most 01 
the heads and cxpcrts of education oHiees 

to give the necessary back up for the I ' 
cducalion in A wgni medium. ... 

The capacity of the heads and experts ot I· 

woredn edllcation offices to give the 
necessary support lor the education 
program in Awg ni medium 

The interest and determination of the 
heads and experts of the zonal and woreda 
education offices lor the success and 
fruitfulness of the educalion in Awgn i 

6 

mediul11. ~ 

The motivati o n givcn by the goverrlmcJl1 
lor the teac hers telIChing in Awgni 
medium. 

The opportunit y of the te;lehcrs to 
participate III workshops and awareness 
creation forums such as in the prcparation 
and evaluation of curricular material s. 
skill development programs of teachi ng in 
Awgni medium, III different short tcrm 
trainin g programs, etc. 

The educatio nal qualification of the first I 
cycle (1-4) primary teachers. 

The number of teachers in the first cycle I 
(1-4) primary. 

The educational qualificatio n of the 
second cyc le (5 -8 ) prim:lrY IC;lchers 

The numbcr of teachers III the second 
cycle (5-8) primary. 

The unifo rmity oftl!e ctlrricul"r l1lalerials 
prepared by the tran s lation of the Amhari c 
vcrsi on. 

The qual ity o rt he curric ub r materials . 

The quant ity o r the curricubr matcrials I 

;\v,!ibbk 

The qu;dit y of thc nOll -curricular I 
Illaterial s. 

Thc qU;!II tit y uf 
111:!!crials ;l vaibblc 

no n-curri c ular I 

Th e IlU!IIbLr of non· curricular In:Hcr ials 
IJI"Lp:Jred hy the !c:!chcr~ u(thi .., schonl 

I 

3.0 

1.5 

3.0 

3.0 

9.1 

61 

9.1 

6 . 1 

H 
ff % # 

15 22.7 15 

8 12.1 21 

1.5 2 

6 9. 1 3 

2 3.0 6 

11 16.7 24 

4 6.1 5 

6 9.1 5 

8 12.1 8 

7 10.6 14 

1.5 

2 3.0 8 

13 19.7 45 

15 22.7 42 

21 
12 

19 

3 

11 4 

Response catc!!or ics 
S L VL NA 

% # 'Yu # % # % 

12 18.2 35 53.0 19 28.8 
22.7 20 30.3 8 12.1 

31.8 29 43.9 6 9. 1 

3.0 19 28.8 43 65.2 

4.5 29 43.9 16 24.2 10 15.2 

9.1 12 18.2 22 33.3 22 33 .3 

36.4 21 31.8 3 4.5 1.5 

7.6 24 36.4 21 31.8 12 18.2 

7.6 21 31.8 19 28.8 II 16.7 

12.1 21 31.8 18 27.3 7.6 

21.2 21 31.8 16 24.2 6.1 

1.5 5 7.6 12 18.2 <7 71.2 

12.1 23 34.8 15 22.7 18 27.3 

68.2 s 12.1 

63.6 9 16.3 

1.5 IS 27.3 23 34.8 36.4 

29 44.0 35 53.0 3.0 

318 23 3<.8 II 16. 7 II 16 .7 

33 )0 19 28.8 3.0 

28 8 2< 36.4 22 33 .3 1.5 

1.5 3.U 45 IX 27.3 

1.5 II 16.7 37 56. I 17 25.8 

' .5 2S.8 26 3').4 IX 27.3 



whole the sLipport prov ided by th~ princ ipals is beller than that of the support rcndcrcd by the 

cOllllllunity and the education oni~~,. 

In addition to these, the ,k il b in Awgni, the interests and determi nations as we ll as the 

capacity of the heads and experts llf th~ education offices arc wOl1h deal ing in thi s regard. Thus, 

thc table depicts that as di sclosed by the tcacher respondents among the education officials only 

15.2% of them possess a high skill in Awgni language. The majority of them have 101"01' very 

low skill s out of which 16. 7% (mor~ than those who have a high ski ll) have no Awgni language 

ski lls at all. MOI-eovcr, as can b~ seen in items 10 and II the majority of the heads and the 

experts have neither a high c"pac-ity nor a high interest and determination to sUPRort the 

education in Awgni medium. 

Moreover, according to tho majority of the teacher respondents the motivation aplJlied by 

the government for the teachers id preferab le to say nil because 7 1.2% of them have rep l(ed that 

there is no any motivational effort at all and 18.2% and 7.6% respectively reported it to be very 

low and low. Leave alone the necessary training and motivation, it is on ly 3.0% of the 

respondents who believe that the,' have obtai ned a hi gh opportunity to participate in workshops, 

sem inars and other awareness de"el opment forums of using Awgni as an LOr. The rest have got 

a low or none opportunity in this I ~ spect . 

When we come to tbe issuc:s of the qualitati ve and quantitative resource supplies t.le table 

portrays that it is on ly tbe suppl' of the first cyc le (1-4) pril11ary teachers that is fulfilled to the 

extent of a sat isfactory level on awrage. Concerning the rest of the resources including ieachers 

of the secane! cycle pril11ary (relari,'c to the pol icy standard) and both curricular and non­

curricular materi als, the teacher respondents witness that the supply is either lo w, 'Try low or 

totall y absent. In addition, the lll<tJ ority of the teacher respondents not on ly di sc losed that there is 

lack of thc unifolm ity of the translated curri cular l11aterial s but also did not deny that the non­

curricul ar supportive l11aterials prepared by the teachers themselves at a school level are far 

below sa tisf;1ctory. 

To crosscheck the responscs of'the teachel- respondents SOl11e of the quest ions of tab le 16 

were also posed to the heads and c\pc rt s of the education offices. Tables I 7 and 18 display thi s. 

Thercio re , consistent to the teacher rcspo ndents, thc l11ajor ity (50.0% and 63. 7% respectively) of 

the respondcnts of this category agrec not onl y on the quant itat ive shortagc and lack of 

qualitati ve' il11provel11ent of the curricu lar l11 ateria ls but also on a lil11ited back up of the 

progral11me by the necessary supplcnlcntary readers or non-curricular l11atcrials. In addition a 

signifi can t proport ion (40 .<)'1<,) or Ihl' hcads and the experts of the educat ion orti ces ag ree with 
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thc teachcr respondents on the fact that the curricular material s lack locali za tion. Onl y a few 

hi gher propoltion (45.5%) of them di sagree on the prescnce of the defect, and thi s is the on ly 

deviat ion of the respondents of th is category from those of the teacher respondents in thi s regard. 

Concerning Ihe avai lability and interest of teachers the respondel\ts under study have 

reacted for items 5 through II of table 17. Correspondingly, concerning the presence of 

adequate teachers for the first cycle ( 1-4) and absence in the second cycle (5-8) the highest 

proportion of the respondents in this category al so agreed with the teacher respondents. 

Similarly, the agreement of the majority of these respondents with the fonll er ones holds true 

concerning the absence of providing motivation for and the nonexistence of interest and 

determ ination of teac hers for the education in the Awgn i medium. Most probabl y the latter 

might be the cOnSeql)enCe of the fonner. I 
Above all the agrecment of the respondents of the heads and experts of the education 

offices with those of the tcacher respondents becomes more consistent on Ihe trainings the 

teachers ga ined , the awareness they have ,and the knowledge and skill s they posses to teach in 

the A wgni med ium. In other words the majority of the former respondents, like those of the 

latter, revealed that teachers of the Awgni medium have neither gained a train ing to teach in the 

Awgni medium nor lave that much awareness, knowlcdge and skill of it. 11 fact, most (54.5%) 

of these res pondents, the maj ority (72.7%) of whom claim that they by Ihemselves have the 

necessary awareness , on the use of an MT as an LO] in educat ion, are quite sure that teachers 

under such a condition are definitely teaching in Awgni medium, although a sign ifi cant 

proport ion (22 .7%) of th em do not know what thc reality is. 

II C, 



No 

2 

3 

4 

5 

6 

7 

8 

9 

10 

II 

12 

13 

14 

Tallie 17: Reaclions of Ihe head s lind Ih e e'perls of Ihe educalion oflices 10 Ihe supply of 

ed ucalional inpul s and r esou rces 10 the sc hools (N= 22). 

Rcsnonsc ca'coorie's 
Helll DC MC 1\11 01 OK 

# (Yo # % # % ~ % # % ff 

The education provided through 
Awgn i medium has a b:llcmccd 
suppl y and demand of Ihe 
curricular matcri:lls. 4 18.2 5 22.7 6 27 .3 5 22.7 2 9.1 
The curricular m:lt~ri:lls prepared 
fo r Ihe Awgni medium arc often 
being studied. eva luated and 
improved. 2 9. 1 7 31.8 7 31.8 4 18.2 2 9.1 
The curricular m:lIcrials of Awgni 
medi um rcn~c the obj ec tive 

13 
reali ties of A '1 (01 arc well 
IDea lized) . 2 9. 1 8 36.4 6 27.3 13.6 3 13.6 
In addi tion I the curricular 
mater ials the necessa ry 11011-

curricula r refe rence 11l3terials back 
the educat ion in .-\ \\ '!!.l1i medium. 2 9.1 5 22.7 8 36.4 6 27.3 I 4.5 
The fi rst cyck ( I-~) primary 

I 
educati on gi ven in Awgni mediulll 
has adequate number of teachers. 5 22.7 12 54.5 2 9.1 3 13.6 - -
The education pro\'idcc! in Awgni 
medi um in the ".::ond "ycle (5 -8) 
pnmary has ad :quClIc !lumber of 
tcachers who ca 1 fulfill the policy 

I standard. - - I 4.5 5 22. 7 I 16 72.7 - --
Teachers have 2 h~arHclt interes t 
and determination 10 teach 111 

I Awgni medium. - - 3 13.6 10 45 .-1 6 27.3 3 13.6 
Teachers of Ihe .-\wgni medi um 
educat ion arc pro\'idrd with Ihe 
necessary and specia l moti\·a tion. I 4.5 I 4. 5 6 27.3 12 54.5 2 9.1 
Teachers arc proper Iv trai ned 10 I I leach in A wgni medi um. - - - - 10 45 .4 9 40.9 3 13.6 
Teachers or A \\glli mediulll are 1 
well aware or the usc or teaching I 

in Awgni mediu m. - - 2 9. 1 II 50 I 7 I 31.8 2 9.1 
Teachers or Ihe .-\ \\'gni medi ulll I ! 
possess the necessary kno \Vledge I 
<lnd skill s teach Awgni I , 

10 III , 
mcd ium. - - 3 13.6 8 36.4 8 36.4 3 13.6 
You by yo urself arc \\'ell aware of I 

the lise or an ~IT as an LOI III I 

ed uc:l tion. 6 27.3 10 45.4 6 27.3 I - - -

A radio transmissiun progrcl tI1 
, 

backs the edlH.:ation III <Iwglll i 
II h;u iulIl. - - - - I 4. 5 21 95.5 - -
You arc quite su re Ihal all tile 
sc hools that afC required 10 teach in 
Awgn i lIlediu lll dc!inllely teach I 

wi th it. 3 13.(, ~ 40. ') 3 13.6 2 9. I 5 22.7 .-
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Table 18, on the other hand, reveals the extent of the pre-emptive measures taken and 

preparations made for the effective il11plementation of Awgni as a l11edium of education as 

vid'ed by the heads and the experts of the education offices. In thi s regard the first thing, next 

to the preparation of teachers and material resources and other inputs, to be though is equipping 

the structural organization of the education offices and the schoo ls with relevant personnel to 

implement the progral11l11e effectively (Gross , Giaquinta and Bernsteing, 197 1: 139-148). In thi s 

regard the Illajority of the heads and ex perts of the educa tion offices expressed not only the 

presence of the incongruence of the structural organization of the education offices to the 

innovation to be illlplelllented but also its consequence where by the heads and the experts of the 

educr tion offices fa ced lilllitations to give a supervisory , upport for the schools under study. 

The IllOst probable reason for thIS defect as can be observed frolll the precedll1g data of the 

respondents Illight be lack of the skills of the Awgni language of the heads and experts of the 

education offices 

According to the reactions of the respondents the defects of the organizational structures 

of the wo reda and zona l education offices are l11anifested in their efficiency of planning, follow 

up, ; nd Illonitoring and evaluation of the education progral l in the Awgni Illediulll. That is the 

Illajerity (63. 6% and 73.7%) of the respondents respectively believe that the education offi ces 

not onl y lack the capacity of planning, follow up, and Illonitoring and evaluation of the program 
I 

but are al so mostly occupi ed with inappropriate profess ionals to the program that in SU Ill has 

resulted in a be Iter efficiency and effectiveness of the education in the Alllharic programme over 

that of the Awgni one. And this by itsclf has becol11e one of the factors that brought about the 

attitudinal problel11s alllong a ll the beneficiary cOl11lllunity towards th e introduction of Awgni as 

an LO!. Added to thi s, all these respondents gave the reasons for such problelll s in their 

reactions for the open-ended questions that the inconven ience of the civ il serv ice guidelines and 

directives to al low the respective offices to se lect, recruit and plaee professionals of only who 

possess the sk ill s of Awgni is one of the major grounds for thi s probl el11 to COl11e about. 

When we invest igate the role of the different stakehol ders in the il11p lementation of the 

progral11 the experiences of may countries like Ghana, Tanzania, and South Afri ca can tell LIS 

good lessons.That is we ca n see that in addi tion to the education sector the suppOl1 frol11 all 

Icvcls of the administra ti ve bodi es, the c1irrcrent governl11cntal and non-governmental 

organi zati ons, the privatc scctor and such other organ izations (Gclllilc, 2000:207-20; Ahdoh-

II ~ 



'l'ahll- IS ; Ih':lclions uf lh e heads and lla l' l'x pl' rl s uf rh e educaliun ofticcs cO lI l'crnin g th e pre-emptive m:l ions 

ca rrkd onl and Ih e ex te rnal slI pport s Ihe sc hools ga in (N = 22), 

Response cate~orics 
No I Item DC MC MI DI DK 

" % # % # " ' # % " % " / " " I The edul':Jt ional SL'L'tor has the proper 
organizational stl1lcturc fi'olll the top 
zonal education (h:::sk down to a 

school k\"d for thl' sucn'ss of the 
education in the "\\'gni mediulll. - - 3 13.6 16 72.7 2 9.1 I 4.6 

2 The educational OI"tiCl'S provide the 
necessary profl'ssiona l support for thc 
fhlitful ncss o f the cducation in /\wgni 
n\cdiulll, I 6 27.3 9 40.9 5 22.7 I 4.6 

3 The educat ion onices fullow a properl y 
organ ized planning, follow up, and 
n lonitoring and evaluation systems for I tl e success of the education III /\wgni 
n cdiu lll. 2 9. 1 6 27.3 12 54.5 2 9.1 -

4 ~oth the zonal and woreda education 
onices ar.: occupied with the appro pri ate 
profess ionals 10 gIve thc nccessary 
support fo r the education II I /\wgni 
medium. 3 13.6 3 13.6 9 41.9 7 31.S -

5 The necessary budgetary resources 
support the educa tion in Awgni medium. 2 9.1 7 31.S 9 41.0 3 13.6 I 4.5 

6 Both the zonal and worcda 
admi nistrat ive bodies gi,'l' the necessary 
a tention and support for the education 
r 'ovided in A\\,<?:lli mediulll. 2 9. 1 4 IS.2 10 .+5.4 6 27.3 -

7 l1e regional education bureau gives the 
a1tent ion and support exp~cted frolll it. I 4.6 3 13 .6 I 10 -15.5 3 13.6 5 22.7 

S III addit ion to Ihe educational scClor thc 
difTerelH gQ\'ernment~1 and non-
govcrnlll en1<lI organiza tion, the private 
sector and others arc endeavoring with 
determination to strengthen and motivate 
the educat ion in Awgni medium. - - - 6 ' 7.3 16 72.7 -

9 Both the zonal and woreda 
administrative bodies usually consult the 
community to convince it to apreciatc 
thc education prov ided III /\wgni 
mcdium. I 4.5 3 13 .6 10 .+5 .5 S 36.4 - -

10 Primary education in Awi has sta rted \ 0 

be provided III Awgni mcdiulll aftcr 
consulting and convincing tile concerned 
community. - - 9 41.0 10 45.4 3 13 .6 

II The choice of an LOI for a spccifi c 
commu ni ty should be carricd out by the 
bencficiary comlllllllity itse lf but not by 
any olher external body. 13 59. 1 5 22.7 2 9. 1 2 9.1 -

12 Awglli has becn in troduced as an LOI 
aru.:r it was proved that it ean scrve rUI 
literary works and the necessary 
pn.:n.:qui ~ ilCS W(;l"l: fllilill(;d. - - 3 I] J) IB S I. 8 I 4.5 

13 Sine!; it has been in trudm:ed bl'forc the 
Il(;cessa ry preparatiulls arc l1lade lhe 
edlH.:atiull in AWgili JIleditJIll is Illure uf 
uisativantageoll "; \IJan at!'·'llJlal!,cuus. (, 27 . .1 9 40.1) 5 12.7 - - 2 I) . I 

---
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Kumi , 1999:2; Bamgbose in ADEA, 1996:7 and ADEA, 2003:4) is indispensably important for 

the success in the implementation of MTs in educationa l instruction. Nevertheless, as can be 

seen from items 5 through 8 of table 18, the majori ty of the respondents of thi s di vision inform 

us that that much necessary attention and Ibudgetary supplies are not given to the program from I 

both the admini strative bodies and the regional education bureau. Above all , all of them have 

uniformly repl ied that there is no any other organization other than the education sector and the 

administration offi ce that are concerned and engaged in thi s task. Even the majority of the 

benefi ciary community is not willing to support the program unless the admi nistrative bodies 

influence it . 

Moreover, an overwhelming majority (86.4% and 8 1.9% respectively) of the respondents ' 

of the heads and the expel1s of the educ,tion offices did not hesi tate from disc losi ng that the I 
introduction of A wgni as an LOr exc lud,ed not on ly the consu ltat ion and the consent of the 

benefic iary community at the beginning but also lacked a consultative and persuasive measures 

to be taken to convince the cOlll munity even at its current status except carryi ng out some 

niggled activities. Besides, all of the respondents agree that Awgni was introduced as an Lor 
before the necessary literary preparations were made. Indeed, even being introduced under such 

defective condi tions, the maj ority (68.2%) of the respondents fo und that the education in Awgni 
1 

mediulll is not more of advantageous than di sadvantageous. 

The last category of respondents' that were reques ted to react on the per-emptive 
I 

measures taken to implement Awgni as an LOr were the adm ini strative bod ies of both zonal and 

woreda level. Below, tab le 19 reveals this. To begi n with, unlike the rest of the respondent 

categories the majority (88.5% and 84.6% respective ly) of the adm ini strative bodies not only 

think that the ANC is the decision body of the se lection and implementation of the Lor in the 

zone but al so affirmed that the implementation of Awgni as an Lor was decided on the basis of 

the consultation and in terest of the beneficiary comll1unity 

Nevertheless , when thi s response is cOll1 pared with the respondents of the teachers (itell1 

9 of table 7) and the education officia ls (item lOaf tab le 18) independently, it showed a 

significant diffe rence. That is the x2 va lues between the respondents of the two teacher 

categories, the Awgni ll1 ediull1 teachers and the education offic ials, the Awgni ll1ed iull1 teachers 

and the admin istrative bodies, as we ll as the education offi cial s and the admini strat ive bod ies at a 

0.05 level of sign ifi cance is obtained by ca lculation to be 5.63, 5.04, 57.3 1, and 34.7 

consecu ti ve ly. Hence, since the table va lue of the x2 is 9.488 at the same level of significance 
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T:lllk 11): Rcactions or till' :ldmil1istr:l li\'c bodies on the prl'-l'mptin' actions 1;II,c l1 10 illlplcmcnt AH"g ni as:1II LOI (N=26) . 

Item 

I Thc selec tion of an LOI lor primary education 
III Awi has bcen dCI.:ided by the Nationality 
Council 

2 Thc education given In Awgni mediul1l is 
based on thc consultation and interest of the 
entire community including the teachers. 

3 When it was deeidl'd to glvc educat ion III 

Awgn i medium the IC \"I,'lup to which it was to 
bc implemcnted and the responsibility and 
authority of each adillini st rati\·c echelon was 
c1ea rl v defined. 

4 The community is happy and III favor of the 
cdueation in Awgni mediulll. 

S The teachers support [he provision of primary 
education for children of Awgni rvlT in Awgni 
medium. 

6 Since thc education In Awgni mediulll IS 

backed by the necess3:·Y rl'scarch findings and 
consequent illlproVClllt'nts, the cOlll lllunity is 
\\·ell aware of its bencfll . 

7 The education III A\\·gni med iulll has got the 
l1l'ccssary attention and an all-round support 
from the respecti ve administrative bodies. 

8 The regional education bureau is making the 
necessa ry contributions expected fi·om it for 
lhe fi'uitf'ulness of the eelucation In Awgni 
med ium, 

9 The regional gowl"Ilml'nt provides the 
necessa ry support for the Sllccess of Awgni as 
311 LOI. 

lOIn addition to the education sector other 
governmcntal and non-govellllllental 
organizations, tbe pri\·ulc sector and the like 
are dcvotcdly playing the role expec ted from 
the lll for the success ofthc education in Awgni 
med ium. 

II The education in A\\"gni mediulll possesses the 
requ ired human reSOllrce. 

J 2 The education in Awgni mediulll in the second 
pri mary (5-8) IS supplied with teachers 
fulfilling thc rcquircd policy swndards. 

13 In the Awgni speaking comlllunity areas publi c 
organ iza tions sllch as lht: local COllrts, the local 
adm inistration, heallh ecntres O! clinics, 
deVelopment agents and other social, 
economic, and legal institutions corresponds 
(exchange letters) with the local community in 
AWj.! lli . 

14 The regi onal mass media and the press have 
given the necessary place for Awgn i so lhat it 
call be promotcd thruligh broadcas ting ,md 
publ ication to reach to the: cUlllll1unity. 

15 Providing education II) /\ wglli med iulll has it 

# 

19 

5 

4 

2 

3 

8 

DC 
# 

73.1 4 

19.2 17 

15.4 10 

3.8 23 

7.7 15 

I 1.5 15 

30.8 17 

10 

9 

5 

6 

2 

2 

Res pon se Cataooril's 
MC MI 01 DK 

# # (Yo # % 

15.4 2 7.7 3.8 

65.4 2 7.7 2 7.7 

38.5 3 11.5 6 23. 1 3 11.5 

\ 
88.5 I 3.8 I 3.8' 

57.7 S 19.2 I 3.8 3 11.5 

57.7 S 19.2 3 I 1.5 

65.4 I 3.8 

38 .5 8 30. 8 4 15.4 4 IS . .:! 

34.6 8 30.8 G 23 .1 3 11.5 

19.2 5 19.2 16 61.5 

23.1 II 42.3 5 19.2 4 15.4 

7.7 13 50.0 10 38 .5 3.8 

7.7 (, 23.1 16 61.5 3.8 

7 26.9 16 6 1.5 3.8 

I_-+::c:ck:::,,~r .::".::i r::."~':::rr.::1C=-I-.:v::i s::i::o:.:I1,-. __________ +---'2"J~I--X~X~.-'-5 1--=-?--1--..-C
'
c.· =-7--1_--"--1 __ --"-+ _-,1_-1---,3"-,.",8_+---'--1-_--'---

J (J The ailll and vision of lIlt; CdUCilliull ill Awgni 'I 

Itlcdilllll e;11l b e achicvcd Ull tilile (J 23.1 I H 2 7.7 
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these va lues indicatc that a significant difference is obvious ly seen between the respondents of 

the administrative bodies and the rest others, but not among the rest of the respondents, 

Moreover, as can be understood from the reactions of these respondents for items 3,4 and 

5 the majority of them claim that the responsibility and authority of the acim iniJtrative bodies 

from regional to woreda leve l is clea rl y defined and the decisions conducted on an LOr are held 

as per this system of authority, Bes ides, they rep li ed that the enti re community including the 

teachers are happy and in favor of the provision of education in Awgn i med ium in the zone, 

However, the reacti ons of the rest of all the respondents, appendixes J-I through K as well as the 

implementation guidelines declared (ANC, 1994 in Amharic: 1-2 and 1995 in Amharic: 2) 

disprove what the admini strative bodies have witnessed, The case of item 4 in the table under 

discuss ion was given a spe1ial attention and compared with the response given br the teachers 

for item 4 of tabk I G, And based on this comparison the x2 va lue was obtained to be 76, 73 at a 

0,05 level of significance (tab le va lue of x2 =9.488), And this indicates that there is a signiticant 

difference on the perception of the two respondent categories concerning the feel ings of parents 

toward the education in the Awgni medium, In fact the preceding fi ndings in th is paper show the 

majority of the respondents inc ludi ng the paren ts themselves are in favor of the responses of the 

teacher respondent , i,e,pare liS are not happy and do not favor the introduction 0: Awgni as an 

LOl. 

Si milarl y the majority (96 ,2% and 69,2 %) of the respondents of the admi nistrati ve bodies 
I 

respectively claim that the educati on in AlVgni medium has not on ly ga ined the necessary 

atTention but al so is backed by the necessa ry research findings and consequent improvement'S. 

Thi s is al so in di sagreemen t with the rest of the respondents and the aforementioned appendices 

on which a signifi cant difference (x 2=22,09) is reflected at a 0,05 level of sign ifica nce (table 

value ofx2=9.488) when compared with the educat ion offic ials (item 6 of table 18) , On the other 

hand the majori ty of the respondents in thi s category di sc losed that the support rendered by both 

the regiona l government and the regional education bureau to the program are inadequate and 

below what is expected fro 111 , Consequentl y, when eOl11pal-ed wi th ite l11 7 of tab le 18 there is no 

a significant differencc (x2 calculated =4,92 and tab le va lue of x2=9.488) at a 0,05 significance 

level between the respondents of the education offic ial s and the adl11inistrative bod ies in thi s 

respect. 

Moreover, in I inc with the precedi ng respondents, these respondcnts agree that cxcept the 

ed ucational sector and the adl11inis trative bodies of al l levels , there is no other orga ni zation 

engaged in the acti vi t), under discuss ion, In addition to thi s the rcspondcnts arc not reluctan t to 
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di scl ose tilat tile education in Awgni med ium does not possess til e requi red il uman resou rces, 

pani cularl y teachers or the second primary (5-8)who can fullill the required policy stanciards. 

This was al so com pared to items 17 of table 16 and 6 of table 18 and no significant diiTcrence is 

obscrved (xl ca lculated F 10.45 and Xl table value = 15.507 and 0 =0.05) lamong all the 

respondents, which tell s us that the problem is still there. 

Concerning the practi ces and applicat ion of Awgni in the day to day public businesses of 

the community not less than 84.6% of these respondents admit that there is no a trend of using 

Awgni in the local courts, administration activiti es and other social , econom ic and politica l 

act ivities. Moreover, accqrding to an overwhelming majority (88.4%) of the respondents the 

regional mass media and the press ha ve never given place for Awgni language, which could have 

been one means of promdting the language and poss ibly convincing the local 10mmunity that 

Awgni, like Amharic. is ailanguage that can se rve in all the socioeconomic and politica l aspects 

of society. Thus respondents of all categories have underli ned in their responses to the open 

ended questions that the regional gO"enlment shou ld allow transmiss ion of the different socio­

economic, pol itical and cultural values of the community in the mass med ia and publications of 

the same issues in the A wgni language. 

The last t,,·o qu ~s ti ons posed to the respondents of the admini strati" e bodies were 

whether the implementat iun of Awgni as an LO] has a clearly set ailll and visi<ln and whether 

thi s aiIlI <l Il d vision can bt achieved in the spec ified time or nor. According to the responses 

indi cated in the table the majority of the respondents have reacted that the program has a clear 

aim and vision that can be achieved on the specified time. But the student researcher cannot get 

any documentary e,idence that spec ifi ca ll y descri bes the goals and vis ions set, be it in the 

education offices or the adm in istration offi ces of the entire zone. 
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CHAPTER IV 

SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 

4.1.Summary 

The main purpose of thi s study was to investigate the attitude of the stakeholders towards the 

implementation of Awgni as a medium of education in the primary schools of Awi, one of the 
, I 

zones established in the Amhara region on the grounds of natiohal identity. The unresolved 

debates an~ controversies of the stakeholders on the implementatibn of Awgni as an LOI since 

its introduction in the 1996197 academic year have ini tiated and at,iributed the student researcher 

to carry out thi s study. 

To this effect the student researcher has formulated basic questions that address the 

following vita l issues: (I ) the attitudes that the stakeholders have towards the new language 

policy in education and the causes and consequences of those attitudes; (2) the perceptions and 

reactions 0 . the stakeholders towards the introduction of Awgni j)r educational instl"llction and 

the causes ,dld consequences of these views and reactions on the imp lementation of the program; 

(3) the extenl of the preparation and provision of properly trained ,teachers; (4) the participation, 

awareness and cooperation of the beneficiary community I both in the decis ion and 

implementation of Awgni as an LO] ; (5) the efforts, competence, determination and fruitfulness 

of the heads and the experts of the education offices (executors) to provide the necessary 

supervisory service in the implementat ion of the programme; and (6) the interdependence of the 

awareness, thc atti tude, and the practices and supp lies to affect the program under study 

positive ly or negatively. In order to deal on these basic questions a descriptive research 

methodol ogy was implemented and the nccessary related literarures were revi ewed as much as 

possible. 

In additi on three types of data gathering instruments (Questionnaires,opinionnai res, and 

focused group discuss ion interviews) were prepared and implcmented for 328 samples of 

respondcnts, which were managed by being categorizcd into six groups (parents, pupl s, Awgni 

medium teachers, Amha ri c medium tcachers, heads and experts of the educati on offi ces , and the 

administrati ve bodies) , Most of thc question nai res (except those offered for the parent 

respondents) wcrc morc of a likcrt scal ed opinion nairc types because many educators 
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recommend this mcthod to study such controversia l issues (8 est, 2003:248) in addition to the 

fact that it allows the respondents an opportunity of a wide range of choices (usually not less 

than fivc) than most questionnaircs. Moreover, since the research activity has given a great 

emphasis Ifor the variables mentioned above and developed generalizations in the final analysis, 

it has imp lemented the descripti ve research method. Furthermore, to analyze the data gathered 

the percentage, chi-square, t-test, and Pearson's product-moment coefficient of correlation 

stnti sti callllethods are implelllented. 

Therefore, based on the aforementioned instrulllents and statistical methods the followin g 

resu lts are obtained from the study. 

I. The attitude of the diffe rent stakeholders towards the languar e policy concerning the use of 

an M1 for educational instructi on in the primary schoo ls is lound to be heterogeneous. On 

the ode hand 92 .3% and 52% of the respondents of the adlllinistrative bodies and the heads 

and the expel1s of the education offices respective ly fa vo red the NETt> and its contents 

pertaining to the LO] in rhe primary schools. On the other hand the majority of the teacher 

respondents of both categories and 3 1.8% of the respondents from the education offices 

either agreed only partially or di sagreed completely on the subject under di scuss ion. The 

negati >'e attitudes surfaced have stemmed from the questions of the respondcnts that whether 

the pr,~sent is an appropriate time for launching a new language pol icy in education in the 
I 

country. Their doubts rested up on the unava il ab ility of the indi spensable resources; 

disparit ies in di stributi on of the already available but lil11 ited resources among schools; the 

lack of the consultat ion and the consequent readiness of the benefi ciary comlllunity including 

teachers; the lack of intcrest and cOllllllitl11ents frol11 a va ri ety of crucial rol e players, both the 

educ~t ion offices and the admini strati ve bod ies , fro lll the upper regional down to a woreda 

level and the diffe rent govcrnmental and non go vernl11 ental instituti ons that can play vital 

roles in writing, publishing and di stributing of textbooks and supplel11entary readers; and 

absence of other resource supplies and sel-v ices to run the progral11 effecti ve ly. 

2. The percept ion and reaction of the cOl11 mun ity under study towards the introduction of 

A\\'gni as an LOI and a subject of study also varied frolll one cOlllmunity ca tegory to another. 

2.1 Parents and Pupils:- For parents teaching their chi ldren in the Awgni Illed iulll is not 

different frolll teaching thclll on ly the language that they already know, i.c . J\wgni. That 

is most of the paren ts do not trust that their chi ldren arc learning all the subjects through 

the medium of Awgn i like those of thc pupil s of the Amhari c mediulll learn it in 

125 



Am haric. Moreover, the majority of the parent respondents think that Amharic is a more 

superior and use ful language than that of Awgni and hence consider a man that speaks 

on ly Awgni as less conscious and less matured than a man that can speak Amharic. 

Consequently, they fea r that the use of Awgni as an LO I hinders their chi ldren from 

acqu iring the skill s of such a highl y useful language. Therefore, parents underestimate 

and mistrust the educa ti on in the Awgni med ium and instead give a hi gh va lue for the 

education in the Amharic medi um to \\'hich they have shown a hi gh interest and 

preference for their chi ldren to learn with. Simila rl y, although an overmatching number 

of pupils have revea led that they fee l happier and confidence in add ition to understanding 

thei r education better and faster when instructed in Awgni, an invariably high propo l1i on 

of them disliked the implementation of A \\'gni for their educationa l instruction. Instead 

almost a ll of pupil s prefer the Amharic /medium and wish their improvements in the 

Am haric language even at the ex pense of their MT. 

2.2 Teachers and the Heads and th e Experts of the Education Offices : - Inspite of thei r 

awareness to the pedagogical , psychological, and soc ia l advantages of using the MTs for 

educat ional instruction, the largest proportion of both these respondent categories do not 

have a positive attitude towards the illlrod.lct ion of AlVgni for educational in struction. In 

addition to the reasons mentioned abol"C 10 disfavo r the NETP, lack of an appropriatel y 

structured grammar and standardi zed dialect in the language and its consequences of 

aggravat ing national disintegration are thc rat ionales for these respo ndent categories to 

have a negative attitude to\\'ards the implementation of Awgni for educational instruction. 

2.3 Administrative Bod ies: - These respondent categories, although none of them have 

reported that they used to send thei r children to an Awgn i medium school, reflected not 

only a positive attitude towards the impl ementat ion of Awgni as an LOI but also an 

intention to choose an AlVgni mediu m school in priority to send their ch ildren to lea rn in. 

But practi cally ncithcr of them havc responded that they have used to send their children 

to an Awgni medium school although there are nea rb y AlVgni medium schools arou nd 

most of these rcspondents. 

3 None of the teacher rcspondents engaged in teaching thro ugh the medium of A IVgni have 

obtained any tl'ain ing as how to teach in the ncwly introd uced med ium , the A IVgni languagc. 

Let alone rcceiving a training in the TTls or colleges or encouragement by different from s of 

motivations, 'm Qvcr'll<lt ching majority ('J7'r;,) ur the teacher responde " S have reponed that 

the ir opponunitics of pan iei pating in the workshops, seminars and differen t skill 



developillent Illrll11lS were very fell' or none at all. In other words, it is onl y 3% of thel11l1'ho 

have reported that they have got the opportuni ties to partic ipate in the aforesaid occasions. 

~ An ove rwhel11l ingly high propo rtion of the respondents of parents , teachers, and the heads 

and the ex perts of the ed uca ti on offices have unan illlously exposed that both the decis ion and 

illlp lementation of AII'gni fo r educa tiona l instruction has hardl y consul ted and gave rool11 fo r 

the p3li ieipati on ofthc beneficiary cO l11 lll unity. During the focused group discussions all110s t 

a ll of the parent respondents have revealed invariably that let alone to give an ass istance for 

its success, they have never stopped condemning and cursing the governillent for in troducing 

such a progra l11 which they conside red as a bl ock ing barri er agai nst the access of the ir 

chi ldren for the privi leged Aillharic language that enab les thelll to possess a better life 

opportu ni ty. This is further tes ti~ed by 84.8% of the teacher respondents who replied that 

the support prov ided by the local /col11 11lunity for the success of the prograllll11e is ei ther I,·ery 

low or none at all . Even that very low SU pp0l1 is prov ided not for the sake of givi ng a special 

attent ion to support the progralllille rather it is simply a labor, materia l or financial 

contribution to support the school s like the ones carried here and the re in all the Al11haric 

lll ediul11 schools in the entire zone. 

Moreover, about 86.4% and 65.: % of the respondents of the heads and the experts 0 . the 

education offices and the Awgni Inediul11 teachers respect ive ly know that the il11plemenru ion 

of A IVgni for educational instruction was not based on the consultation and convincing or the 

benefi ciary cOl11lllunity. Even the rest 13.6% and 25 .8% of the above respondents 

consecutively ha vc replied that they do not know whethe r the governillent has consu lted and 

convinced the benefi ciary community before il11pl emen tat ion or nor. Nevertheless, while 

15.44% of the respondents of the adl11inistrative bodies have agreed wi th the above 

respondents, 84.6% of the l11 argue that the introducti on of A wgn i for educationa l instruction 

is pl·eceded by the consultat ion and convincing of the bene fi cia ry cOllllllun ity including the 

teachers themselves. In the sa ille l11anner, although the Illajori ty of the parent and teacher 

respondents thel11 se lves disfa vo r it , the majori ty of the respondents of the admini strat;,"C 

bodies elailll that the en tire beneficiary cOl11lllunity is nor onl y happy and in fa vo r of the 

educat ion offe red through the J\wgni l11ediul11 but give an ass istance for it s improvemcnt and 

succcss as well. 

5 J\cco rd ing to thc reactions of the respondents of bo th the teachers and thc educati on offi cials 

tllClllsclvcs the superviso ry assistanees provided hy bo th the woeda and zonal educat ion 

oniecs is not that Illuch sati slilctory. l3udgc tary shortages and lack of the J\wgni language 
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skill s of many of the heads and the experts of the education offices have accounted for this 

problem to face. In add ition, the lack of interest and determination among many heads and 

experts of the education offices has also contributed for the supervisory assistance to be 

insufficient. 

6 In general one can see from the whole responses given by all the subjects of the study that 

among many of the stakeholders there are attitudinal problems that have stemmed mostly 

form awareness shOitages. And this by itself has resulted in the prohibition of giving the 

necessary attention to the programme that in turn has worsened the attitudinal problems of 

the community. As such the problems entangled in the implementation of A wgni as a 
, I 

medium of instruciion are vic ious ly in terrelated and interdependent to each other whereby a 

solution fo r one call also be a solution for the other. I 
4.2.ConcIusions 

Based on the above fi ndi ngs it is poss ible to derive the following conclusions: 

1 The awareness level of the majority of the respondents (probably except the 

administrative bodies) to distingui sh problems caused by the launching of the NETP and 

problems asso( iated with impl ementation is mixed and obscured. '·hi s is because the 

majority of the respondents seem unaware of the fact that the NETP is si mply an 
I 

explanation of the rights and options given for nationaliti es to introduce their MTs for 

educational instruction so far as they are interested and capab le to imJ lement (see page 4 

of thi s paper). But since Awgni is introduced into the educat ion system before fulfillin g 

the necessary preconditions, it has faced problems to run the programme as eas il y as 

possible and meet its objectives. However, for one thing or another the majority of the 

Awi commun ity, often think as if the policy docu ment influences nationalities to 

in troduce the ir MT for educational instruction and consequently consider problems 

generated due to failures in implementat ion as probl ems of the po licy and show a 

negati ve attitude towards it. 

2 Many parents and commun iti es are concerned about access to higher education, or 

empl oyment 0ppoltunities, or general socio-economic advancements, and regard 

knowl edge of a hi gh status language that is accorded some aura of superiority, for 

instance the Amharic language in the case of Aw i people, as crucial for achiev ing these 

aspirations. or course thes~ goal s are en:ire ly legiti mate and und r:rstandable, but need 
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3 

not be pu rsucd at the expensc of their MTs. And thi s is what most of the respondents, 

parti cularly parents and their chi ldren (influenced by their parents) arc 110t acquainted 

with. In addition we can also conclude that a language preference is not just a matter of 

pedagogical ~nd psychological effectiveness but is li nked to the po li tical , socia l, cultura l, 

and economic factors, inc luding the pcrceived status of the various languages like the one 

mentioned above. Indeed, unless it is a dUlllllly decorated by superfi cia l wordings instead 

of practi ca l applications, Illay be for securing a politica l consumption, the awareness level 

and atti tude of the adlll inistrat ive bodies seems hopefull y encouraging to tackle the 

prob lem frolll all these directions and change the attitudes of parents and their children 
I ' 

towards the implelllentation of A wgni for educat ional instruction. 

Lack of tak inr the pre-emptive ac tions such as the provision of the plroper training in the 

TTls and/or cblleges, capaci tating by on the job training, and equiPping wi lh interest and 

determ ination by implementing sO llle Ill echani sms of motivation, which is analogous to 

the precedence of the cart from the horse, mi ght have been some of the causes among the 

many that brought about a negative attitude of the Awgni medium teachers towards the 

program under stud y. This teacher att itude has also far and wide affected the attitudes of 

pupils and pa ·ents. Probably not with a di fferent reason than thi s, t Ie Amhari c mediulll 

teachers possessing the necessa ry profic iency of the Awgni l angua~e ski ll s are not also 

interested to transfer and teach in the Awgni Ill ed iulll. 

4 Since the stakeholders were n01 consulted and not allowed to get the opportunity to 

participate in the decision of the cho ice of the LO I and its illlp lementation, current ly no 

stakeholder (except the adlllini st rative bodies) is interested and in favo r of implementing 

Awgni for educational instruction. And that is why many parents have uscd to scnd their 

children to urban schools wherc the mediulll of instruction is mostly Amharic leave alone 

to ass ist and encourage the illlpicmentation of Awgni as an LO!. Moreover, the 

implementation of Awgni for educational instruction only in the rural areas has resulted 

in thc exacerbat ion of the mistrust and sll spicion of the cO l11m ll nity on the bencfi ts and 

sustai nab ility of Awgni as an LO!. 

5 The absencc of thc necessary supervisory assistallce by the education of'fices, mos tl y duc 

to lack of budgetary resources and profic iency in the i\wglli language skil ls , has played 

its own ro les to create feelings of hopelessness and suspi cion that is rcll eClcd by the 

negati ve atti tudes of the teachers tow<lrds the progral11. 
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6 The lack of the awareness to the pedagogica l, psychological, and social advantages of 

using an MT over not using it in educat ional instruction has defini tely generated 

attitudinal problems among the community. This attitudinal problem in turn has brought 

about denying the necessary attention to the programme as a consequence of which it has 

bccn suffering from shortages of the required human and materia l resources, which the 

Amharic med ium has not been suffering from. 

4.3.Recommendations 

The fol lowing recommendat ions are forwa rded in light of the above findin gs and 

conc lusions: 

1. ~istor i cal evidences show us that the previous rUl erd, particularl y the emperor's era, 

1111'ays pursued very aggress ive language policies and /approaches in the ent ire country 

which left no doubts in the minds of the Awi people that Amharic is superior to Awgni . 

In other words mastery of Amhari c has by defaul t but not by preference been considered 

by the local community of Awi as one of the di stinctive ly prestigious li fe opportunit ies. 

The devastating effect of thi s aggress ive languagc policy is that in Awi itse lf Awgni has 

. 'een either unde rut i I izcd or underestimated as an inferi. ,r language and hence compl etel y 

\ xc luded from important spheres of pub li c comm un i.:at ions such as being used as a 

medi um of instmct ion in schools, a working language in the area it is spokcn, and the 

like. Curren tly, too, the findin gs of the study ha ve confirmed that there are not only 

extraneous influences digni fying the Amharic language on the one hand and 

underestimating and giving derogatory meanings to the Awgni language and its speakers 

on the other but al so many who are ashamed to affi lm themselves in public or in private 

that they are Awi and can speak an Awgni language. Therefore , the authoriti es from the 

upper regional down to the local or Woreda levcls should apply maximum possible 

efT0I1s to change the attitudes of the communi ty so that everybody's awareness and 

dctermination in the study area, and in fact in thc en tire region at large, gets improved 

and ultimately a co mmunity with hi gh se lf~efficati vc valucs is establ ished. 

2. When aggrega ted together one or th e gencral problems entangled to the implementation of 

AlI'gn i far ed ucation instruction is basicall y an 3ttirud ina l probl em. Thi s problem by 

itself has stemmed from shortages in awareness and the lack of the participation of the 

com mun ity in the decision-mak ing and im plemcntation proccss. Th us attention should 

bc givcn far the room that thc cOlllll1unity should gain to participate and get acquainted 

130 



with the innovation. This is because, no Ill<ltte r its sound peci<1gogieal basis, it is 

sc ientili cally proved that the consultation and participat ion of the bene fi ciary coml11un ity 

in implelllcnting an innovati on like the one under study has undoubtedly a dete rmining 

role in the success or {;lilure of thc programme. Therefore, the concerned body has to 
I 

takc the attitude <lnd interest of the entire cOllllllu nity into account in its future endeavors 

if it ea mestl y wants the fruitfulness of Awgni as an LO !. In doing so, it is strongly 

reeomillended that an educat ive and persuas ive approach be made to al l the stakeholders 

mther than reliance on a coercive approach to secure community interest and support for 

the LOI under study. 

3. Many of the respondents have reported that the e'ducation in the Awgni medium is 

plagued with problems of appropriate teachers, ex perti se, tex tbooks and supplementary 

readers as we ll as obscurities and ambiguities on th ~ lex ica l and orthographic standards 

of the language. 

3.1 . Hence, s ince only understanding and talking the language is not enough, primaril y the 

concerned authoriti es shou ld give attenti on for the preparation of teachers and 

expe l1i se as per the requirements of the policy standards to implement the programme 

appropriately and effec tively. This does not nece .sa ril y demand for the estab lishment 

of a TTl or a college in the zone because the all' :ady availabl e TT[s and co ll eges in 

the region hand in hand with the Amharic program can carry it out. Besides, more 

emphasis should be placed on the development of the conceptual understanding of the 

teachers and the education offi cials conccrning the rat ionales and the implementation 

strategies of Awgni as an LOr. Thi s acti vi ty can be carried out by prepari ng seminars 

and workshops both in the zonal and lI'oreda level in which all the teachers can get 

the opportunity to partic ipate and improve their awareness and ultimately ge t rid of 

the nega tive attitudes they have towards the programme. 

3.2. As rega rds the textboo ks, supplementary rcaders and other suppli es and serv ices, as 

much as possibl e there must not be disparities between the Amharic l11 ediul11 and the 

Awgni l11 ed ium education progral11l11es. Thi s is because the effect of the disparities is 

fe lt higher in its attitudinal consequences than the consequences on it s benefit s. ror 

instance pupil s of the A IVgni l11 ediul11 schoo ls who usuall y observe the presence of a 

radio transl11i ss ion programl11e in the Amharic med iul11 education autol11ati ca ll y feci 

dissa ti s f'IClion and hatred towards the il11p lcl11cn tati on of Awgni as an LO!. Thi s is 

not onl y because they think that the radio programl11c could it ave hel ped tit el11 to 
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acquire morc and better know led ge but a lso because its absence leads the m to 

co ns ider thcmse lves an d their langu:Jgcs inferior to the Amharic spcakers and Amharic 

respeetilely. And hence it is unclear for no one to guess what consequences would follow 

thi s perceptio n. Moreover, means and mecha ni sms should be devised to involve the different 

governmental, non-governmental, and the private sectors to strengthen the rcsouree supplies. 

3.3. Concerning the problems rel ated to the preparation or translatio n of the textbooks and 

supplementary readers as well as to the "bsenee of a standardized dialect and a uni fo rmly 

st ructured gramma r of the languagethc local authorities havc to find so lutions as soon as 

possi ble.That is a standardi zed d ia lect sha ll be selected and a forma ll y s tructured grammar of 

the language shall bc established on a scientific basis. 

4. Ssinee the current s tatus of the languageadeqlwey,the avai labil ity of resources, the interest and 

sympat hy of the entire cOlllmunity is not coqducive to provide education in the Awgni medium in 

the entire primary education,there must be at least a five yea rs ' trans ition peri od both fo r the 

eva lu ation of the past andpcrformancc and for an all -round prcparat ionbeforc mplcmenting it in 

the enti re primary. During that transiti on peri od .therefore,either Awg ni for the first cycle(I-4)"nd 

Amhari c for thc second cyc le(S -8) or Awgni upto grades 6and Engli sh for grades 7 and 8 can be 

used as LOis. 

5. The ro le of A wgni shall extend beyond a scI- )01 level.That is the local autho ritics shall usc it as a 

working language at least at a kebele level th~ll grad ually extends to a zonal level. To begin with , 

the different conferences and sessions held at local leve ls shou ld often be cond ucted in Awgni; 

materials prepared for slIch seminars and \\"orhhops should be in th e A wgni llllllcdium; minutes 

of such conferences should be recorded in AII'gni; the loca l court systems should usc Awgni both 

orally and li tera ril y; etc. Secondly, the AII'gni la nguage should be a medium in every socio­

econornic,poii lic3,cuiturai ,and judicial fibers of the cOll1l11 uni ty,That is, every doclIment that is 

servi ng the community such as the constilU tion,t he different poli c ies and s trategies , the civil and 

penal codes, certifi cates of land tenure, marriage certi ficates,etc should be prepared in or 

translated into the Awgni languagc.Abovc all.the local authori ties should exert efforts for A\vgni 

so that the raeilo broadcasting agency and th<.: press of Amhara region should give place and lime 

of transmission in Awgni that inturn enables the Awi community \0 develop a senec of se lf­

\\"orlhincss by :islcning to the radio and by reading the publications prilll~d in Awgni. 

O. Since the attitudina l problems encountered agaJJ1:ll J\wgni and the Awgni spc ;l ~ itl g cOlllmunity an.: 

110t only aggregated problems of an ages uld dIstortions inherited from gcncra:ion to gcneration 

but al so ;Ire problcms interrelated with the Ollh)(JC. envi ronment, it s sol uti on should !lot be len for 

the Awi cummunity and til e authorities th<.:I\; Rather a coordinated action 0(' all the authorities 

from the top regional down to the lowc r kcbck level is indispensably rcqll1rc<i. 

I " .'-
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2. Appendices 

Appendix A 

Add is Ababa University 
School of G raduate Studies 

Co llege of Educati on 
Department of EdPM 

Focus Group Discussiou "'itlt p J ellts . 
I 

I . Do you ha ve a child or any other family member leaming in this school in Awgn i medium? If you 

re,pond yes what is your aim of teach ing your children? !f you respond no why not? 

2. Do parents think that teaching their chi ldren in Awgni mediu m is usefu l? What about you? What 

about your chi ldren? 

J. If :here was another sc hool using Amh aric medium in your . Llrrounding, would you transfer your 

cil ldren there or make them complete their educat ion in Awg.l i medium here? Simi larl y if you are 

gi' ·en the chance to choose an LOI in this primary school \'Ihat would be your choice? If yu ur 

prl.!fercnce in bOlh is the Amharic medi um why is thal so? 

4. IIho did decid e and implement Awgni to be an LO! in this schoo l? 

5. How much did you discuss conce rni ng the change of LO I wit h the co ncerned bodies? Were you 

conv inced? 

6. Have you ever made any material, financial and/or any other contribu tion for the success and 

promotion of the education provided through Awgni medium? ! f yes in what ways? I f not, why not? 

7. Do you think that lack of communicating in Amharic is harmful and has a great impact in your life? 

I ryes, \vhat is that? 

8. "·hich one do you think is a more civi li zed and matured child from two children the one th at can 

speak Amha ric and the other speak ing onl y Awgni? 

9. Do you think tha t teachers ass igned in thi s school are sy mpathetic and determined to use Awgni as 

an LOI" Ifno t how and why') 

10. /IS a who le, what is you r feelin g and suggestion about th e use of Awgin as an LOI in thi s area? What 

measures do yo u think is better to be taken on it? 

144 



Appendix B 

Addis Ababa Univers ity 
I 

School of Graduate Studies 
College of Ed ucation 
Department of EdPm 

The pu rpose of thi s questionnaire is to obtain infollllation concerning the awareness and attitude of the 

parents o f pupil s on th e education provided through Awgni medium in Awi Admini strati ve Zone of the 

ANRS. The qu estions are purely for research purposes and in po way affect the day to day life of the 

resp~ n d e nt s. The information procured through the questionl,aire will be used only for stati stical 
• I 

ana lj ' is purposes. Thus any information that is given Will / be kept confidenti al. Moreover, the 

cOO lr rat ion of the parents in giving genuine information is hig ,I y valuable for the accomplishment of 

th e study. Hence, parents are kindly requested to be willing to attempt all the questions in the booklet 

attentively. 

Note: - I. There is no need of writ ing the name of the respondent on the booklet; 

2. a) For the qu esti ons with choices encircle anyone of the letters that contain the 

respondent 's choice; 

b) For the quest ions with the blank spaces please ell the answers for the one who writes 

them dov.m; 

3. Thank you in advan ce fo r your cooperation to respond to all the qu esti ons patiently. 
I 

Part I: - Personal-Da ta 

I . Sc.\ Age Educational qua lifi cation MT 1 anguage 

___ _ _ any other language tha t yo u can cOIllmunicate wi th 

2. \IT 01 your lath er ___ ____ you r Mo ther _ _ ____ your wi fe/husband, _____ _ 

3. Do you ha ve chi ldren? A) Yes B) No 

4. If yo u respond nu mber 3 "Yes", what is your chi ldren 's MT language 

A) Awgni B) Amhari c C) both 

5. IVh ich language is often used in you r famil y' s day to day activ iti es? 

A) Awgni B) Amharic C) both 

Part ll: - Questions on th e To pic under Study 

I. VI'hic h language do the loca l courts, admini st rati ve lllst itution, instituti ons of just ice, development 

agents ilnd any other social service giving insti tutions like the health centers usuall y usc to correspond 

",ith cach other as we ll as with the community in your kebele? 

/\) A wgni B) Amha ric C) Both D) I don't know 
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2. What language do the authorities coming from both woreda and zonal admini strat ions to your locality 

often use to make speeches and discussions in the meeti ngs with the community? 

A) Awg ni B) Amharic C) Both D) I don't know 

3. Wha t language do teachers often use to discuss with you during the meetings concerning the school 

and educat ion in general? 

A) Awgn i B) Amharic C) Both D) I don't kn ow 

4. What wou ld you do if there was any other schoo l in your surrounding that prov ides education through 

Amharic medium? 

A) Send my children to learn there through Amharic medium 

B) Send my children to learn in the school using Awgni medium 

C) Difficult to decide 

D) Specify, Ifany ! 
5. WhIch language do you think IS greater from Plwgni and Amharic? 

A) Awgn i B) Amharic C) Both are equal D) I don' t know 

6. From two children with the same age and education status but one speak ing Amharic and the other 

on ly Awgn i, which one do your think is more consc ious and matured? 

A) The one who can speak Amaharic 

B) The one who speaks Awgni only 

C) Both are eq ual 

0) Can't he decided with the language they speak 

E) Spec ify, ifany _ _ _ _ 

7. What language do you prefer most to be the LOI fOi' you r ch il dren (fam il y member) to learn with? 

A) Awgni B) Amhari c C) Engli sh D) Specify, if any _ _ _ 

8. Among the fo ll owing which language do you prefer more to be spoken by your ch il dren? 

A) Awgni B) Amharic C) Eng li sh 

9. Do you have any child ren (or member of your fami ly) learn ing in thi s school? 

A) Yes B)No 

10. Who did decide and implement Awgni to be an LO] in this school? 

A) The government C) ] don ' t know 

B) The community D) Specify, ifany _ __ _ 

II. Docs 11I0St of the local community like Awgni 's implementation as an LOI in thi s schoo l? 

A) Yes B)No C) I clon' t know 

12. Do you likc Lhe implcmentation of Awgni as an LO I in this school ? 

A) Yes B) No C) Undec ided 

13. Cnll YOll cO lllmunicate \Veil ill Amhari c? A) Y es B) No 
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I ~ . II· your answer for ques tion No. 20 is "No" is there any problem you faced and/or you fear to face in 

the future as a result of being unabl e to communicate in Amharic? 

A) Yes B)No C) I don 'I know 

15. If your answer for question 14 is "Yes", specify them? 
I A) __________________________________________________ __ 

B) ____________________________________________________ __ 
C) ________________________________________________ __ 
0) ________________________________________________ __ 

E) __ ~~~~~--~--~~~~--------------------------
12. Do you think thai using Awgni as an LOI is useful? 

A) Yes B) No C) I don't know 

16. Ha ve you ever given any support to promote 'Awgni as an LO!? 

A) Yes B)No I 
17. I f you r response for question number 12 is" '0", what is your reason behind? 

A) I was not asked to do so ~) I don't want to support it 

C) Specify, il any __ _ 

I S. If you respond question number 13 "Yes", what did you do? 

A) ____________________________________________________ _ 

B) __________________________________________________ _ 
C) __________________________________________________ _ 
D) 

19. Do you think th ai most teachers are earnestl · fa voring the education provi ded in the A wgni medium? 

A) Yes B) No C) you don 't know 

20 . ,Vho did dec ide and implement Awgni to be an LOI in thi s school? 

A) The gove rn men t C) I don ' I know 

B) The communilY D) Speci fy, if an y _____ __ 
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Appendix C 

Addis Ababa University 
School of Graduate Studies 

College of Education 
pepartment of Ed pM 

The Purpose of this questionnaire is to obtain information on the awareness and attitude of the 

pupil s on the education provided through Awgni medium in Aw i Administrative Zone of the ANRS . 

Please note th at these questions are purely for research purposes and in no way affect your grades or a 

pass or fail in your education. The infomlation obtained through the questionnaire will be used only for 

stati stical analysis purposes. t ny information that you give wi ll be kept confidential. oreover, your 

cooperation in giving genUin! information is highly valuable for the accomplishment of the study. 

Hence, you are kindly requeste to attempt all the questions in the booklet attentively. 

No te: - I. There is no need of vriting your name on the booklet; 

2. a) For the questions with choices encircle anyone of the letters that contain your choice; 

b) Put a tick mark (.f) in the corresponding boxes in front of their respective statements for 

the questions in the tables and with choices given in five point scales; 

c) For the questions with the blank spaces please fill the blank spaces with poss ibly short 

and preci se an: wers; 

3. May I express my sin';ere than ks for your cooperation, and wish you a very happ) . school year. 

Part I: Persona l-Data 
I 

I. Age sex_,--I_ Grade. _ _ _ _ MT _ _ _ Any other language that YOLI can 

cOlllll1unicate well with ___ _ 

2. The language often used in your family for a day to day communication ________ _ 

Part II: Questions on the Topic und er Study 

I. In a medium of which language do you understand your education better? 

A) A "'gn i B) Amharic c) Engli sh D) Specify, ifany ___ _ 

2. Which language do you prefer most to be the LOI in your current educational status? 

A) Awgni B) Amharic C) English D) Specify, ifany ____ _ 

3. Which language do your parents prefer most for your educational medium? 

A) Awgni B) Amharic C) Engli sh 

0) Awgni & Amharic E) Amharic and English 

4. What language did your teachers often use in a classroom explanation while you were learning 

in A wgni medium? 

A) Awgni B) Amahaic C) Both 
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S how yo ur answer in the following two consecutive tables by using a tick mark ("'). 

Note: - (DC = Definitely Correct, MC = More or less correct, 1.11 = More or less incorrect, DI = 
D~finitely Incorrect, DK = Don't Know; SA = Strongly Agree, A = Agree, D = Disagree, SD = Strongly 

Disagree}. 
I 

Table 1: Awareness questions. 

No. Items Response 
categories 

U U ~ ~ ~ 
0 ~ ~ 

0 0 

I Awg in is inferior to Amharic. 
2 Amharic should be provided as a subject as of grade one 
3 By now you can conirnunicate in Amharic I 

4 By now you can read' and understand in Amhari c , 
5 Amharic or English i preferable to Awgni for educational instruct ion. 
6 Awgni is more ad van tageous than Amaharic and Engli sh 
7 Amha ri c is more adv ntageous than A ""gni 
8 Engl ish is more advantageous than Awgni 
9 You understand better and feel happy when your teacher speaks in Awgni in 

a classroom. 
10 You express your feelings easily and confidently in front of your classmates 

in Awgn i than in Amharic 
II You understand quicker and better by reading the one written in Awgni than 

in Amharic. 
12 It is more difficult te forward your questions and respond to questions raised 

in a c lassroom in An haric than in Awgni . 

13 It is eas ier to read in A wgni than in A mharic 
14 Literacy in Awgni h<is no use at all 

15 You think Awgni is 4seless to yo u after you leave school. 
16 Learning In Awgni' medium has no use for those who can speak and 

understand Awgni. 
17 Learni n" in Awgni medium is necessary for no one else. 

Table 2: Altitllde questiolls. 

Response 
C ategorics 

No items 
< < Q Q 
if) if) 

I Instead of Awgni you are interested to know Amharic 
2 You are happier in reading in Amharic than in Awgni 

3 You a lways wish for your improvement in the sk ill s of Amharic than Awgni. 
4 During the school-breaks you want to ta lk in Amharic than in Awgni with your 

classmates. 
5 During the school-breaks yo u used to talk with your classmates in Awgni. 

6 You think that every pupil in Aw i shou ld learn both to read and to speak 
A wg ni before leaving secondary schooling 

7 I r you were given the choice of a book, you shou ld choose an Amhari c book 
than an Awgni one. 

149 

0 
z: 



8 You wish that everybody in your country knew Awgni . 

9 You usually prefer to communicate in Awgni. 

10 You feel more frustration while asking or respondi ng to a question in Amharic 
or English than in Awgni in a classroom. 

II You feel no frustration while asking or responding to a question in Awgni in a 
classroom. I 

12 There were many teachers telling you that learning in Awgni has no of use at 
all. 

13 Most of the teachers were telling you that learn ing in Awgni is advantageous. 
14 Had there been a school using the Amharic medium in your surrounding, yo u 

would have transferred to it. 
15 When you leave school you should like to get a job in which you can use 

En glish. 
16 When you leave Schoo l you should like to get a job in which you can 

A mhl ric. \ 
use 

17 wl~e~~yOu leave schoo l you shou ld like to get a job in which I you can use 
Aw i 

18 You ~ i sh that no subjects in thi s school were taught in Awgni 
19 Now you feel happy when you think of your education in Awg li med ium in 

your ·previous grades. I 

20. If you do not feel unhappy for being instructed in Awgni medium enumerate the reasons that resu lted 
in you to develop that feeling. 
Al __________________________________________________ __ 
Bl ________________________ --------------------------
C) ______________________________ _ 

Dl __ ~-------~~-~~--~~---~~~-~~~~ 
21. If you ha l e any comments concern ing the education provided in Av. ~ni medium write them down 

sho rtly. 

Al ___ ~------------------------------,_--------------Bl _ ____________________________________ ~ ____________ ___ 
Cl ___ ~ ______________________________________________ ___ 
Dl ____________________________________________________ ___ 
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A ppendix 0 

Addis Ababa University 
School of Graduate Studies 

College of Education 
Department of Ed pM 

T he Purpose of this q uestionnaire is to obtai n information on the awareness and attitude o f the 

tcachcrs teaching in Awi gni medium on the education provided through Awgni medium in the Awi 

Ad mini strati vc Zone o f thc AN RS. Please note that these questions are purely for research purposes and 

in no way affect your employmcnt as a teacher. The in fo rmation obtained through the qu estionnaire w ill 

be lIsed o nl y for s tatist ical ana lysis purposes . Any in fo rmation that you give wi ll be kept confidential. 

Morcover, y~ur cooperat ion in givi ng genuine in formation is highl y va lJ able fo r the acco mpli shment o f , , , 
thc stud y. 1-1 1nce, you are kindl y requested to attempt all the q uestions in he booklet attentively. 

Tllere is no need of w rit ing your name on the booklet; No tc: - I . 

2. a) For the questions w ith choices enc ircle anyone of the letter that contain yo ur cho ice; 

b) Pu t a tick mark (,;') in the correspondi ng boxes in front o f their respective s tatements for 

the ques tions in the tab les and with choices g iven in fi ve poi nt scales; 

c) For the questions wi th the b lank spaces please fi ll the blank spaces with poss ibly shol1 and 

prec ise an swers; 

3. 11ay I express my sincere than ks for your cooperation, and wish you a very happy school 

) ear. 

Part I; Persona l-Data 

I. Sex __ _ Age Educational quali fi cation Occupation MT 

language _____ Experience in teaching in ycars _____ in any other occupation in 

yca rs ____ _ 

2. Language skill s (use a tick mark (,;') to fill thc boxes). 

No Language 
S kills 

Understanding Speak ing W ritin Q Reading None 
A AWQni 

B Amharic 
C Engli sh 

D Any oth er---- ---

J. Y o ur skill s in Awgn i (usc a ti ck mark (,;') to fill the boxes) . 

No S kill 
Ra nge 

I-ligh Medium Low None 

A Understan d i ng 
B Speak ing 
C Writing 
D Read in g 

4. MT lan guagc of your fathcr _ _ _ ___ Mo ther ____ _ 
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5 . Arc you married? A) Yes B)No 

G. Do you have children? A) Yes B) No 

7. If you r answer for both questions 5 and 6 is "Yes", your wife's/ husband' s MT _____ your 

ch ildren's ____ _ 

8. What language does your fami ly often use to communicate to each other? 

9. What language do you speak best now? _____ _ 

10. What language was widely spoken in the area where you grew up? _____ _ 

II. The LO I you used in your primary schooling ( 1-8) was ____ _ 

12. The LOI you used in you r TTl or college education was ___ _ 

13 . Is there any language that you wou ld like to know? 'A) Yes B) No 

14. I f your answer for the above question is yes, list th ~ee priorit y languages in the tabl e below in order 

0 f ~ . I d db· . I ' MT your pre erence 1I1e u 1I1g an y companng w,tJl your 

No Language R~aso ns to prefer 

A 

B 

C 

Pa r t II: - Question on llu Top ic under Study 

I. Do you have a ch ild (or member of your fami ly) learning in a primary school? 

A) Yes B)No 

2. If you respond " Yes" for the above question , what Lor does the school your ch ild (family member) 

is auending use to teach its pupils? 

A) A wgni B) Amhari c C) English\ 

3. Arc th ere any languages that you would li ke your children to know? 

A) Yes B)No C) No op inion 

4. I f your answer for qu estion number 3 is " yes", including yo ur MT list three priority languages that 

you wou ld like your children to know further, beginning with th e one you like best, in the following 

tabl e. 

No Lan gua ge Reasons to prefer 

A 

B 

C 
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5. Irthere arc three primary schoo ls provid ing education usi ng thrcc di ffere nt languages as LO is in your 

,u rrounding (as ind icated below), rank them in priority accord ing to your choice for your children to 

lean in: 

____ A) a school using A wgn i medium 

___ _ B) a school using Amharic med ium 

____ C) a schoo l using English med iu m. 

6. If you are given the chance to choose a school in which to teach, whi ch one would you prefer fro m 

the one that uses Amharic and the other Awgni as an LO I? 

A) Awgni B) Amhari c C) Give equa l chances for both D) No opinions 

7. What do you want most of your pup il s shal l be after leav ing their pri mary educati on? 

A) Proceed their education and join a university 

B) Take a short-term training and get e,llp loyeed in a public sector 

C) Create their own private job opport~n i ti eS 
D) Specify, ifa ny _ _ ____ _ 

8. From Awgni and Amharic which language is easier for you to teach with? 

A) Awgn i B) Amharic C) Both are equal D) Specify, ifany _ _ 

9. Do you think that the quality of the education that you are teaching wou ld have been better if Amharic 

were used as an LO! instead o f Awgni? 

A) Yes B) No C) Difficul· to suggest D) spec ify, ifa n), __ 

10. If your answer for the above question is "yes", what is your reason to say so? 

A), _ _______ ___________ ___ ____ ______ __ 
B), _________ ___ _ ________ ____ __ 
C) _ ___ _____ _ ___ ______ ___ ___ _ ___ 

D), _______ ______ ___ ~------------
Sholl' your an swe r the fo llowing tabl e by using a tick ma rk (v') . 

Note: - (DC = Definitely Correct. C = More or less correct, M! Ivfore OJ' less incorrect, 

DI=Definite!y incorrect and DK = Don't Knolv). 

I I. Ifc hil dre n with Awgni MT learn in Awgni medium than in that of Amharic, 

Respo nse 

No . Items 
categories 

:.; u 0: - >C 
Ol c- o Ol 

A T heir interest to educa tion increases more. 

B Their communication wi th their teacher increases morc. 

C They ca n easily understand what they read. 

D They can easily relate what they have learnt with their surroundings. 

E Suitabl e conditions w ill be created to get a follow up and Support from 
thei r parents. 
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F They can promote better the language, custom, and culture of thei r 
nationality. 

G They can better contribute to the improvement of their toca t 
development. 

H They can feel more confidence and pride. 

12. What is your opin ion on the NETP concerning the LO] in primary schools? 

A) Completely agree C) Completely disagree 

B) Agree only partially 0) I have no op inion since ] lack the knowledge of it 

13. If yo ur response for question 12 is "B" or "C", write your respective reasons precisely and shortly 

below. 

A) __________ ~----------------------------~---
B) __________ ~---------------------------------
C) __ ~--~~~----~~----~--~~--------_+---

14. Do you earnestly appreciate the advantages of using Awgni as an LO!? 

A) Ves C) ,"0 opinion since] lack knowledge of it 

B) No D) Specify, ifany _______ _ ______ _ 

15. If your answer for question 14 is "Ves", up to which grade level do you think is better to imp lement 

Awgni as LO I at present? 

A) 3rd B) 4th C) 6th D) 8th E) Specify, ifany __ 

16. If your choice for question 14 '5 differen t from "0", wh ich one of the followin g alternativ',s do you 

think are better for the current , ntati on? 

A) Using Awgn i for grades 1-4 and Amharic for 5-8 

B) Using Awgni for grades 1-4, Amharic for 5-6, and English for 7-8 

C) Using Awgni for grades 1-4 and Engli sh for 5-8 

0) Usin g Amharic for grades 1-6 and Engli sh for 7-8 

E) Specify, ifany ___________ _ 

17. Do you encourage parents to apprec iate the use of Awgni as an LO] and teach their children with? 

A) Ves B) No 

18. If yo ur response for ques ti on 17 is "no", give short and prec ise reasons for saying so? 

A) ______________________________________________ _ 

B) ______________________________________________ __ 
C) ______________________________________________ __ 

19. Arc there any problems th at you ha ve faced and lo r th at you fear may face in the future because of 

being a teacher through Awgni medium? 

A) Ves B) No C) [ don't know 

20. If your respo nse for questi on 19 is " Ves", writes them down precisely and shortl y. 

A) ________________________________________ _ 
B) ________________________________________ __ 
C) __________________________________________ __ 
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2 1. What language is required for th e community o f th is area for its day·to·day li fe and ac ti vity? 

A) Awgni B) Amharic C) Both 0) No op ini on 

Usc a tick ma rk ( .t) to fill th e foll owin g table. 

Notes: . (DC = Definilely, cr recl, MC = More or less correcl, MI = More or less incrreci. 01 = 

D~finilely incorrecllow, OK = Don 'I known) 

22. The qual ity of the Amharic subject currenl ly provided for pupils learni ng in Awgn i medium has 

helped the to 

Response 

No. Items 
cat~ories 

U U f 
~ ~ 

Ci ::2 Ci Ci 
\ 

A Express themselves poth by speaking and by writing. , 
B Understand differe 't information transmitted through different media, 

including the press, ~oth by listening and reading. 

C Read, understand a ~ d implement what have been written on issues of the 
socio-ecollomic, Po itical, cultural. etc. developments of their locality , 

23. At w htch grade level do you thtnk IS better to s tart the prov IsIOn of Amhan c as a subject fo r pupil s 
learning in Awgni medium? 

A) 1st B) 3rd C) 4'h 0 ) 7'iI E) Specify, if any. _ _________ _ 
24. Write your reaso ns for the choice you give for question 23. 

A) _________________ _ _ ______ ___ 
B) _______ ___ _________ _ ______ ___ 

C) ___________________________ _ 
0 ) _________________________ _ 

Use a t ick m a r k (.t ) to fi ll the followin g ta ble 

I 
25 . At the second cyc le (5 -8) ~ri mary education, w hich o f the fo llowing subject teachers IS more 

I 
respected by? 

Teacher 

No 
Community A wgni Amharic English Amahari c All the No 
category Teacher Teacher Teacher & English three Opinion 

Teachers teachers 

A Pupil s 

B Teachers 

C Other schoo l 
Employees 

0 Th e local 
community 

E The Prin c ipa l 

r Yourself 
-Usc a ti ck mark ( .t) to fill the following two consec uti ve tables. 

Not cs :- ( DC = Def initely Correci. MC = More or less Correct, MI = More or less incorrect, 01 = 

Definitely IncorreCI , OK = Don 'I Known; VI-I = Vel), Hig", H = Hig", S = Salis/actO/y, L = 

Lo'l', VL = Vel)' Low NO=Not al ali; CA = Completely Agree , MA = More or less Agree, MD 

= More or less Disagree, Cf) = Completely Disagree , No = No opillioll) . 
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No Items Response categories 

:r: :r: [/J ....:I ....:I <: 
> > Z 

I Your skill of Awgni language to teach in Awgni medium. 

2 The training you received how to teach in Awgni medium . 
, 

3 Your in terest to teach in Awgni medium. 

4 The interest and determination of the other teachers in the school to teach in 
Awgni medium . 

S The interest of parents to send their child ren to a school us ing Awgni medium. 

6 The interest of pupils to learn in Awgni medium. 

7 The support provided by the loca l community for the success of the education in 
A wlfn i mediu m. 

8 The attention and support g ive n by the principal for the education g iven through 
Awgni mediulll. 

9 The moti va ion g iven by the government for the teachers teaching in Awgni 
medi um . 

10 The skill il Awgni language of the heads and experts of zonal and wore ~a 
education qffices to give the necessary back up for the education in A\v~ Ili 
medium. I 

II The support provided by the heads and ex perts of the zona l and the woreda 
education offices for the success of the program. 

12 The capacity of the heads and experts of woreda education offi ces to give the 
necessary support for the educat ion program in Awgni medium. 

13 The interest and dete rminat ion of the heads and experts of the zonal and woreda 
education offices for the success and fruitful ness of the education in Awgni 
medium . 

14 The oppor _lI1ity of the teachers to participate in workshops and awarenl S5 
creation fe ru ms such as In the preparation and evaluation of curricu ar 
mater ials, "kill deve lopment programs of teaching III Awgni medium, In 

diffcrent sin n term tra ining programs etc. 

15 The educational quali fi cation of the first cycle (1 -4) primary tcachers 

16 The number of teachers in the firs t cycle (1 -4) primary. I 

17 The educ ationa l qua lificat ion of the second cycle (5-8) primary teachers 

18 The number of teachers in the second cycle (5-8) primary. 

19 The uniformity of the curricular material s prepared by the translation of the 
Amharic ve rsion. 

20 The quan tity of the curricular materials. 

21 The qual i t~· or the curricular materials available. 

22 The quantity of til e non-curricular materials. 

23 The quality o flile non-curr icular mater ials avai lable. 

24 The number ofl1on- curricular mater ials prepared by the teachers of this schoo l. 
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Res ponse categori es 

No. Ite ms 
..: ..: A A 0 
U ~ ~ U Z 

I Since Awgni has been reduced to a written has no a form recently and 
standard iied and written grammar, it can't be used effectively in educatiorl as 
an LO!. 

2 Unless it is implemented as a working language in the zone Awgni can't be 
successfullv Dromoted as an LO!. 

3 Since it is not a widely spoken language that can take pupils some where else 
Aweni should not be introduced as an LO!. 

4 Allowing each ethnic group to use its MT in educational instruction would 
create strong feelings of tribalism that would lead to national dis integrity in the 
long rUIl . 

S The introduction of Awgni as an LO! in this school is based on the consultation 
and interes\t of the local community. \ 

6 To convi nce the cOlllmunity and promote Awgni as an LOr all pupils in A 'wi 
should tak A wgni as a subiect in their entire primary and secondary schooli dg. 

7 A wgni sh uld be a compulsory subj ect in determining the promotion , nd 
dt' tention (Df pupil s from one grade level to the other, if its success as an LO IS 

SLl ll o- h. 

8 The liSe of Amharic as an LOJ in all the primary schools of the zone does not 
give that much more advantage to A mharic speakers over A wgni soeakers. 

9 The percept ive capacity, knowledge, and efficie ncy ofa pupi l with Awgni MT 
is complete ly de termined by the ava ilab il ity of educational inputs rather than by 
the LO! lIsed in the school. 

10 For children with Awgni MT the use of Amha ri c medium by strengthening 
with the n cessary resources is better and more e ffi cient than the use of Aw ~ ni 
med iulll til I t demands for a veri high and unaffordable finan cing. 

I I F rOIll t\\"O pupi ls the one who leam t in Awgni medium and the other in 
Amharic or English medium the latter acguire more knowledge than the former. 

12 No maner whether the MT of a child is A wgni or Amharic, it acqui res more 
knowledge when it leams in Amhar ic medium . I 

13 Although he/she takes Amharic as a subject as of grade one, a pupil -with 
Awo-ni MT and learnin g in A wgni medium inevi tab ly lacks the Amharic skill s . 

14 Whether or no t the TTls and colleges have used Awgni as an LOI to train 
teachers , the LO r teachers are trained in the ins titutes or colleges does not 
determi ne the ir effic iency and effect iveness as teache rs. 

15 Schools get the necessa ry curri cular and non-curricu lar materials on time. 

16 The curricular mater ials in A wgni reOcct the obj ecti ve rea li ties of the zone (or 
arc weilloca lizcdt 

17 A radio transm iss ion program backs the educati on provided in Awgni med iulll . 

18 At its current status Awgni can serve as an LOI up to g rades eight. 

19 The education o ffi ces and the administrative bod ies of al l levels in the zone 
ha ve ;1 well organized planni ng, follow up, implementation, and monitor ing and 
evaluation sys tems for the success of Awgni as an LO!. 
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Language category 

No Items Awgni Amharic Both Not 
checked 

I I The language of the notices the school uses to write 
I 

concern ing teachers, pupils and the enti re 

admi nistration. 
2 The language In which teachers use to write thei r 

applications and different administrative issues with in 
the school. 

3 The language 111 wh ich the school corresponds 
(exchanges letters) with the wareda education office 
and with the kebele and woreda administrative offices. 

4 The language in whi ch the school runs meetings with 

\ the schoo l administration committee and with the local 
, community, 

5 The language 111 which minutes are held 111 the 
meet ings mentioned at number 23 above. 

6 The languages In which clearances are written for 
pupils leaving the school. 

7 The language required for the day to day activity of the 
cOllllllu nity in this area 

8. What do you think are the major problems faced in the implementation of Awgni as an LOI? Say it 

shortly and precise ly as for as possible 

A) 
B) 
C) 
0) 
E) 

9. What solutions do you propose for the above proble ms" Make shorter and 1110re precise as rar as 

possible. 

A) ________________________________________________ _ 
B) ________________________________________________ _ 
C) ________________________________________________ _ 
0) ____________________________________________ ___ 

E)~~--~~--------~----------~~--~--~~~---
10. In general, what is your feeling and suggestion concerning the use of Awgni as an LO] in this area? 

Be short and prec ise as far as possible. 

A. ________________________________________________________ __ 
B. ____________________________________________________ ___ 
C. __________________________________________________ __ 

O. __________________________________ ~-------------------
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Appendix E 

ADDIS ABABA UNIVERSITY 
SCHOOL OF GRADUAIfE STUDIES 

COLLEGE OF EDUCATION 
DEPARTMENT OF ED PM 

The Purpose of thi s questionnaire is to obtain information on the awareness and attitude of 

teachers with Awgni MT (or who have the necessary skills of Awgni) on the education provided through 

Awgni medium in the Awi Administrative Zone of the ANRS. Please note that these questions are 

\ purely for research purposes and in no way affect your, employment as a teacher. The information 

obtained through the questi onnaire will be used only for stati stical analysis purposes. Any infomlation 

i 
tlwt vou g ive will be kept confidential. Moreover, your booperati on in g iv ing genui ne informat ion is 

hi gh ly va luable for the accomplishment of the study. He l~ce, you are kindl y requested to attempt all the 

questio ns in the bookl et attentively. 

i'\o te: - I . There is no need of wri ti ng your name on the book let; 

3. 

2. a) For the questi ons with cho ices encircle anyone of the letters that contain your choice; 

b) Put a ti ck mark (,/) in the corresponding boxes in front of their respec ti ve statements for 

th e qu esti ons in the tables and with choices c:iven in five point scales; 

c) For the questions with the blank spaces plea :e fill the blank spaces with poss ibly short and 

preci se answers; 

3. May I express my sincere thanks for your cooperat ion, and wish you a very happy schoo l year. 

Part I: Personal-Data 

I. Sex ____ Age ____ Educational qua lifi cation _____ Occupation __ _ 

MT language _____ Experience in teaching in years in any other occupation in 

years ____ _ 

2. Language sk ill s (use a tick mark (,/) to fill tr.e boxes) 

No Language 
Skil ls 

Understandin g Speaking Writing Readin g None 
A Awgni 
B Amha ri c 
C English 
D Any ot he r---------

Your ski ll s in Awgni (usc a tick mark (,/) to fill the boxes). 

No Skill 
Ran e 

High Medium Low None 

I J\ U nderstand ing 
B Speak in g 
C Writi ng 
D Reading 
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4. MT language of yo ur father _____ Mother ____ _ 

5. Are you marri ed? 

6. Do yo u have children? 

A) Yes 

A) Yes 

B)No 

B) No 

7. If you r answer for both questiond 5 and 6 is "Yes", Your wife's/ husband' s MT ____ I your 

chi ldren's ___ _ 

8. What language does your family often use to conununicate to each other? ____ _ 

9. What language do you speak best now? _____ _ 

10. What language was widely spoken in the area where you grew up? ____ _ 

II . The LO I you used in your primary schooling (1-8) was ____ _ 

12. The LOI you used in your TTl or c'ollege education was ___ _ 
, 

13.ls there any language that you wOUJd like to know? A) Yes B) No I 
14. If you r answe r for the above question is "yes", li st three priority languages in the tab le below ir order 

of your preference inc lud ing and 8,· comparin g with yo ur MT. 

No LallgLwge Reason s to prefer 

A 

B 

C 

Part II: - Question on th e Topic under Study 

I. Do you have a child (or member of famil y) leaming in a primary school? 

A) Yes B)No 

2. If you respond " Yes" for question I above, what LOI does the school your chi ld (famil y member) is 

attending use to teach its pupil s? 

A) Awgni B) A~lharic C) Eng li sh 

3. Are there any languages th at you wou ld like your children to know? 

A) Yes B)No C) No opinion 

4. If your answer for quest ion 3 is "yes", li st three priority languages that yo u wou ld like you r ch ildren 

to know furt her, begin ning with the one you like best, in the following tabl e. 

No Language Rea son s to prefer 

A 

B 

C 
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5. If there arc three primary schoo ls providing education using thrce different languages as LOis in 

your surrounding (;l S indicated b(:iaw). rank them in priarity according to your choi ce far yo ur 

children to \can in : 

____ A) a schaoiusing Awgni medium 
I 

____ B) a school using Amharic medium 

____ C) a schoo l using English medium. 

G. I r you are given the chance to choose a school in which to teach, which one would, you prefer from 
two school s the one that uses Amharic and the other Awgni as an LO!? 

A) Awgni B) Amharic C) Give equal chances for both D) No opinio 

7. What do you want most of your pupil s shall be after leaving their primary education? 

E) Proceed their education and join a university , 
F) Take a short-tellll tTning and get employed in the public sector 

G) Create their own pril"ate job opportunities 

H) Specify, ifany _--+I ____ _ 

s. Fralll A wgni and Amharic which language is easier for you to teach \vith? 

A) Awgni B) Amharic C) Both are equal D) Spec ify, ifany __ 

9. Do you thinK that the quality orthe education provided in the Awgni medium would have been better 

if Amharic IVere used as an LO! instead of Awgni? 

A) Yes B)No C Difticult to suggest D) spec ify, ifany ____ _ 

10. If your 3nS\\·er for the above qw stion is "yes", what are your reasons to say so? 

A) _ _____ . ___________________ _ 
B) __________ ~ ________________________________ _ 

C) ____ ~~~~--~~~--~--~~------------------
S how )'o ur answe r in the following table by using a tick mark (v') 

Note : - (DC= Dejillitely Correct, /v/C= lv/ore or less correct, A1/= lv/ore or less incorrect, DC= Definitely 

incorrect, alld DK= Don't Know). 

II. If children with Awgni MT learn in AIVgni medium than in that of Amharic, 
--

Response categories 

No. I {ems U U 
.,. 

~ .,. 0 0 .,. .c. I .c. . " 
i ! , 

~-

A Their imerl"st 10 education increascs more. 

B Their communication with their teacher increases more. , 
.- . - -

C They can easily understand what they read. 
_. --. .. : 

D Thcy can easily relate wha t they have learnt with their surroundings. 
..• 

E Suitable conditions will be crea ted to get a follow up and support frolll ; 
their parellts. 

; 
:~--

F They call promote beller thc language, cllstom. and culture of th e ir 

I national it\'. 

G They (;-til betler contribute to th e improvement of their loca! 
development. 

1-1 They em feel more confidence and pride. 
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12. What is your opinion on the NETP concerning the LOI in primary schools? 

a. Completely agree C) Completely disagree 

b. Agree only partially D)I have no opinion since I lack the knowledge of it 

13. I f you r response for question 12 is "8" or "C", write your respective reasons precisely and shortly 
I 

14. 

15. 

16. 

below. 

A) ______________________________________________ __ 
8) ________________________________________________ __ 
C) ________________________________________________ __ 

D) __ ~--~--~~----~~~~--~~-------------­
Do you earnest ly apprec iate the advantages of using Awgn i as an LO I 

A) Yes C) No op inion since I lack knowledge of it 

8) No \ D) Spec ify, if any ! 
I -----------------" -----------------

I r your answel for question 13 tS "Yes" ,up to which grade level do you thl"k is better to Imp lement 

A wglll as LO r at present? 

A) 3rd 8) 4th C) 6th D) 8th E) Sp e tfy, tfany ___ __ 

If your choice for question 15 is different from "D" which one of the followi ng alternatives do 

you think are better for the current situation? 

a. Using Awgni for grades 1-4 and Amharic for 5-8. 

b. Using Awgni for grade 1-4 and Amharic for 5-6 and English for 7-8. 

c. Usi 19 Awgni for grades 1-4 and English for 5-8. 

d. Usi 19 Amharic for grades 1-6 and English for 7-8. 

17. Do YOll encourage paren ts to appreciate the use of Awgni as an LOr and teach their children with? 

A) Yes 8) No 

18. If your response for question 17 is "no" give short and precise reasons for say ing so? 

A) ________________________________________________ __ 
8) ________________________________________________ __ 
C) ____________________________________________ __ 
D) 

Use a tick mark (,I') to fi ll t he following tab le. 

Notes: - (DC = Dejinilel, Conecl, MC = More or less correct, Mf = More or less incorrect, DI = 

Dejillileiy Incorrect, alld DK = DOII't known) . 

19. The quality of the Amharic subject currently provided for pupils learni ng in Awgni mediulll ha s 

helped them to 

No . Items 
Response C'i c~{J l · ;e :; 

--- ,- .- ," -_. _.-
DC MC I \,' ; r)! !" . j' 

A Express themselves both by speaking and by writing 
.~ ! :-1':" "-;-' ' :'~~-

, , - '1 .... 
T 13 Understand different information transmitted through different , i media, including the press both by lis tening and read ing 

, , i , . ; 
C Read , understand and imp lemen t what have beell written on I i issues of the socIa economI C, Politicol, cultural, etc. 

I 
! 

developments of their local ity I i 
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20. At which g rade level do you think is better to s tart the provision of Amharic as a subject for pupils 

learning in Awgni medium? 

A) I " B) 3'd C) 4'" 0) 7'" E) Specify, ifany ____ _ 
, 

2 I. Why is that so? 
A) ______________________________________________ ___ 
B) ____________________________________________ _ 
C), ____________________________________________ _ 
0) ____________________________________________ ___ 

Use a tick mark J,I,) to fill the following table. 

22 . At the seco nd cycle ( 5-8) primary education , , wh ich of the fo ll owing \subject teachers is more 

respected by: 

! 
I Teacher I 

No Community category 
Awgni Amharic Engli sh Amaharic & All the No 

Teacher Teacher Teacher English three opinion 
Teachers teachers 

A Pupil s 

B Teachers 

C Other school 
Employees 

0 The local c· ,mmunity 

E The Princip ,1 
F Yourse lf 

23 . Do you have an interest to teach in Awgni medium? 

A) Yes B) No C) NO opinion 

163 



T he fo llowi ng table is to be answered by using a tick mark (¥') . 

No te: - (DC= Dejinilely correct. MC= More or less correct, MI= More or less incorrect, Dl=Dejinilely 

incorreCI. and DK= DOli 'I know). 

I R esponse 

Items 
categories 

No 
U U - -Q 2: 2: Q 

I The implementation of Awgni as an LOI in the schools of th is woreda has been 
ca rried out after convincing the local community and as per its interest. 

2 Allowing each ethnic group to use its MT in educational instruction would lead to 
national dis integrity in the long run. 

J I S in ce Awgni has been reduced in to a written form recent ly and has no a 
. s tandardized and wr itten grammar, it can't be used effectively \ in education as an 
: LOL 

4 From two pupils onc who learnt in Awgni medium and the 0 her in Amharic or 
English medium the latter acquires more knowledge than the for er. 

5 No matte r whether the MT of a child is Awgni or Amhari " it acquires more 
knowledge when it learns in Amharic medium. I 

6 Although helshe takes Amharic as a subject as of grade one, a pupil with Awgni MT 
and learning in Awgni necessari ly lacks the Amharic skills. 

7 The sale determinant factor of the percept ive capacity, knowledge and effic iency of 
pupi ls with Awgni MT is the availabi lity of educational inputs rather than the LOr 
used in the schoo l. 

S The use of Amharic as an LOI in a ll the primary schools of Awi does not give that 

9 
mllch more advantage to Amharic seeakers over Awgni seeakers. 
Us ing the Amharic medium by strengthening w ith the necessal I resources is better 
and more effi cient than using A wgni medium that demands or a very high and 
unaffordable finan ce. 

10 Whether or not the TTIs and co ll eges have used Awgn i as an LOr to train teachers, 

I 
the LOl teachers are trained does not determ ine the ir effi ciency iand e ffectiveness as 
teachers. 

II Si nce it is not a wide ly spoken language that can take pupils son\e where else Awgni 
shou ld not be int roduced as an LOI. 

12 Unless it is implemented as a working language in the zone, Awgni can' t be 
successfull y promoted as an LO!. 

13 To conv ince the community and promote Awgni as an LOI all pupils in Aw i shou ld 
take AW.Q,ni as a subiect in the ir entire primary and secondary schoo ling. 

14 Awgni should be a compulsory subject in determining the prOinotion and detention 
of pupils from one grade level to the other, if its success as an LO! is sought. 

15 At its current status Awgni can serve as an LO! up to grades eight. 

16 The education offices and adm inistra tive bodies of levels in the zone have a we ll 
organized planning; follow up, implementation, and monitoring and evaluation 
systems for the success of Awgni as an LOr. 

17. 111 gelleral , w hat is your feelillg alld suggestio n concerning the use of Awgni as all LOl ill this area? 

Be s hort and preci se as far as poss ible . 

A) 
13) 
C) 
D) 
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Appendix F 

Add is Ababa Univers ity 
Schoo l of G raduate Studies 

Co llege of Ed ucation 
Department of EdpM I 

The Purpose of thi s qu estionnaire is to obta in in fo rmation on the awareness and atti tude of the heads 

and ex perts of the zonal and wored a education offices on the education provided through Awgni medium 

in th e Awi Admini strati ve Zone of the ANRS. Please note that these questions are purely for research 

purposes and in no way affect your employment as a civil servant. The information obtained through the 

ques ti onn aire will be used onl y fo r s tatistical analysis purposes. Any infonnat ion that you give w ill be 
i \ 

kepi co n fid emia!' Mo reover, your cooperation in giv ing genuine information is hi ghly valuable for the 

acconl'Pll shment o f the stud y Hence, you are killdly requested to[ 11emPt a ll the questIOns in the booklet 

atl ent ve ly 

No te: - t. T hele IS no need Of wll tlllg yo ur name on the bookl et 

2. 0) For the ques ti ons wi th cho ices enci rcle anyo ne of the letters that contain your choice; 

b) r ut a tick mark (/) in the cOI'responding boxes in front of the ir respecti ve 

fo r the questions in the tables and with choices given in fi ve poi nt scales; 

statements 

c) For the questi ons with th e blank spaces please fill the blank spaces with possibly short and 

prec ise answers; 

3. Thank you in ad van ce fo r your cooperat ion to respond t,.) all the questio ns patiently. 

Part I: Pe rso nal-Data 

I . Scx. _ _ _ _ Age Educational qual ificatio n Occupati on MT 

language ___ _ _ Ex peri ence in teachin g in years _ ___ _ in any othe r occupatiO!l in 

year _ _ __ _ 

2 . La ngu age sk ill s (use a tick ma rk (/ ) to fill the boxes). 

No Language 
Skill s 

Understanding Speakin g \\lr ili nu Reading None 
A :-\wjJn i 

B A mhari c 

C En ~ l i s h 

D Any othe r---------

3. Your ski ll s in Awgni (usc a ti ck mark (") to fi ll the boxes). 

No S kill 
Ran!!e 

Hi Qh Medium Low None 
A Understa nd ing 

B Speak ing 

C Writinv 
D Readi ng 
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4. MT la ng uage o f yo ur fa ther _ ____ Mother ____ _ 

5. Are you marri ed? A) Yes 

6. Do you have children? A) Yes 

8) No 

8) No 

7. If your answer fo r both questions no. 5 an? question no. 6 is "Yes" , your wife's/ husband's MT 

_ _ ___ your chi ldren's ____ _ 

8. What language does your family often use to communicate to each other? ____ _ 

9. What language do you speak best now? _____ _ 

10. What language was w idely spoken in the area where yeu grew up? ____ _ 

II. The LOI you used in your primary schoe ling (1-8) was ____ _ 

12. The LO I yeu used in your TT! or co llege edu\ atien was ___ _ 

13. Is there any language that you weuld like to. 'Tew? A) Yes B) No 

14. I f you r answer for the abeve question is "yes'), li st thee priority languages in the table belew in erder 

ef ye ur preference including and by compar il]g with yeur MT. 

No Langu age Reasons to prefer 

A 

8 

C 

Part II: - Question on the Topic under Study 

I. Do. yo u have a child (or member of family) IJ rning in a primary scho.el? 
I 

A) Yes 8) No 

2. If yo u respond "Yes" for questi on I, what LO! dees the scheol yeur child (family member) is 

attending use to teach its pupil s? 

A) Awgni 8) Amharic C) Eng li sh 

3. Are there any lan guages that yeu weuld like yeur children to. know? 

A) Yes 8)No C) No epi nien 

4. I f yo ur an swer fo r questien 3 is "yes", including their MT list three priority lang uages that YOll wou ld 

like yo ur children to. knew, beg inning with the one ye u like best, in the fellew ing tabl e. 

No Lang uage Reasons to prefer 

A 

13 

C 
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5. I I' tlle re are three primary schools provid ing education using three different languages as LOis in 
your surrounding (as indicated below), rank til em in priority accordi ng to your choice for your 
ch ildren to lean in: 

_ _ __ A) a school using Awgni medium 

_ ___ B) a schoo l using Amharic medium 
I 

_ _ _ _ C) a school using English medium. 

6. I f you become a teacher and are given the chance to choose a school in whi ch to teach, wh ich one 

wou ld you prefer from two schoo ls the one that uses Amharic and the othe r A wgni as an La!? 

A) Awg ni B) Amharic C) G ive equal chance for both 

D) No op ini o n 

7. What is your opin ion on the NETP concerning the LO I in primary schools? 

8. 

a. Completely agree C) Comr letely disagree 

b . Agree only partially D) I har no opin ion s ince I lack the knowledge of it 

If' your response for question 7 is "8 " or 'IC", write your respective reasons prec isely and shortly 

be low. 

A) ________________________________________ ___ 
B) __________________________________________ ___ 

C) __________________________________________ ___ 

D) __ ~--~--~~----~~----~--~~-----------
9. Do you earnestly appreciate the advantages of using Awgn i as an La!? 

A) Yes C) No op inion . ince I lack knowledge of it 

B) No D) Specify, ifa .ly _ ______________ _ 

10. If you r answer for ques tion 9 is "Yes", up to which grade level do you think is bcttcr to impl cment 

r\ wgn i as LO! at present? 

A) 3rd B) 4th C) 6th D) 8th E) Specify, ifan y _ _ 

II. I f your cho ice for question lOi s diffe rent from "D", whi ch o ne of the followin g altemati ves do you 

think are better for the curren t situation? 

A) Using Awgni for grades 1-4 ann Amhari c fo r 5-8 

B) Usin g Awgni for grades 1-4 and Amhari c for 5-6 and English fo r 7-8 

C) Us ing Awgni for grades 1-4 and Engli sh for 5-8 

D) Us ing Amhari c for grades 1-6 and Engli sh for 7-8 

12. Do yo u encourage parents to apprec iate the use of Awgni as an La! and teach their children w ith? 

A) Yes B) No 

13. I f your responsc fo r question 12 is "no" , give short and prec ise reasons for say ing so? 

A ) ____________________________________________ _ 
8 ) ________________________________________ __ 
C) __________________________________________ _ 
D) __________________________________________ _ 
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No 

I 

2 

3 

4 

5 

G 

7 

R 

[4. Docs the co mmuni ty provide any support for the s uccess of the educati on provided 111 Awgn i 

medium'l A) Yes B) No c) I don't know 

[5. [f you r respo nse for question 14 is "yes" ,write down what supports as it has provided. 

A) ________ ,-________________________________ ,-____ __ 
B) ____________________________________________ __ 
C) ________________________________________________ __ 

D) __ ~----~~~~~--~------~~~----------------
1 G. 1 f your respo nse for question 14 is "No" what are the reasons behind? 

A) ______________________________________________ __ 
B) ________________________________________________ __ 
C) ____________________________________________ __ 

D)~~--_,--~~--~~--~--~~--~~~,_~~~ 
17. Do yo u thin k that you ar~ capable of supervising and supporting the educat ion give'p through the 

A wglll medi um? I ) 

A) Yes / B) no C) SpecIfy, ifany 

18. [f you respond que,ti on no , 16 "No" what IS the reason behind ? I 
A) ______________________________________________ _ 

B) ________________________________________________ _ 
C) ____________________________________________ _ 
D) ____________________________________________ _ 

The followin g two co nsecutive tables are to be answered by using a tick mark (") 

No te : - (DC= Definitely Cal "ect, MC= Mo re or less correct, MI = Alore or less i.rcorrect, DI=' 

De/inite'-\' incorrect, DK= DOli 't know, CA = Completely Agree, MA = More or less Agree, JID= More or 

less disagree, CD= COlllpletel), disagree, alld NO= No opinion). 

Response r 
Cateaories 

Items U U - - ~ .,. Q Q ~ ~ Q 

The education provided through Awgni medium has a balanced supply and 
c1emand of the curricular materials. 

The curricular materials prepared fo r the Awgni medium are often being 
eV<l!ua ted and improved. 
The cu rri cular materials of Awgn i medium re flect the objective realities of Awi 
(or are we ll localized). 
In addition to the cu rricular materials the necessary non-curri cu lar reference 
materia ls back the education in Awgni medium. 
The flrsl cyc le (1-4) primary educalion g iven in Awgni med iu m has adeq uatc 
Ilulllbcr ur tcacllcrs 

Th e educ ation providcd in Awgn i med ium in the second cycl e pri mary (5-8) has 
adcq uate number of teachers who fulfi ll the po licy sta ndard. 
Tire educational omce provides the necessary profess ional support for the 
fnritful ncss of the education in Awgn i medium 
The educati o n offi ces follow a properly organized plann ing, follow up and 
monitoring and evaluat ion systems for the success in th e education in Awgni 
mediulll. 
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-
!) Teachers ha ve a heart-felt interest and determination to teach in AWl!n i medium. 

10 Tcachcrs of the Awgni med ium education are provided with the necessary and 
sllec ial motivation. 

II The education in Awgni medium is supported with the necessary budgetary 
resource 

12 Both the zonal and wareda adl"inistrative bodies give the necessary attention and I 
SUllllort for the education ~ i ven in Awan i medium. 

13 The regional education bureau provides the attention and support expected from 
it for the ed ucation in the Aw~ni medium. 

14 The educational sector has the proper organizational structure in the zone from 
the top ed ucation desk down to a school level for the success of the education in 
the A wani medium. 

15 Both the zona l and woreda education offices are occupied with the necessary 
profess ionals to aive the necessary support for the educati on in Awgn i medium. 

16 In addition to the educatio~a l sector the different governmental and non-
governmenta l organizations, he private sector, and the like a re endeavouring 

i 

with determination to motivat . the education in A wltni medium. I 
17 Teachers a re orooeri v trained o teach in A weni medium. 
I ~ Teachers o f Awan i med ium a e well aware of teach ina in Awe ni med iu m 
19 Teachers teaching in Awgni medium possess the necessary knowledge and sk ill s 

to teach in Awgni mediulll. 

20 You bv vourselfare aware of the use of an MT as an LO! in education 
21 Both the zonal and woreda administrat ive bodies usually consult the community 

to convince it to acceot the education provided in A wgni medium. 
22 Primary education in Awi has been provided in Awgni medium after consulting 

and convincing: the cOJ11l11un itv 
23 The choice of the LOI fo r a specific community should be carried out by the 

benefic iarv communitv but 11< t by any other external body 
24 1 The ed ucat ion in Awgni mdium is usually supported and improved through 

DroDerly conducted research f,indings 
, 25 The educat ion in Awgni medi'um is backed by a radio transmissio n orogram 

26 1 You are quite sure that all the school s that are to ld to teach in Awgni medium 
defini te lv teach with it. 

27 Your office corresponds (exchanges lette rs) with the schoo ls teaching in Awgni 
mediulll in AW l:mi 

28 Whatever meetings and discuss ions are held concerning the life of the Awgni 
speaking community in your woreda the authoriti es run the meetings and prepare 
the d isclIssion minutes in Awe:ni. 

29 A wgni has been introduced as an LOI after it was proved that it can serve for 
litcrarv works and after the necessarv Drereou isiti es were fulfilled. 

30 Since it has been introduced before the necessary prepa rati ons a re made the 
educat ion in Awgni medium is mo re of disadvantageous than advantageous. 
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Respo nse 

No Items 
Categories 

..: ..: Cl Cl 0 
u ::E ::E u ;z: 

I Since the introduction of Awgni as an LO! is beyond the economic capacity of the country its 
imnlelllcntation is inevitably more ofhanl.1ful than useful I 

2 Since Awgni has been reduced into a written foml recently. it lacks an organized grammar, 
standardized dialect and other li nguistic criterias and hence should not have been implemented as 
an LOI at this status. 

J Since Awgni is not a widely spoken and undeveloped language, it was better to teach the Awgni 
sDcakine. children in Amharic with a better determination and devotion than in Awgni. 

4 Since Awgni is not widely spoken and takes pupils no where else it has any benefit of being an 
LOI. 

5 Instead of being an LOI, it was enough for Awgni to be given as a subject for all pupils in the 
entire zone 

G Unless Awgni is introduced to be a worki?g language in the zone, it can never get promoted and 
\ possessed the position that Amharic has amon_g the community. ,. 

7 To promote Awgni as an LO!, all pupils in the entire zone should take it as a subject until they ,. 

leave secondarv school. 
S Awgni should be given as a compulsory ubject and detennine the promotion and detention of 

pupils frolll grade to grade, if it is sought t ,j gain the necessary recognition as an LO! 
9 Allowing each ethnic group to use its MT in educational instruction would create strong feelings 

of tribalism that would ultimately lead to rl disintegration of the country. 
10 A child with Awgni MT would get more knowledgeable if instructed in Amharic or English 

medium than in AW(!Ili. 
II The usc of Amharic as an LO! in all the primary schools of the zone gives more advantage to 

Amharic sDcakers over Aweni sneakers. 
12 Most of us don't want to use the Awgni language to conul1unicate with a friend, a colleague, or a 

relative whom we come across in an area where on Iv Amharic is sooken. 
IJ Most of us do the issue under no. 12 because of not to show ourselves "inferior" by speaking an 

"inferior" lanoua!.!e. 
14 At its curren t status Awgni can be implclll :nted as an LO! until grade eight. 

15 The problem entagled against the use of A\vgni as an LO! is a problem of implementation but not 
or it policy problem. I 

I 

16. Whal do you think are the major prJ blems faced in the implementation of Awgn i as an LOP Make il 

short and precise as far as possible. 

A) 
B) 
C) 
0) 

17. What solution do you propose for the above problems? Express them in possible short and preci se 

statements . 

A) __________________________________________________ __ 
B) __________________________________________________ __ 
C) ____________________________________________________ ___ 
0) ____________________________________________________ ___ 

18. \Vhal genera l fee lin gs and suggestions do you have concerning the education provided in A wgn i 

mediulll? Make short and precise statements. 

1\) 
13) 

6 -----------------------------------------------------
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Appendix G 

Addis Ababa Un iversity 
School of Graduate Studies 
I College of Education 

Department of EdpM 

The Purpose of thi s questionnaire is to obtain information on the awareness and attitude of the 

zo nal and wored a administrative bodies on the education provided through Awgni medium in the Awi 

Admini strati ve Zo ne of the ANRS. Please note that these questions are purely for research purposes and 

in no way arfect you r employment as a public servant. The in fo rmation obta ined through the 

questionna ire wi ll be used only for stat istical analysis purposes. Any information that you give '\' ill be 

kept conficiential. Moreover, your COlt peration in g iving genu in e information is hi ghly valuable t'or the 

accom pli shme nt of the study. Hence, 'ou are kindly requested to attempt all the questions in the b oklet 

attentivel y. 

Note:- I. There is no need of writing your name on the booklet; 

2. a) For the questions with choices encircle anyone of the letters that contain your choice; 

b) Put a tick mark (v')in the correspondi ng boxes in front of their respective statements for 

the quest ions in the tables and with cho ices g iven in five or six point scales; 

c) For the questions wit: the blank spaces please fill th e blank spaces with poss ibl ' short . 

and prec ise answers; 

J. Th ank you in advance for your cooperation to respond to all questions patiently. 

Part I: Personal-Data 

I . Sc, __ _ Age __ _ Edu cationa l qualification ____ _ Occupation ___ MT 

language _____ Experi ence in teaching in years _____ in any other occupat ion in 

ye"rs, _ ___ _ 

2. Lan guage sk ill s (use ti ck mark ( ,I) to fill the boxes) 

No I Language 
Skill s I 

Understand i nf! Soeakin f! Writin f! Readinf! NOlle 
A AWQ lli 

B Amharic 
C Enolish 

D Anv othcr-------

J. VOl n' skill s in AWQn i (use a tick mark (,1') to fill the boxes) 

i\'u Skill 
Range 

High Medium Low None 
A U nderstanding 

13 Sileakinl( 
C Writine: 
D Reacii n ~ 
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4. MT language of your father _____ Mother ___ _ 

5. Arc you marri ed? 

6. Do you have children? 
I 

A) Yes 

A) Yes 

B) No 

B) No 

7. If your answer for both question 5 and 6 is "Yes", your wife's/ husband' s MT _____ your 
1 I 

children's ____ _ 

8. What language does your family often use to communicate to each other? ___ _ 

9. What language do you speak best now? _____ _ 

10. What language was widely spoken in the area where you grew up? ____ _ 

II . The LOI you used in your primary schooling (1-8) was _ ___ _ 

12. The LOI you used in your TTl or college education was ___ _ 

13. [s there any langu ge that you would like to know? A) Yes B) No 

14. [f your answer for the above question is "yes", list three priority languages in t e table below in order 

of your preferenc including and by comparing with your MT. 

No Language Reasons to prefer 

A 

B 

C 
I I 

I 
Part rI: - Question 011 the topi c und er study 

I 
I. Do you have a child (or member ofa family) leaming in primary schoo l? 

A) Yes B) No 

2. If you respond "Yes" for question no . I, what LOI does the school your child ( family member) is 

attending use to teach its pupils? 

A) Awgni B) Amharic C) English 

3. Arc there any languages that you wou ld like your children to know? 

A) Yes B)No C) No opinion 

4. If your answer for question 3 is "yes", including their MT list three priori ty languages that you would 

li ke you r ch ildren to know, beginning w ith the one you like best in the followin g table. 

No Language Reason s to prefer 
A 

B 

C 
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5. I r there are three primary schoo ls providing education using three different languages as LOIs in your 

surround ing (as indicated below), rank them in priority according to your choice for your children to 

lean in: I 
____ k) a school using Awgni medium 

___ _ B) a school using Amharic medium 

____ C) a school using English medium. 

6. I [you are a teacher and are given the chance to choose a school in which to teach, which one would, 

yo u prefer from the one that uses Amharic and the other Awgni as an LOI? 

A) Awgni b) Amharic c) Give equal chances for both d) No opinion 
\ 

7. What is your op'nion on the NETP concerning the LOI in primary schools? 

a. Co 1pletelyagree C) Completely di sagree 

B) Agr e only partiall y D) I have no opinion si nce 1 lack the kno\)' ledge of it 

8. If your respons for question 7 is "B" or "C", write your respective reasons precisely and shortly. 

A) ____________________________________________ __ 
B) ____________________________________________ __ 
C) ______________________________________________ __ 
0) ________________________________________________ __ 

9. Do you earnestly appreciate the advantages of using Awgn i as an LO!? 

I) Ye; C) No opinion si nce I lack knowledge )f it 

J) No 0) Specify, if any 1 _______ _ 

10. I [your answel for qu esllon 9 IS "Yes", up to which grade level do you thl'lk IS better to Implement 

A wgm as LOI lt presen t" I 
I 

A) 3rd B) 4" C) 6th 0 ) 810 E) SpeCify ifany ___________ _ 

1 I. I [your choice for question lO is different [rom "0" wh ich one of the follo wing altern atives do you 

think are better for the current situation? 

a. Using Awgn i for grades 1-4 and Amharic for 5-8 

b. Using Awgni for grades 1-4 , Amharic for 5-6 and English for 7-8 

c. Us ing Awgni for grades 1-4 and Engl ish for 5-8 

d. Using Amharic for grades 1-6 and Engli sh for 7-8 · 

12. Do yo u encourage parents to appreciate the use of Awgn i as an LOI and teach their children with? 

A) Yes B) No 

13. I r yo ur rcsponse for questio n 12 is "no", give short and prec ise reasons for saying so? 
A) ______________________________________________ __ 
B) ______________________________________________ __ 

C) ____________________________________________ __ 
0) ________________________________________________ __ 
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Til e fol lowing I\\'o consecutive taules arc to ue answered uy using a tick marl< (,I'). 

Nole:- (DC = Dd inite ly Correc t, MC = More or less correcl, MI = More or less incorrecl, DI = 
Definitely Incorrect, OK = Don'l know; CA = Completely Agree, MA = More or less Agree, MD 
= More or less di sagree, CD = Complctely Disagree, NO = No opinion). 

Respo nse 

No. Items 
categories 

U U - - ~ 
0 2': 2': 0 0 

r The Nati ona lity Cou nci l decides the se lection of an LOI for primary 
educat ion in Awi. 

2 The education given in Awgni mediu m is based on the consultation 
and interest of the ent ire community includ ing the teachers. 

3 When it was decided to give education in Awgn i medium the level up 
to whi ch it was to be implemented and the respon ibility and 
au thoritv of each adm ini strative echelon lVas clearly defin d. 

4 The community is happy and in fal'our of the educati o in Awgni 
medium. 

; The teachers support Ihe provision of primary education for children 
of AW!l.ni MT in Awgni medium. 

(, Si nce Ih e eJucation in Awgni mediu m is backed by the necessary 
research findings and consequent improvcmenls , the community is 
well aware of its benefit. 

7 The educat ion in Awg ni mediulll has th e necessary attention and an 

~ 
all- round SUDDon from Ih e resDective administra ti ve bodil ,. 
The regional education bureau is making the necessary ()ntribut ions 
expected from it for the fruitfulness of the educatior 111 Awgni 
Illedium. 

'J The regional government provides the necessary supporl for the 
success of .A.w1!ni as an LO!. 

I II [11 addition to th e educati on sector, other governmental and non-
governmental organ ization s, Ihe pri vate seelor, and the like are 
devotedly playing the roles expected from thcm for the success of the 
education in A wgni medium. 

11 The education in Awgni Illediulll is given the necessary attention and 
Dossesscs the requ ired hUlllan resources. 

" The education in Awgni medium in the second cycle primary is 
sUlloli ed wi th teachers fulfilling the requi red Ilolicy standards. 

I ] In the Awgni speaki ng community area public organizations such as 
the local court, the administration, health centers or clinics, 
deve lopment agents, etc correspond and/or exchange letters with the 
local community in Awgni. 

1·1 The regiona l mass media and the press have given the necessary place 
lor A wglli so that it can be promoted th rough broadcasting and 
pub li cation. 

" Providin o education in A wgni mediulll has a clear aim and vision. 
1 (, The aim and vIs ion of the education III Awgni medium can be 

L- achieved on lime. 
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, 
, 
I 

Response 

No Items 
categories 

« « ~ 
Q 0 

U :; U z 

I It should be the beneficiary community itself but not any other else that 
sho uld decide the LOI to use. I 

2 Unless it is implemented as a working language in the zone Awgni can' t be 
promoted as an LO I. 

3 Awgni shou ld be provided as a subject in Awi until pupils leave secondary 
sc hools. 

4 Before being introduced as an LOI Awgni should have been deve loped 
furt her by beil~provided only as a subject. 

5 It is enough to give Awgni as a subject instead of making it an LOI 

6 Since the language is not that much developed to serve for literary works, 
the implementation of Awgni as an LOI is ahead of time. 

7 AI its current status Awgn i can be an LOI up to grades ~ight. 

8 Allowing each ethnic group to use its MT in educat ion~ l instruction would 
create strong fee lings of tribalism that wou ld ultimat ly lead to nationa l 
disintegration. 

9 \1ost of us don't use the Awgni language to communi ate with a friend, a 
..: olleague, or a relative whom we come across in hn area where only 
Amharic is spoken. 

10 Most of the Awgni speaking community believes thai Awgni is inferior to 
Amharic. 

I I Most of the Amharic speaking community degrades Awgni and considers 
Amharic superior to Awglli. 

12 The current problem that Awgni as an LO I has faced is a problem of 
implementation rather than of being a consequence of (' policy prob lem. 

14. What do you think are the major problems faced in the implementation of Awgni as an LOl? 

Make it short and precise as far as poss ible. 

A) 
B) 
C) 

15. What solutions do you propose for th e above problems? Make short and precise responses as rar 

as possibl e. 

A) 
B) 
C) 
D) 

16. What gencral failings and suggestions do you have concerning the educat ion provided in Awgn i 

medium? State shortly and precisely. 

A) 
B) 
C) 
D) 
E) -----------------------------------------------------
F) ________________________________________________ __ 
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h (70 11' 'I- '} <i h tt: ," '1':f. h tt: (to :1· h !1 C] fl J' 'l.' fll7u lY '} ,e A l' u- tt '} ' I-<i 't? h (' U"I -

{,U<L'1..~_ h aolY<i:fw- rau'tm 'tWO:: hili! 'r<i~' nou'I'):'-?O (j ,e ,, :,- I),e 

t).elY,} (jid't-t.'(j It .e {' ;:/'({'1- '} (70 m'l:;: htt:'I"Y-:l~ ttl7D oo-It:/- 1",. 

l' /Xl, "'l t "'l m ,Vii 9? 'f '} Of' + $I" tJ C 'r qo () h- C] II qo •. f' 9"' :1- MI.? ~~ + M '1- I (l, 1: 

h,~ 1. A :: () MLU {\ ILl! h !'j C] fl r "'l..f' t} ()·n 9" '} 9" 'f "} C I' II 9" "'lll ,1, ~ or : : 

htLU (] It.e '1-9"tJC'r flr':w- h/LU I-".? '} t-o-'} '1 '/ tt"'l.l!.;t.°} ht_tt ,/ 

f'1tltlC 'T'<i1' i\.f?!!.C "} ,e :1-ItA:: (j'r<i'/: w-() ' r n(':lf~ .. p /f'} :/-9D tJ C:'­

)?"()h n r':'/O '(] ,h.t. 't? hAA J''''?:~w-'} 1'-1-9°tJC+ a},WH- (7U(W/'OU­

tthAlI-?" In M'r h!'jC]fl.f''l?H: 9D'} ,f'tJA I\,} !!.'/-' /<i l/ (] h,nr': i\..f'm<iw­

.e 'fItA: : 
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2.3 h h A It 'l.' r un l qu t J' ~ l }}' t7<J m tj" eN: J' &A-tj" 11 "l ~ ,). 

h1'C 

flun lJJL1: nA'i'l.' run~~unt.C' ~L~' unA'i'4?C' &A'<;" '('9"UC-r 

fI .,.1'1 m 11 :f or I' n A (t. !/? I!/? fP l' un ";J J>: -r " '} ~ U']. c:' C fI ·1· 11 J' m J' .e ;h10 :: 

9° n '} .C' ..,: 9" fir 11 I\: _ un I\:;f !/? '}!/? 1""1 rH' "'I C '} U;J 'l.' ~ -r <;" ..," 1 Q '1'(' h -1' '" fI (t. 

fI ~ 'i t. -1' <;" 'i (t "'I ";J ~~ 7' un (lI 1'1 '} ""' 1 Q 9° U;J 'I.' 9\ l\.LY '} 11.e 'f A 9° fI II ~ 

(lI't'l1' \ (J)', (lI·l I"r "'I <;. 7.' U 'I <;".} fin A fl· fI 11;J ~~ (p- t. .,.<;" 'i.e flgo <'H' I\: , 
}',t'l;I~ J.t .eLY<;"A"( 'IX' 3 ) rU'].fl(ll· U<'l'fI 9°'} (tlT'lfl '} ·,· t .NI .eLY'} '? 

(J{'C'°r C' II '} (lI· t'l'r fI{.(~ qo:;: r -1' °'!<;"(' u 'I<;,,·M hnA(t- 1'1 :;: ~L;r 
unA</' <!?C' t. ' r<;" (lI'iXl. <;,,:f(ll·'}'? 7:;:<;" 8:;: n l\:A'} (J{,(lI·l un'pmA Q:rAt'l 

c:' C' fl11 "'IC :;: un t. ..,.'} .e '111 :for i fl C (lI.e? hA (t. M, "'I C:;: h atJ' wlTJw­

(lI iXl. ·/'tXb O'J t (t °'lw' lTJ7- r "'l.et.A"l (lI.e9° I'0'!.e 'fA hLYit'l fI (\'fl~1' 

I' h A fl· !/? '}!/? fP 'f "'I fl .,. "'I C fl.90
'} t. '" ~ '? 

1-"l <;. (t n "l "l C (lI:p 1: IlIJ'i w iXl. (lI. r1 :;: .: L :{ o,! m <;" '1></: .C' t. .,. <;" 

fI }',arl QI'I 'I' c:'C' I'flflm A '} j>~ .C",n .ell"} }, '} .<r A in c ou ·ntl·n rn flm 

m:.J,U']. i t w.: : I'un-.C''I oo . . C'·,· :;: ·I-";.e hU'i ~ "l~O ·0 c/Lt. '/? I' tA' <;"fP l ' 

.l'; C .~.} 9° U' i t\, (t~ 1~- .,. go <'l <'l.e ·r ~I: 0,/ ·t- ( I' t\,)i 'f ) fl II °t.C' " ;J ){. 'r' ·fltl­

rOLC'<'lt'l·O 11.e.e.I\9°:: 

2.4 hqut7<Jtf' qu 7\dl~ :" U:"qu:" h,} 'lC 

hOD 7.' rh I\: ;/. 1)·1· go ·t· 11 ,}'1 C [' 4' Ln(ll'9° 1'.C' 'I: fir {, 1\:_00 I\:;t: !/?'}!/: 

['°'l.nm(ll · 'r9°IJC-r (' t.rnLw· t'l .'J;/' l-JALYi nt'l'H'C ['n"l"lC (D'}"': w · t)'l. 

[' 0'l, .C' t'l h ;/. II (lI' '} :r,al C (' U']. .C' t).e lJ' <;' {, A 'r '(f 9° : : 0 au 7, dl I\: ;/. IJ 7' 00 ·1' <;" 

n 11 '} r. :;: r. L :{ "'I (Il '14"1: .f' t .. ,. <;" 11 "l l !.: 'I' ./.-'1 \'-:f Ij.e [' '1' L n (lI. .e. "l qo 

I" I'}"'{J :f"lC ',(lI-:: 

nunlJJt,,/: '/-lIUl)C'} n', 'l / .C'lI ou<['lI_'}'f'.e / I\:()'(' r°'l, h <;"w ' } 

'1'''lIlC }', .e~I\90 : : ,eA'r. '}9° J, '}~ on:;: (J)'9° ['iH'1' A(J)·(J) ·~ (J).e9° 

('9° C :/' o·.e. :/' n "/' c c,: '1 -'1 U/ t. '} {){)C [w'l, i\'l 11 lI(7o lJ"r'l {"r i\f' . U']. 1j'} '1 
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.:./ ••. 1 " 

OG I 

: : \;IJ, U I. d' :J 4 .... lU l.n 

.I;:J 11 06·/: .~7d ~ Tel t·OJlUl)'fu,cl cpt:,; :t~OlJ-~I.(clV J,V·OJ 'V\;I4V 

.l;lvVOlJU :J-?aDI.( J,J'-nD .... ';}] C·d J,1,I;f, ~jlcl ibl,*~ .... 1)1 .. /· LJ/·d·l.nVV 
I 

·OJ7 .... 'V '&9:Jon V .'<.·J-cl V4, I,Iq,tno ~ ;j-lo"" V'lltLaDU ~tll(J' 1l11VV :: 

on·1; UV d .p";} lo J,l.n:';.J- ~jl n/, ibc'.aD cl V.." J ./: lUV 0lJ 4 :J-? no 1.( .... 'U4U'4t 'l 

1)1 . .." l,Jl 06lo7·dl.n4 Vt .... (J'''l> , t;J:ob-?lo.;J,t \I\:U d,/>'74 J,1,J':.,·tl{ 

*:J1l06·/: ±a::,;t:,; :f:~no-~l(J ,l,:lV+U J,V·OJ 'V\;I4U .OJ.;J1) 1l11VV 

:: .{f)~ ·I;Vl.oV :·OJ~ th~o ·H/'o.p1J).{f) 'ITJOJ~ ..... I;~1JI. ·I· 

l'l:i OJ U Lfl';)' v -? /'" lj .... ~:J ·t· U .OJ\lV~DJ l'l:im .1; :J1l06·/:rl ·OJ/. V 7'.J-J 

.1; V /,,, :: o6V d (J' 1.( oblo d .1; V l.o n/, UI.(J'I.( 06c/> lU aLI ·~f I.t aLI I"nu l,o.p1J)·OJ 

.... V·ulol( \;I·.(:IJJ'~nU J,.OJV'V .I;OJ(J'1l t·UV-I-7U·llcl ·I;U·(l 1"IlJ tv·OJ 

~ \;I4\14 0lJ t·H4U· tlo .1"nnLlVLJ 06,.'!./-J,,/, .... J,·pU .';)· ./: ./:'w.(1) ,)'cl,t Vcl,OlJ 

.1;:JllotJ·/:J : : .(1)1, (J'1t·1. ·(1)1.\;1'7 IJl 7",,} ,1' ,p tJ, .1,,(lOlJU ,l: (J' lJJ7,n ,} [j·VV ·l·VI.( 



Appendix J 

rtlll~'<; 1'"" 11'i'1'~ r",,')"/h')' U~ ,(.!D'f- nUII·n·)· r:>1r 1/9'9',·)· """,d, n')'9"uc·)· n.C''''· 1'1'**"""" NI1,.h 

IIOII"t, hP''i r·1·9"U C)· :J"'{'PJl .?C (loucpff '/' 111 998 '7.9" :f9"C' (W',. O'"l.17' 7;;:., 8~ !lG':t\-:r. 1'9""UC-I: 

nh');t\.1111"1:1oJ: OUIPffi·j: ·/,c* nhlf: qutj:;f 1:'H: t't.t'l1' rO'/.,r{11·t:\ rJ':C'l,'P uuCIl-'1llC hll"l.'.:··I~ h~'CMJt\;: 

n"'tn",· r'<:C1.-r ""CU,'HIC """,t·)· ')'9"UC", n/''i''''''i'~' "'1'" oullm')' ),1P,Yh'f-ll 

- nuo9"Ulr1 p'lIm<;<; 9".I'.q : 

- np'CQ1' ')'9"UC+"'I:"~YII 1/"1)1:·)·<; U')'uo-)' 

- nh'P.'1 *"" -)'9'UC')' nts:\" 11"1)':")'<; P'C'l."-)· 

njl,·<; nhM· ~.II<- r"'l.nfm·', n1.!L 1'lij'd''''' </'Cn'PII" nll.U9" uo"'t·h- ~ 
11'. 01996 '1.9"", r7~ htj":{.\ f'rC'1" ·h'''uC·r l7'I·t;t.yft .. :r- n°'1I1.?j.!·)· 111997 '1.1" "f..9"C' 071' llG':I'1-'f· ·f·ru -f: 

O;\T?tt.ll1' oJ(>1: (JUt'lnl'/: 4'C'" nh tj:oulf.iJ: *,* ,,')"tr'l"r 1 

21'. n'/'oul\f\,e avAil 01997 '1.9", rs::-: htj":t\ r;.vc"1·" '1'9"Ve-)- <ry·!:l.YtI·:y. flOlfIl;>j.!·/' h1998 I1.Y" i.9"C: 08<;'0 

h'i'll ')'9"UC'" n),·"?~.1/~ 1;1;; ""~m'" 'rC-~ nh'i'uo'i'r *',* )'')P,II'l' , 

3'1. njl'r nl1·11 'l·t.~1m·1 I't .. "'\" "iC:"I1r9" hIi:>;<>:'f-1 n o~.,.~+ I1~UC I{C +9"UC')' uo?<;~' c,H' +9'UC+ 

"'Ih·I·~nt.Y ~/il/lil X' l1uu'I'~nc 111996 Q.9". J>:9"C' rh"">;' ,n* ')'9"UC')' nt..I'.'r· P'C'l'+ .~t~ n.l'.t~ 

~\Vt:e:9"Ci 

41'. (luu?"Ut-.') pt\mCj Oh-(.\ ¥,,'}9" ~'PJ.. oP9"Ut-'} (l"'l.J'(H-?O?O-)- *'>* ou(\t\m'} J'tVFfOl- uul/',' 0.;.I-uo-}o-)-9° 

On6},"C 1.11. rl7"~}"ut--} tll/(\t\m'1 'h~9" "'h tj:-y· p't\mc,QJ-'} 0~"P.'1 1:'a ouflm-)' rU?,e:Yt\ OUDLf'1- f W" V'M-O 

9"Coulr "'IilM ""Y"U/r " n~l ,,,,. ~.f,H9"';' )'11{.+~· /,'r'C r')'QJ''''''!- "iC:'? 1r9" n"'III :>~-l- QJ~.P't 

h'}.'i.OIJl/? h'}.Pe .. e.L'1:: 'hluUC') ftc-m·?" i'l1I'1' t\r. !l;.l' OoPflm·)- On)'l.t'r f'oP9"Vt-'} I-'~t\mr:; l-"c"'H' -! 'I f:(l 

ITESol uouJ/.')' Oht\i'I- 0°'1:11- "ao?"vt-'} O"Ult\m;;: '1-1:u'1''''' /-"",(,\ mr:; f"'l.tl'1' uolf'l'" >\r:;r'\i~ql'\'}:: 

-1-P,~~ PO'I.oul'lh;Vfm· 0!1<'\')-:1" I'\ QJ-"l'1.m- '/"illt-'i?'1''''' fnh-<\i~QJ"} ~,'}..q.J'hr:;m·'1' PtLv .e.llA(l. '7t\ 11 "1." f'/'uu tl1n,, :fol­

auV''1,-} n·/-{.I;\,°'lt >"CjI'I/VltI '}:: 

On'Htwu 

MIII~' C/"" hN:f.C 1;/n..). 

1Il/('\I'\- 9°/C/uo {H'J{f:C 

MI"'~' H9" ·n~:J' n.C' 

~ 

tin" ? Ml-/-,v,.e.C w} ~/n.-)· 

M\'I~ nl'H·,v,.e.C W} n'}?" i1Cl,r au')"/"J' 

Oi,'e P'} .f-9°/1..flh IIv·tI'l·n 'l"C9"C o'lOht\ 

20.t;!1k 

tlllllf. ,v,c lr!ulI/c/-),/o'lfl1'/"'/tJ/lt\ 

UUC 1C 
tl1I. (:' )<'\/., 

1'l'J"/n.c )<'\ ,{, 

~-------- ""Y"t.,e/h711"M 

'L'I"IJI.C 
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~' 

l!ll\..,,,, -ad .... .' 'e In~, ' T !731<fPG/ 
,)- 1'" "''I' !ll: 

Ii' t:J1)! rPQjW~ ~sr ;<"'(!' a9 
I 

I'Illo'(l,n ,l7D ,l'9"Uc·l' ill:' 

I]UC.v,C: 

Appendix K 

t 'j'P,r. : (lW1'1"} r7~C; 8:;: nli:t\-:"t~ O'!f1"'OTJt,r !In:'n 
(l"' l7D t\n'" (l",'PC ,l'(lL 1 00 88 / ".,.9 LL01<tL 10/95 

P ". ~ t ,w" J'. .(l.~ t1. .e l7D 1'1 h ;I' A : 

(l11C;1', 1_6~ nli:t\-1', ! I!}\W''r "'9" i. w, t\°?,l7Dffi' ·1·o'/tfJ':"t~ P4'nJ.e 7l;<C; 8~ 
, ' 

nli:t\- 1' l7Do'!t,r *,*, 1(l'''l7Dt\h." "},n 'I' 21 ,/>, /1995 0, / 9" 1'11~.C;j I'nAt\, 

h li: .,' ~ P l7D , "} iI '} II It t. r :"t', (l h ,.~ I] t, h·,· OTJ ., '1 C; 1'hJl' 0 t. w,.e .e.'/. 'f OTJ .1': i. "} 

.(lJ'.i.o,(l ,I' f' ;J t. M09° ~'I' l7DiPi.1- (l.'/'ruc'I' ilC'w' 1""**l7DW' I"L'nUI pO?"L' 
.' 

!W'r- I'/"t. IIltt.fJ':"t', ;lC ",w.r.e ·rw, hl998 0,/9° .e.9°C' ,I'9°UC"" M\li: 

l7Dlj':~f :~,* (TO ilm'l' 1'~ ,rfl1'A 1'J':cd' <7DCV"}'(lC o'/I /;I)[;r ;,~w',c; (lJ':c'd' 

<7DCV_ "}·(l~, 9° (TO lJJ i.'I· '1' rUC.,:, (l~\li: <7Dli:;J~ !In :/: (TO om')' ~\}.'L;FA (llifC;­

(lnAA .P.i.}l' t\.lJJ~, {""1.11]~~W'·} hl_4 .,' t. "''PC 1/C"' t,:)~II' hlt .e (lCOr), 

(l " ' m4'ow' "''PC .R·I1·m, 1A '1~:>'A: : 

0'/, 4_5 /1995 PilC'w' I"L' n~.n p°?, ·L·C; I'fI',. I'/"t, IIltt.fJ':"t· (l;J t, 

·/'W,r.e.,,·} 1'J.'.i.(), n;/ ' ,'¢' 9°.p,U<J,: '1'9"UC'/" f11 997 0,/9° m'i' nli:A t\<7D;e:<7D C 

(lCI1;l' /"t.fJ' T (TO iPt.'l ' .'1 t\l];l~ w, c't.tl" : ~\ '/o ·?o I' /" C'H' '1'?OUC'} 

o,/-t;t,f' t\-~ ' II"} ,~'1' : I' <7D 9° Ut " I"-'Am c;- : 'I' 9°UC.'/' (l ~,(U'. /"C"P.' .'/ ' 'PC;-

'P'tfJ':ri t'L!1' 'r- : Pow' II.eA OTJm'tn C9° ~\,(lC' P::J'P 'I .. ~,e ~w,:: (IILU 

l7D iPi. '1'9° : 

• f11 997 '} 19" 117<;' nli:A t\l7D li.<7D C hl7Dflhi.9°_QD;lil·)' 1996 '}/9" 

1]1'1"1' wt, '(' I'/"C'H ·I' 9°UC:" 0,!.t&,Pt\,,1' , (I1-j "'Lt. ~,~, .Ri.:,r M ;I:0 ,y· 

°Hi.'(l : h U'l..r 'II.P_O~,!1996 l'u.'/'<7D ')' /"t· ~\,.e.°?'h~'w'} : 

• t\')' 9°UC'/: <7D :e:<7DC / 1997/ I'I,ltU)' ~\f1t,It'L ', 'IC I' (lo?" ut,'} 

~\;,' cn,)' cU)' , : M .ll?O {"/'J.'.i.Ow, M O?"'d' (1.\':' cd' (lO Ci!_"!'I1~ ' J.4 ~\C; 1.5 

~\ ·}.e." '<7Dt\h ' /'u) ' (l {I '~'O ' {' (lo9°Ut, '} ,e Arn<;' ,/'U '\?:(c ( T.E.SO) (lOUJi. ;/· :'?'} :':m,', 
(,o?, :)'-t\, o tXI: ao9° Ut.'} 9"A<7D"I ° 711'/',\':'1 {, ," O'o t\ (luc\")"9" oLf.):::" ")'­

(llPC,t6,IL;/'~' (I,r;:i'c\.a,} 'i'(:'"! ",,?" "'!IPAm, {""LA ', m,: : .r~ u I)", ] .. f't\ un 
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6.A'J~w·' ~,'P6f." ~w' ,Ot\, ul.eU" 111\'0, ~I]?''P. 1~'1C:1'· 0l7D~t)·)· 1~'1~·' 

t\l7DQ'<'.<;: (,0'/.," ru1~t\· ru?fP1~' hh'()l·n wJ'. M~ l7D<;:;J: !In* t\l7Dl7Dt\1'l 

~w':: f]t\ .. O, ~I]?''P. r'1C:1'· ~,l?,.' 'P':;'w·?O ('l7D9°U?"} ~,q'C(l·)· ctll', : 

.e'liw·?" : 
1 

1. hl_4<;: / qo:e.qot,"ar ul.ehA / O*,*()l' I]MIt\mr qo~U?" 

."/-~UC·)· Ol7Dl'lm"', n''''''ltfP:r- arm.·)· t\.e r·"'ul]<'.4' l7DlJ'~ 0'1',"'- rof'<'.;J1m 

hl7DV'~9° 1]~'1C qo~U?',9° t\n?flof-"'lC ~,rof';h~. fll'll7Dlj',:r:()l' AI'1t\O· 0l7D11"/· . 
hI 4:;' J'.<'.:{ r nV'fl..,-9°';' l7D~U?'·} o*,*()l' "'l(JAm, Qv;J:A: - I 2.1 7_8:;' h<;:1I-1'" fL,"M·9°~· I'°'l.rl'l· Mnr uJ' n.r;:ft\·O? J'.<'.p" 

l7D9" V? " O?(JAm, ~w- :: naV' flof'9°~.0 ·) · ~In * I]A(Jt\111~- l7D9"U?' ')'9"UC')' 

l7D(Jm')- h'/-"?tfP:)~ I]ut .e "'<'.'1 ~,,'1'1 ct;:l- .e 0t.1'·)'9°UC·)· '},e~,,: I'o/'t/<'.'I~· 

,}t\"'lfP1~'} O'lt)f] ·)- ~"J'.°? ,e7-A' nof'°?tfP1~~ u,ew ·)- t\.e ~,t\. ;:I- '1? 'I-ob ('" 

l7D<;:mC flt\n'l.V', hl7D"'lC_ "'ll'lof ' ''?C, ~,m.9't\.e h'r~uc"" l7DCU ~,lJ..r 

OJ'.,o,~n. w- "I .e O·'-? </l'l'C 4 I'..,,,,t\ow· ~,'J'.'" ~,VL;:I- J~ M,o'}>,"', ~,I'ml'q',: 

naV'flof-~" ~- 01- ~t:,* n ,<:, ' ft'r·O? ,~ <'.:'l' 1'(Jt\m~- l7D9"lI?', 0/\,t\·0 ·)- U-'I, ;:I­

')-9"tJC '!:" fH ' fj:\w' 'lit / 1997/ l7D:e.qoC 0"1M(l1~ tJ,l:.w ·)-/ ·/-"'ltfP':t'· / ~,' 

Ou'O<'.·/·(\ 'O 1'q'9" t\.e 11<;: ·/·:;' ""~ 'r ,"l'Iw' I'll'lln \' uy.e?J' C, l7DlJ'~"} t.,t)I'lI]i\'}:: 

" 

" 
" 

fl" 

t\hA 1'1' ~, :"9" "I, 1];:1- Q C: 

1]1Jc.~C: 

I'll,'/? ~,I'l / ", ?;' ;n. ,). 

t\ i. 'C ~,fl / ,I'} ~, 1'9" "l '}I] ;J- l7D 9° t,e 

O ~,'/? I"} ')-9" /,e.,l'lh 1'I1J. I'I'Hl 9° C9° C, ruAII1 ' °7bhA 

i, '} :e.: I] ?' : 
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Appel/dix L 

The Alphabet o(AlVglli 

II fl· II. '] fl. ,n ~ 
II II· h. I, II h I· 
',i ·'i· 'Cl °tj ·'i. 'n "fi 
iT IT· if. '(I rr, :ii P 
~ ~. I'l. " ,t fI ... 
if n·· n·. '1' iL "if ~. 

II II· fl. ~ fl. t-. 0-
~. h· ~L >. ~ .. h )0. ., 'I' ·t ;J '/. '7 .) 

'r '): 'I: ;J 'I; :I} 'l~ 
" ',. L " '" '} <;' 

'I' ' I, ' l' ;). .j; ". ,r· 
'I: 'I, ''; :1: 'I: :r· .y. 
0'. ~. t t · (., C L:' 
t. 4· 6.- 4· ... 'i' r.: I (I (I. 't '/ ~ 6 P 
m w. T '/' 'r m· I" 
:,; ' Ii :e )J: :li ':j. ¥ 
ou ou· "'I. "1 a~ 9" 'I" 

I 

f I'· K .f r. f!, I' 
J: 1;. -'l. P, Yo f!: !'. 
:e: >1: Jf ~ :.,' x: .~: ~ 

" /I. IL ., It 1/ ,. 
'W "F 1C or 1C 11' '11' 
T 'I' T :r 'r. T 7' 
'f 'f· 'f '" , .~ 'i 'f 
u u· 'L '/ 'L II II' 

Nor e,' -/. The sequential arrallgclllelll of rhe alphabet is based 011 rhe com/. illa(ioll of /11'0 basic Jac/ors: (he 
similarilies or the sh.7pe::i oj Ihe lelfers to ease for children to Iporl} 01/ {he olle halld ({lid Ihe freqllency of 
Illeir occurrellce 011 the arlieI'. 

J. Sillce Awgl/i does I/Of hal'c plosive soul/ds ill /lalllre (he Amharic lellers that are characterized by Iheir 
plosiveness Ilia! jlle/llde ,1'./11. CU" X/f) al/d/-? are {ll'Oidedfrolll the Awgni alphabet. 

3. The different lellers or symbols (hat represent the some sOlilld in file Amharic alphabet fhat include II, dl . 
:j. 'li: IP alld ft alld J. alld /J are replaced by ollly aile s)"l1/bol oj each group ill the Awglli alphabet 
simply by taking the ol/e thaI appearsjirsr ill the Amharic alphabet or the aile thaI is simplestJor children 
to leo/"ll and write (II, f}. and )r) . 

.; Lellers Ihal are peculiar to the Awglli sOlllld alld do 1101 exisl ill [he Amharic soulld are added ill tlie Awglli 
alphabet by either adopting lhe previollsly avoided Amharic lellers Oi alld II) alld by modifying the other 
Amharic lellers ( 'l alld ;/~ . Both Ihe adoptioll alld Ihe modification activities are 1101 conducted 
randomly bill based all Iheir characteristic reiatiol/ships with the Amharic sound they represent, i. e places 
and mal/llers oj articIIlatioll as indicaled by theJollawing table: 

L eifer Mallller of articulatioll Place oj articulatioll 
'Ii Fricative. voiced Gloffal 
7 SlOp. voiced Velar 
f) Arrric(l/ed. voiceless Palatal 
;/; Slap, voiceless Lagio-velar 

5- According to some lingllisls 11 '110 have carried 0111 Ihe phonetic illventories of Awgni, alld ill JaC! /rom the 
practical poillt oJlliew, the leller "11--- II'" and al! Ihefi.H sO/lllds (lel1er~) oJ lhe el/tire alphabel oj Awglli 
( fl. II, 'li-- -,/J) do 110/ completely appeal" ill Ihe Awglli SOIIlU/. /1/ addilion, WI aJfricated, voiced. palaral 
SOUI/d related to the Amharic "II' that 1I.'illally occurs ill Awgni sound is 1101 i"cludc:d ill tile Alllgni 
alphabel. 71ws. allholigh the sllIdelll researcher is a lOYIIIOII fiJI" /il/g llistics, these 111'0 cases seem 10 hilll 
deJecls oj the A IIlglli all)/l(Ib('1 Ihat dell/alld a Jurlher il/I'estigmiol/. 
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