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Abstract

. Without language in one form or other, there can be no intellectual
development (Langeveld, 1957:437).

Following the downfall of the Dergue regime in 1991, Regions and Zones have been adopting
their respective nationality languages as media of instruction in primary schools. This has
been grounded by the New 1994 Education and Training Policy that decrees ‘primary
education(Grades 1-8) will be given in nationality languages,” and ‘English will be the
medium of instruction for secondary and higher education.” However, since 2004 the Gurage
Zone has adopted English medium of instruction starting from Grade 5 that is two to four
years earlier than many other Regions and Zones of the Country do. All first cycle primary
schools (Grades 1 to 4) of the Zone employ Amharic as a medium of instruction.

This research paper, therefore, attempts to assess both students’ and teachers’ perceptions,
assumptions and attitudes as regards the adoption of English as a medium of instruction at
Grade 5 level in Cheha Woreda of the Gurage Zone. In order to do so, questionnaires, semi-
structured interviews and document analysis have been used as data collection tools.
Randomly selected students and teachers of three primary schools as well as two Cheha
Woreda education officials took part in the present research.

The findings show that the current level of both students’ and teachers’ English proficiency is
perceived to be inadequate to use English as a medium of instruction at Grade 5 level.
Besides, there is also a widespread perception by both students and teachers that using
English as medium of instruction helps students to improve their standard of English and to

join higher learning institutions.

And finally a set of recommendations have been made based on the major findings of the
present Study.

Vi
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CHAPTER ONE: INTRODUCTION
1.1 Background of the Problem

It is true that these days educational systems worldwide have shown interest in the adoption of
English as a medium of instruction (Marsha, 2006:16). Similarly, Ethiopia is also using
English as a medium of instruction particularly in secondary and tertiary education system.
This is clearly stipulated in the 1994 Education and Training Policy. According to the New
Education and Training Policy (1994), the medium of instruction at the primary level (grades

1 to 8) has become the local language(s) that regional/zonal council approves.

Nevertheless, in Gurage Zone, native Gurage-speaking children of primary schools are taught
in Amharic from Grades 1-4. These children, unlike most other government school children,
are taught all non-language subjects through English starting from Grade 5 which is two to
four years earlier than many other schools do in the country. This has led the researcher to
raise questions whether these children could really benefit from using English as a medium of

instruction at this stage or grade level.

According to Marsha (2006:12), teaching in English, without adoption of appropriate
language—sensitive curricula and methodologies, inevitably leads to confusion, despair and
high drop-out rates. Not only this, but successful language learning/ acquisition usually

depend on the amount, quality and richness of input.

Do these students, having learnt English as a subject with only 5 periods® of instruction per
week for 4 years (Grades 1-4); enter Grade 5 classes with a proficiency level that would
enable them to use English as a medium instruction? Learners’ ability to participate
meaningfully in school learning activities is intimately linked to their proficiency in the
language of learning at school (Cummins, 1984; Ortiz, 1997). This implies that limited
English proficiency learners who enter classes where English is the language of learning

encounter serious problems in copying with their academic work.

! One period takes 45 minutes



This was what initiated the researcher to work on this particular area. Accordingly, attempts
have been made to assess views of Grade 5 students and teachers with regard to using English
as a medium of instruction. The study also tried to investigate some of the major problems

faced by 5" graders and their teachers in relation to English medium of instruction at Grade 5.

1.2 Statement of the Problem

The World Declaration on Education for All (1990) and the Dakar Framework for Action
(2000) — the two most recent United Nations conference declarations focusing on education —
recognize quality as a prime condition for achieving ‘Education for All’ (UNESCO, 2003).
The Dakar Framework affirms that quality is ‘at the heart of education’. Goal 2 commits
‘nations to providing primary education ‘of good quality’. Goal 6 includes commitments to
improving ‘all aspects of the quality of education and ensuring excellence of all so that
recognized and measurable learning outcomes are achieved by all, especially in literacy,
numeracy and essential life skills’ (UNESCO, 2003).

How can this quality issue be ensured in education? The researcher believes that whether the
instruction is conveyed through a familiar language (for both the students and teachers) can,
among other things, be considered as a major factor. According to the New 1994 Education
and Training Policy, ‘primary education will be given in nationality languages.” Following
this New Education and Training Policy, like many other Regions and Zones of the country,
the Gurage Zone of the SNNPRS has registered some changes with regard to medium of
instruction in its primary schools. Before August 2004, the Zone had been using Amharic

from Grades 1 to 6 and English from Grade 7 onwards respectively as media of instruction.

Later, however, since September 2004(1997EC), the Zone has adopted English medium of
instruction starting from Grade 5. Students from Grades 1-4 learn English as a subject with 5
periods of instruction a week. The researcher also feels, from personal experience and
observations, that these schools are not really well-resourced ones particularly in terms of
English language teaching/learning endeavours. Cognizant of these and other real existing
contexts of many primary schools in the Cheha Woreda, ‘can English MOI be a successful

educational model at Grade 5?” was the question that came into the head of the researcher.



This is because the researcher believes that children are likely to learn new concepts when

they can readily understand the language the message is conveyed through.

Gravelle (1996:2) claims that almost all learning involves language, whether in written or
spoken form. For learners it is the language used in the classroom that will be most
demanding. It is thus imperative for learners to obtain a level of English language skills that
will lead to the achievements of their academic goals. A child who faces difficulties to
understand a given new concept may also gradually develop negative attitude towards that

language of instruction.

Hence, in this paper attempts have been made to address the following research questions;
e What are Grade 5 students’ perceptions, assumptions and attitudes regarding teaching
and learning through English medium of instruction?
e What are teachers’ perceptions, assumptions and attitudes regarding teaching and
learning through English medium of instruction at Grade 5?
e What difficulties do Grade 5 students face in learning through English medium of
instruction?

e What difficulties do teachers face in teaching through English medium of instruction?

1.3 Significance of the Study

English has been introduced in Ethiopia as a medium of instruction partly to offset the
problem of children arriving in school with different first languages (Marsha, 2006:31). This
may be true in schools like the Gurage Zone or Cheha Woreda ones which opted for Amharic
from Grades 1-4 and English from Grade 5 onwards respectively as media of instruction.
Grade 5 students of the Zone are the first group of students who enter to English medium of

instruction after a four years instruction through Amharic in the earlier four grades.

Hence, it was essential to assess whether these students were benefiting out of this change and
what their perceptions looked like. Accordingly, the findings of the present Study would be
significant in igniting a further discussion among concerned bodies on the theme under
discussion. Further, English medium of instruction at Grade 5 level is practiced not only in



Gurage Zone but in other Zones of the same Region as well as other Regions of the country.
So the study could also serve as a starting point for further studies.

1.4 Limitations of the Study

Questionnaires and interviews were the major data collection instruments used to collect data
for the present study. A total of 169 students and 25 teachers participated in the students’
questionnaire and teachers’ questionnaire respectively while 34 students and 15 teachers
attended their respective interviews. However, the study did not involve parents which could
have been helpful to the comprehensiveness of the study due to time constraint.

And secondly, the number of primary schools targeted for this Study was only three out of the
thirteen ones in the Woreda; Emdibir, Aba Fransua and Gassore. So the findings of this Study
could have some limitations to make generalizations beyond the scope of Cheha Woreda.
Furthermore, it could have been very helpful if there had been an analysis on students’ results
of the grade 8 national examinations; this did not happen so because it is by the coming 2008
that the first group of students who entered English MOI will sit for this examination.



CHAPTER TWO: REVIEW OF RELATED LITERATURE

2.1 Ethiopia’sLinguistic Situation

According to the World Bank (2006), the population of Ethiopia is 74,777,981 as of July
2006, making the country the second populous in Sub-Saharan Africa. And different sources
show that the country is composed of no fewer than 80 ethnic groups with distinct languages
and/or dialects and cultural features (GOE 1998). According to the latest census data of the
country, conducted in 1994, speakers of the three major Ethiopian languages (Afan Oromo,
Ambharic and Tigrigna) constitute 70% of the entire population. The table below also provides
the major languages, in this case with more than half a million speakers, as per the 1994

census data.

Table 1: Ethiopian Major Languages, 1994 Census Data

No Language Mother Tongue Ethnic Group
Speakers Members
1 Afan Oromo 16,777,975 17,088,136
2 Amharic 17,372,913 16,010,894
3 Somali 3,187,053 3,139,421
4 Tigrigna 3,224,875 3,284,443
5 Gurage 1,881,574 2,290,332
6 Sidama 1,231,674 1,842,444
7 Wolayta 1,231,674 1,268,445
8 | Afar 965,462 972,766
9 Hadiya 923,957 927,747
10 | Gamo 690,069 719,862
11 | Gedeo 637,082 639,879
12 | Kaffa 569,626 599,146

(Adapted from Hudson 1999:89 — 108, cited in MOE (2007)
The federal language, Amharic, is introduced as a subject at Grade 3 in most non-Amharic
Zones or Regions while English is taught as a subject starting from Grade 1. Amharic also

serves as a lingua franca throughout the country whereas the functional use of English



language is limited in civil society. It is used for very high-level functions, e.g. legislation,
higher education learning, and international affairs. The present Study refers to Second Cycle
Primary School students of Cheha Woreda where most of them are members of the 5™ ethnic

groups of the nation, Gurage (see Table 1).

2.2 Background of the Current Ethiopian Education System

Following the downfall of the Dergue regime in 1991, Ethiopia has entered into the process of
transformation towards a more civil society (Walter, 1999:37). This transformational process
has led to numerous socioeconomic and political policy reforms. Central to reforms in the
education sector, according to Walter (1999:37), are ‘changes in the school curriculum, the
decentralization of education, the use of regional languages for instruction (as opposed to the
former use of the national language, Amharic), and multiple perspectives in addressing

diversity issues in education.’

These recent reforms in education began with the Ministry of Education (MOE) document,
Education and Training Policy (MOE,. 1994). This document begins by describing major
problems of the educational system. These include: problems of relevance, quality,
accessibility, equity, mode of delivery, inadequate facilities, insufficiently trained teachers,
and shortages of books and other teaching materials. In response to these challenges, this
document recommends changes in the school curriculum, language of instruction, teacher

education programs and the examination system.

These reforms were deemed necessary strategies for making education more responsive to
educational reform objectives which included: ‘greater emphasis upon problem solving at all
levels, increasing the numbers of teachers needed for greatly increasing demands, wiser use of
resources, increasing democratic culture, more efficient dissemination of science and
technology, and making education more responsive to societal needs’(Walter, 1999:24-26).
The reform policy priorities require a change in the school curriculum, improvement in the
professional development of teachers, the use of regional languages for primary education,

and specialized training of kindergarten and primary education teachers. The policy further



proposes conducting a national examination at grade eight in order to certify the completion
of primary education.

The new 1994 Education and Training Policy of Ethiopia has placed considerable emphasis
on languages in education, with changes affecting the roles of Amharic and English and, for
the first time, incorporating other indigenous languages in the school curriculum. Amharic
retained its official status as national language but not its role as medium of education at
primary level (except, of course, in regions where Amharic is the designated ‘nationality
language’). The new 1994 Education and Training Policy decreed that:

e Cognizant of the pedagogical advantage of the child in learning mother tongue
and the rights of nationalities to promote the use of their languages, primary
education will be given in nationality languages.

e Making the necessary preparation, nations and nationalities can either learn in
their own language or can choose from among those selected on the basis of
national and country wide distribution.

e The language of teacher training for kindergarten and primary education will
be the nationality language used in the area.

e Amharic shall be taught as a language of country wide communication.

e English will be the medium of instruction for secondary and higher education.

e Students can choose and learn at least one nationality language and one
foreign language for cultural and international relations.

e English will be taught as a subject starting from Grade one.

e The necessary steps will be taken to strengthen language teaching at all levels.
(The 1994 Education and Training Policy)

Following this new Education and Training Policy, regional languages are currently used as
mediums of instruction at the primary level (Grades 1 - 8). Primary education is divided into

two cycles. The first cycle ranges from Grades 1-4, while the second cycle extends from

2 The use of nationality languages, however, is not uniform across primary schools of the nation. Some Zones/
Regions use their nationality languages throughout primary schools while others only in the first cycle primary
school levels. And few others such as the Gurage Zone preferred to use non-nationality languages; Amharic in
the first cycle and English in the second cycle of primary schools mainly due to the presence of high level of
multilingualism in the region.



Grade 5-8. According to the Education Sector Development Program Action Plan (1999:8),
those who teach at the second cycle should be trained in two-year teacher education colleges.
In light of this requirement, Teacher-Training Institutes (TTIs) that used to provide a one-year
certificate program have been changed to two-year colleges for the education of second cycle
primary teachers. Yet though some were able to change the medium of instruction from
English to their nationality languages, there are some Colleges which still use English
language as the medium of instruction. In some regions, this is so partly because they have a
lot of first languages in their regions. As a result, ‘there are still many primary schools where
graduates of the colleges who have been educated in English, however, teach in primary
schools in the vernacular languages of the various regions of the country’ (MOE, August 1999
Annual Report).

This incompatibility between languages of instruction and language in which graduates will
actually teach is becoming a major issue as it was also debated during the Ninth Annual
Education Conference organized by the Ministry of Education(August 1999). At this event a
number of Regional Education Bureau officials expressed concern that graduates of Teacher
Training Colleges are less capable of teaching in the vernaculars.

2.3 Definitions of some Important Terms

The terms mother tongue language, second language, foreign language, bilingual/multilingual
education and medium of instruction have been used in various ways in the literature. In this

paper, these terms are used as follows.

Mother tongue language (L 1) and mother tongue education (M TE)

“The mother tongue is typically the first language of the child and the language of the home.
Mother tongue education is education via the mother tongue. Mother tongue education
implies a linguistically homogeneous community, a teacher who speaks this language, and
curriculum materials in the mother tongue.” (Walter, 1999:15).

Mother tongue instruction generally refers to the use of the learners’ mother tongue as the
medium of instruction. Additionally, it can refer to the mother tongue as a subject of



instruction. It is considered to be an important component of quality education, particularly in
the early years. UNESCO (2003:11) also points out that ‘the expert view is that mother
tongue instruction should cover both the teaching of and the teaching through this language.

Second language (L 2)

The MOE (2007:28) Study Report defines ‘second language’ as follows;
“In most part of the world, people learn a second language which is widely used in
local, regional or national contexts. This L2 is used for several purposes in society
and often functions as a lingua franca to bridge communication gaps between
different linguistic communities, and is used regularly in places or contexts like local
government offices, hospitals, shops, radio, TV etc. This language can be used as the
language of learning and teaching or medium of instruction (MOI), especially when it
follows on from sound MTE. Under certain circumstances, where there are high levels
of multilingualism, it is possible for students to attend school in a second language

which is closest to the language or one which the learner already knows well.”

Foreign language (FL)

The MOE (2007:28) Study Report defines ‘foreign language’ as follows:
“Languages which are considered to be significant for international communication
are often highly prized in African countries. In Ethiopia, for example, the preferred
international language, English, is known by so few people that it remains a foreign
language. The functional use of a foreign language is limited in civil society. It may be
used for very high-level functions, e.g. legislation, university education, and
international affairs. However, the foreign language does not function as a viable
lingua franca in the everyday lives of people (e.g. in: hospitals, clinics, police stations,
other local government offices, shops: on radio and TV).”

Bilingual/M ultilingual Education

Bilingual and multilingual educations refer to the use of two or more languages as mediums
of instruction. In much of the specialized literature, the two types are subsumed under the
term bilingual education. However, UNESCO (2003) adopted the term ‘multilingual
education’ in 1999 in the General Conference Resolution 12 to refer to ‘the use of at least



three languages, the mother tongue, a regional or national language and an international
language in education.” “In regions where the language of the learner is not the official or
national language of the country, bilingual and multilingual education can make mother
tongue instruction possible while providing at the same time the acquisition of languages
used in larger areas of the country and the world,”(ibid: 6-8).

Medium of Instruction

The medium of instruction in or out of school refers to the language used for teaching the
basic curriculum of the educational system. The choice of the language or the languages of
instruction is a recurrent challenge in the development of quality education. While some
countries opt for one language of instruction, often the official or majority language, others
(e.g. Ethiopia) have chosen to use educational strategies that give national or local languages
an important place in schooling. “Speakers of mother tongues, which are not the same as the
national or local languages, are often at a considerable disadvantage in the educational
system similar to the disadvantage in receiving instruction in a foreign official language,”
(UNESCO, 2003:16). Please also note that the terms *‘medium of instruction’ and ‘language of
instruction’ are used interchangeably in this paper.

2.4 Research on Mother Tongue Education

The role of bilingual education involving the major mother tongue-medium of instruction has
been subject to thorough investigation by several studies. For example, a pilot study
conducted by Srivastava and Khatoon(1980), cited in McLaughlin(1985), in the schools of
Mysore city with Grade eight students showed that the English medium students scored
significantly better than those in Kannada medium on the measures of non-verbal intelligence
and the three dimensions of verbal creativity, namely, fluency, flexibility, and originality.
However, when the school related measures were controlled, there was hardly any difference

between two streams.

African languages as media of instruction have generally been limited to the lower classes of
primary education. An extension to upper primary classes in order to provide for a full

medium is rare (Bamgbose, 1989). I think this is also quite true in Ethiopia. Bamgbose (ibid)

10



further provides details of a Six Year Project, which is designed to compare the traditional
system of mixed medium with a new system in which Yoruba, the mother tongue of the
pupils, is used for learning and teaching for the full duration of primary education.

Begun in 1970, the project originally consisted of an experimental group taught in Yoruba
throughout the six years of primary education and a control group taught in Yoruba for the
first three years followed by the last three years of instruction in English. The main feature of
the experimental group, according to Bamgbose (ibid), is that it had an enriched curriculum,
new English materials and a specialist teacher of English teaching English as subject for the
entire duration of the primary school. In order to reduce variables in the project, the enriched
curriculum and new materials were later extended to both groups, while the new groups were
added: a new experimental group without a specialist teacher of English, a new control group
without new English materials and a traditional control group with neither enriched
curriculum nor new English materials. Between 1976 and 1978, the project was subjected to
detailed evaluations covering the subject areas-Yoruba, English, Mathematics, Science and
Social Studies. Intelligence tests as well as psychological tests of affective outcomes were
also administered. The results show consistently that the best group in all subjects is the
original experimental group followed closely by the new experimental group. The worst
group in all cases is the traditional control group. Thus, the language of instruction is shown
to be a significant variable in the performance of the different groups. The project has now
been generalised to more schools, but still on an experimental basis (ibid)

Obanya (2004:23 - 28)) also sums up the disadvantages of not learning in the first language
as follows:
e learning is hampered because teaching is done in a language in which neither the
teacher nor the learner has an appropriate level of mastery
e the practiced curriculum differs widely from the official curriculum, as teachers
constantly resort to code-switching to get linguistically and psychologically closer
to learners.
e linguistic failures (i.e. language problems) are mistaken for academic failure (i.e.

real inability to learn), as language becomes the main barrier to learning.

11



Obanya (ibid) further argues that we are more concerned with the advantages of using the first
language for instruction (i.e. for teaching and learning). This is a situation in which classroom
activities are carried on in the first language, the teaching-learning materials (books, audio-
visuals, etc) are in the language that teacher and learners know best, and the language of the

school is that of the immediate environment.

The major advantages of such an educational environment are, according to Obanya (ibid),
that
e transition from home to school is easier, since both home and school operate in the
same language
e collaboration between the wider community and the school is also made easier, as
there is no linguistic distance between them
e the cultural resources of the language and those of the environment are more easily
harnessed to enrich teaching and learning, and education is not limited to bookish
learning
e teacher-learner and learner-learner interactions in the classroom are not likely to be
characterized by psychological inhibitions, and as a result, classrooms activities are
most likely to be participatory
e deep learning (understanding at higher cognitive levels) is more likely to be promoted,
as against mere memorization and regurgitation that characterize situations in which

language constitutes a barrier to teaching and learning

In summary, using the first language as medium of instruction is a qualitative education tool,
in that it is more likely to inculcate the higher order comprehension and communication skills

that are evidence of deep learning (ibid).

The results of the empirical investigations as to the impact of the mother tongue medium of
instruction vis-a-vis the use of English or a non-mother tongue language as a medium of
instruction are still mixed, and somewhat confusing(Ramasamy,2001:5-6). Ramasamy (ibid)
further argues that ‘but the balance is certainly in favour of the mother tongue as the medium
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of instruction as a pragmatic approach.” It certainly, Ramasamy (ibid) further adds, is the best
for those who belong to the lower socio-economic levels because enriched contexts in the use
of the English language are not easily available to these groups of learners. The researcher
also believes that this factor has to be seriously considered in deciding the medium of
instruction particularly in countries with low economical powers like ours, Ethiopia where

most governmental schools seem less-resourced.

2.5 Current Research on Bilingual/M ultilingual Education

The recent UIE-ADEA stocktaking study, which was prepared ahead of the meeting of
African Ministers of Education during the ADEA Biennial in Libreville, Gabon, March 2006,
offers, according to a Report on Medium of Instructions in Primary Schools in Ethiopia(MOE,
2007), the most up-to-date analysis of current language education policy, models and
programs. As summarized by same Report (MOE, 2007), the UIE-ADEA study found out
that:

e Students in initial mother tongue and early bilingual programmes followed by a
transition to French, Portuguese, or English by Grade 2 or 3, show positive
achievement over Grades 1 to 3(e.g. Benson 2000; Hovens 2002). This early
success has been (mis)understood by some researchers and many other education
stakeholders to suggest that early transition to the international language is a viable
option in Africa. There are countless evaluations of such programmes which show
the early success e.g. In Mali (Traore 2001), Niger (Halaoui 2003) and Zambia
(Sampa 2003). This achievement, however, starts to slow down in Grades 4 and 5.
By Grade 6, any positive effect of the early mother tongue programme seems to
wear off and learner’s achievements starts to decline as found, for example, in
Mali (Traore 2001), Niger(Halaoui 2003) and Zambia(Allsop et al 2005).

e More than 50% of learners never get to secondary school in African countries.
Low enrolment, high repetition, dropout rates contribute to this. Although so few
students remain in the system to the end of secondary, there has been no
systematic study which has examined the extent to which the use of medium of
instruction, which neither students nor teachers can understand well, impacts on

attrition vs., retention in the system.
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The Six Year Project in Ife, Nigeria(1970 — 1976) shows that 6 years of MTE
accompanied by very well trained teachers, specialized teaching of English as
subject, and new effective textbooks(learning materials) is sufficient to ensure that
students can succeed in 6 year MTE programmes in well-resourced, optimal
conditions(e.g. Bamgbose 2000,2004).

In countries where there is a high throughput rate in secondary, like South Africa,
there have been studies which do show the correlation between high levels of
achievement and mother tongue education, and low levels of achievement and
premature use of a second language as medium of instruction. For example, from
1955 — 1975 when African language speaking students had 8 years of MTE
followed by transition to mainly English medium the overall percent in 1976, and
pass rate in English as subject reached 78% in 1978. However, the number of
years of MTE decreased from 8 to 4 years from 1977, and this was followed by a
serious drop in achievement in English as a subject fell to 38.5% by 1984, and by
1992 the average overall pass rate for the African student at the end of Grade 12
flopped to 44% in 1992(Heugh 2003).

Earlier research on bilingual education in South Africa in the 1930s and 1940s
shows that students who have MTE throughout primary school plus bilingual (MT
plus a second language as two mediums of instruction/ dual medium in secondary
school) can outperform students in MTE only programs. In other words, students
gain academic and cognitive benefits from such programs (Malherbe, 1943).
Additional research demonstrated that there were benefits in regard to social
cohesion associated with these bilingual models. After 1948 the South African
Government phased out dual medium education and there were noticeable signs of
social fragmentation after this.

The early research on dual medium education in South Africa has been followed
by longitudinal studies of Ramirez et al. (1991) and Thomas and Collier (1997,
2002) in North America. These later studies confirmed the findings of the
Malherbe study more than fifty years earlier. Students in two way immersion/dual
medium bilingual models of education can benefit from dual medium education.

Where there are learners who speak both languages in the same classroom, dual
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medium education can facilitate higher levels of achievement of students than
would normally expect in MTE classrooms.

2.6 Research on Foreign Language in Elementary School(FLES) and Academic
Achievement
Research on FLES and academic achievement conducted in recent decades maintains a less
restricted scope than that of the 1960s since it examines facets of elementary foreign language
teaching and learning as well as student achievement in other subject areas (Taylor-Ward
(2003:61). Di Pietro (1980) investigated the impact of foreign language study on student
achievement among Arlington, Virginia children taking part in content based foreign
language programs in grades one through six. Student data was collected with regard to
attendance, report card grades, and ratings of academic performance by regular classroom
teachers, and scores on standardized reading and Mathematics tests both before and after
participation in the fourteen week foreign language study program. The foreign language
instruction reinforced concepts students were learning in Mathematics and Social Studies
classes. Moreover, weekly lessons helped the students explore the customs, history and
artistic backdrop of the target cultures of the languages studied. Results showed that
children’s reading ability exhibited marked improvement upon completion of the fourteen

weeks of foreign language exposure.

Garfinkel and Tabor (1991) conducted a study comparing the English reading scores of
children who were exposed to a third or fourth grade introduction to Spanish and who did and
did not continue their study of Spanish a full one to two years in the fifth and sixth grades. In
addition to looking at English achievement of foreign language students, Garfinkel and Tabor
also investigated the role of intelligence in student achievement. Findings show that with
regard to the low ability group, a significant difference in sixth grade reading achievement
existed between those who did and those who did not continue their study of Spanish. The
high ability group did exhibit a difference, although it was not significant. Of considerable
importance regarding children of average intelligence is that a significant correlation exists
between improved reading scores and taking a full year or two of foreign language
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Oller and Nagato (1974) looked at the long-term effects of foreign language study between
seventh, ninth and eleventh graders who did and those who did not follow a sequence of
FLES study. According to this study, FLES did not have a lasting impact on student
achievement. The student participants were girls educated in private elementary and
secondary schools in Japan. A control group (students not previously exposed to FLES) and a
treatment group (students previously exposed to FLES) at each of the three grade-levels
(seven, nine, eleven) were established. In order to examine the impact of foreign language
study on English proficiency, students took a cloze test tailored to their grade level. The
results show that non-FLES participants outperformed their FLES counterparts on the cloze
measure by the time they reached the eleventh grade. Therefore, Oller and Nagato claim that
FLES study did not have a lasting positive effect and that FLES students will not progress
more rapidly than non-FLES students when participating in secondary and postsecondary
foreign language study.

It is, however, also good to remember here two things. One is that all the above studies are
limited in the examination of FLES study on students’ verbal and mathematic skills. And
secondly, they all were conducted in a quite different environment in relation to our Ethiopian

contexts.

2.7 The Relationship between Languages of Instruction and Cognition Development
(Academic Performance)

“The purpose of education is not to teach any particular language. It is to facilitate the
‘optimum cognitive development of learners’ and to provide access to a broad curriculum
which includes, at the very least: literacy/language and mathematics,” (UNESCO,
2003:19). So in order for students to succeed in formal education, they need to develop

strong academic literacy in order to comprehend and grapple with the entire curriculum.
First and second language acquisition research shows a continuum in the relationship

between language and cognition (thinking skills) from informal and social uses of language

to increasingly more complex academic uses of language in order that high levels of
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academic achievement can be reached (Cummins 1992, Thomas & Collier 1997, Gottlieb
2003). The following two subsections will discuss the relationship between language of

instructions and cognitive development/academic performances.

2.7.1. SUP, CUP and the Interdependence Principle

There are two well-known models on bilingualism and cognition. Cummins, cited in Baker
(1993:132-133), describes these two models as the Separate Underlying Proficiency (SUP)
model and the Common Underlying Proficiency (CUP) model. The SUP model says that a
bilingual’s proficiency in L1 and L2 develop separately, having as a consequence that a
bilingual can only think in one language at a time, i.e. L1 or L2. The CUP model is described
by Cummins (1991:166-167) as follows...although the surface aspects (e.g. pronunciation,
fluency, etc.) of different languages are clearly separate, there is an underlying
cognitive/academic proficiency which is common across languages. This ‘common
underlying proficiency’ makes possible the transfer of cognitive/academic or literacy-related

skills across languages.

In other words, in order for a learner to use a second language as a language medium in the
classroom successfully, the learner must have developed the first language, as well as the
second language to a level where cognitive and linguistic skills can be transferred across
languages effortlessly(Cummins, ibid). This level of development in both languages can only
be reached once the learner has progressed past ‘surface fluency’ to ‘cognitive fluency’ (i.e.

an appropriate level of literacy for schooling) in those languages.

The CUP model has been developed further and is stated in recent literature as the
Interdependence principle: The interdependence principle has been stated formally as follows
(Cummins, 1991:166): ‘To the extent that instruction in Lx is effective in promoting
proficiency in Lx, transfer of this proficiency to Ly will occur provided there is adequate
exposure to Ly (either in schools or environment) and adequate motivation to learn Ly.
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Previously the interdependence principle was concerned mainly with the transfer of meta-

linguistic skills from L1 to L2. Studies done in the mid-1980s have shown that bilingualism

may also lead to an increase in general cognitive ability (Cummins 1991:165).To clarify our

understanding of academic and linguistic transfer, | will quote, at length, a summary by Baker

(1993:135) in which he explains how this model operates, and describes the possible

consequences for the bilingual learner if this facility remains undeveloped or underdeveloped:

VI.

Vii.

Irrespective of the language in which a person is operating, the thoughts that
accompany talking, reading, writing and listening come from the same central engine.
When a person owns two or more languages, there is one integrated source of thought.
Bilingualism and multilingualism are possible because people have the capacity to
store easily two or more languages. People can also function in two or more languages
with relative ease.

Information processing skills and educational attainment may be developed through
two languages as well as through one language. Cognitive functioning and school
achievement may be fed through one monolingual channel, or equally successfully
through two well developed language channels. Both channels feed the same central
processor.

The language the child is using in the classroom needs to be sufficiently well
developed to be able to process the cognitive challenges of the classroom.

Speaking, listening, reading or writing in the first or the second language helps the
whole cognitive system to develop. However, if children are made to operate in an
insufficiently developed second language (e.g. in a ‘submersion’ classroom), the
system will not function at its best.

If children are made to operate in the classroom in a poorly developed second
language, the quality and quantity of what they learn from complex curriculum
materials and produce in oral and written form may be relatively weak and
impoverished.

When one or both languages are not functioning fully (e.g. because of unfavourable
attitude to learning through the second language, pressure to replace the home
language with the majority language) cognitive functioning and academic performance
may be negatively affected.

18



There are also two other models dealing with same issue i.e. the relationship between
languages of instruction and cognitive development. Below are the details.

2.7.2BICSand CALP

Here it seems important to first raise the term what ‘language proficiency’ means. And when
is one proficient enough to use a language for academic purposes? How proficient must one
be in a language before (linguistic and cognitive) transfer to another language can take place?
Cummins (1991:169) draws a distinction between two levels of language proficiency: Surface

aspects (e.g. pronunciation, fluency, etc), and Underlying cognitive/academic proficiency.

These two interrelated levels are formally known as Basic Interpersonal Communicative
Skills (BICS) and Cognitive/Academic Language Proficiency (CALP) (Cummins,
1991:169-170). The distinction was made in order to conceptualize ‘language proficiency’ in
such a way that the developmental interrelationships between academic performance and
language proficiency in both L1 and L2 can be considered (Cummins and Swain, 1986:152).
For Cummins, in order for a bilingual to achieve CALP status in L2, s/he must first achieve
CALP status in L1. The consensus is that CALP level can be reached in L2 after + 5-7 years
of adequate exposure to L2 (i.e. once an adequate level of proficiency for schooling has been
reached in L2), and only once CALP level in L1 has been reached (Cummins, 1991:169).

An alternative view is presented by MacSwan and Rolstad(2001) in their article, they
maintain that literacy (roughly reading, interpreting and writing) is an academic construct
rather than a component of language ability. Literacy is taught and learnt at school, and thus,
levels of literacy do not reflect a learner’s language ability, but the ability of that learner to
write a test. Therefore, in second language proficiency development, “... ability differences in
an L2 will very likely be perceived as a component of success in the academic environment
quite generally’ (MacSwan and Rolstad, 2001:13) and as a result “... L2 learning is subject to

considerable variation in rate and ultimate attainment.
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Essentially, where Cummins (1991) defines CALP (Cognitive/Academic Language
Proficiency) as part of a speaker’s language proficiency, MacSwan and Rolstad(2001) see
CALP/literacy as an academic construct which does not improve the speaker’s language, but
equips him/her with technical tools for academic use. MacSwan and Rolstad (ibid: 6) describe
proficiency development in the MT as follows: Native language growth is inwardly driven
and all normal children achieve linguistically.

In his MA thesis, Michele October (2002: 25-27) also argues that it is logical that language
proficiency (as defined by MacSwan and Rolstad, 2001) must precede language literacy (what
Cummins calls CALP). This is so in all languages — regardless of whether it is a mother-
tongue or not. What is important, however, is that in normal children, the level of proficiency
needed to begin learning adequate literacy skills for schooling in the mother-tongue is
acquired without much effort, and by the time s/he starts primary school (October, ibid). In L2
learners, this level of proficiency must also first be reached before the same level of literacy
skills can develop in that language.

The level of proficiency in a language can lead to the same level of literacy skill in that
language, though this is not automatic. In other words, excellent proficiency can exist without
excellent literacy skills, but excellent literacy skills cannot exist without excellent proficiency
(October, 2002:27). Thus, a mother tongue speaker who naturally develops (oral) proficiency
— what Cummins(1991) calls BICS — does not automatically develop literacy (reading,
interpreting and writing) — what Cummins(1991) calls CALP — because literacy is ‘taught’ in
schools. It is therefore possible to distinguish between proficiency and literacy in the mother-

tongue without attacking the ability of its native speakers.

2.7.3 Critiques of the Cummins Theory

A number of authors have argued that the lack of success of minority language children in
learning second languages in the school and their poor academic performance can be
explained by social variables without recourse to considerations of linguistic competence
(MacLaughlin, 1985:196). In fact, Boen cited in McLaughlin (ibid) rejected the thesis that the
choice of language to be used as a medium of instruction is the determining factor of
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pedagogical success. He and other authors (Brent-Palmer,, 1979; MacNab, 1979; Paulson,
1980) have all argued that the fundamental casual role determining school success should be

assigned to social, rather than linguistic factors.

Troike(1981), cited in McLaughlin(1985), argued that the linguistic competencies thought by
Cummins’s to be necessary for success in literacy related school tasks do not reflect any
underlying general ability, but rather degree of acculturation to culture-specific set of norms,
the culture being that of the dominant middle class as reflected in the school. Troike (ibid)

maintained;

*“... that reading and text-processing skills play a major role in determining school
achievement and that the development of these skills is affected in little-understood
ways by home background, including SES®, but may be interactionally stimulated or
retarded both by pedagogical practices and by sociolinguistic/cultural attitudes,
expectations and behaviours manifested by the teacher and others in the school

setting.”

A similar argument was also made by Carole Edelsky (1983) and her colleagues (Hudelson,
Flores, Bakrin, Altwerger, & Jilbert, 1983). These authors pointed out that Cummins accepted
current school definitions of reading skill as the ability to perform well on a standardized
reading achievement test. Rather than measuring general linguistic competencies, these
authors argued, the data on which the theory is based measure the ability to do well artificial

and cultural biased test.

Edelsky(1983) went to argue that two of the prime reasons for the failure of many minority-
language children in school are that they do not share the interactional norms of the school,
and that they have a sense that the school is not working in their interests.

Another consideration was also proposed by MacNab (1979), who suggested that three factors

determine school achievement:

% SES refers to Socio-Economic Status
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a) ability, or the general and specific learning aptitudes of the child, which are thought to
be innate sources of individual variation in the leaning;

b) opportunity(or access), which refers to the exposure the child has to the material to be
learned; and

c) social reward structures, or the child’s expectation of the “payoff” for learning.

To sum up, it seems true to the researcher that students’ school work or academic
performance could be affected by different variables such as rewards, exposure to the
learning material and his/her learning aptitude apart from his/her linguistic competence.

2.8. The M edium of Instruction Factor

The language of instruction in school is the medium of communication for the transmission of
knowledge. Gravelle (1996) claims that almost all learning involves language, whether in
written or spoken form. For learners, it is the language used in the classroom that will be most
demanding. Learners’ ability to participate meaningfully in school learning activities is
intimately linked to their proficiency in the language of instruction at school. Those who lack
this proficiency, stand out as low achievers (Pluddermann, 1997). It is thus imperative for low
English proficiency learners to obtain a level of English language skills that will lead to the
achievement of their academic goals.

Similarly, Tharp (1997), cited in Pluddermann(1997), also argues that inadequate language
skills in English are a fundamental retarding factor for low English proficiency learners in the
subject classroom, because of the difficulty these learners experience in comprehending
subjects associated concepts. Tharp (ibid) states that low English proficiency learners
therefore have to acquire English language skills to succeed academically.

Some additional studies and experiences on how medium of instruction can affect (both
positively and negatively) the quality of teaching and learning processes are presented below.
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2.8.1 Teaching Experiences versus Medium of Instruction

Alidou and Brock-Utne(2006) present classroom observation studies conducted on teachers’
experiences in employing medium of instruction in several countries in Africa (Benin,
Burkina Faso, Guinea-Bissau, Mali, Mozambique, Niger, South Africa, Togo, Tanzania,
Ethiopia, Ghana, and Botswana). They reveal that:
“...the use of unfamiliar languages forces teachers to use traditional and teacher-
centred teaching methods which undermine teachers’ effort to teach and students’
effort to learn. Teachers do most of the talking while children remain silent or passive
participants during most of the classroom interactions. Because children do not speak
the languages of instruction, teachers are also forced to use traditional teaching
techniques such as chorus teaching, repetition, memorization, recall, code-switching
and safe talk. In this context, authentic teaching and learning cannot take place. Such
situation accounts largely for the school ineffectiveness and low academic

achievement experienced by students in Africa.”

In countries and schools where languages familiar to children are used as languages of
instruction, the studies indicate that teachers and students communicate better (Alidou and
Brock-Utne, 2006). Such communication leads to better teaching on the part of the teachers
and better learning for students. Few countries have developed or revitalized the use of
mother tongues within a bi/multilingual educational framework. Studies related to
bi/multilingual education in Africa (Burkina Faso, Ethiopia, Ghana, Mali, Malawi, Tanzania
Zambia) indicate that the use of mother tongues in basic education produces positive
outcomes if carefully implemented (ibid). The primary beneficial aspects discussed in the
literature are: the improvement of communication and interactions in the classroom and the
integration of African cultures and indigenous knowledge systems into formal school

curricula.
Effective communication leads to more successful learning opportunities in classrooms where

languages familiar to both children and teachers are used as language of instruction at least in
the first three years of education (Alidou, 1997; Alidou and Mallam, 2003; Bamghbose, 2005;
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Brock-Utne, 2000; Brock-Utne, Desai, Qorro 2004; Chekaraou, 2004; Heugh, 2000; IDRC
1997; Traoré, 2001; Ouédraogo, 2003). Moreover, when teachers teach effectively reading,
writing and literacy in the mother tongues, students can develop adequate literacy skills that

they can use in learning the official languages (Alidou and Brock-Utne, 2006).

Recent evaluations also indicate that there is a correlation between students’ literacy skills and
their academic achievements (Sampa, 2003: 25) as cited in Alidou and Brock-Utne (2006).
One of the major problems highlighted in all the reviewed studies is the inadequacy of the
existing teacher training programs. In an assessment conducted by Ngu (2004) of teacher
training institutions in Africa, he concluded that current dominant teacher-training programs
were developed before most African countries got their political independence. This implies
that student teachers are being prepared as hitherto to teach in languages that are unfamiliar to
children (English, French, Spanish and Portuguese). This largely accounts for the recurrent
educational problems faced by African children and the ineffectiveness of formal basic
education (Ngu, 2004), cited in Alidou and Brock-Utne (2006). This seemed partly true here
in Ethiopia too as reflected in the August 1999 MOE Annual Conference. According to this
report, representatives of some Regional Education Bureaus complained that graduates of
some Colleges were not good at teaching in local languages as they were trained in old
English medium programs. Currently, however, due to MOE’s and REBs’ efforts to address
the problem, significant improvements have been registered in regard to improving the quality
of the curriculum and to avoid the medium mismatch though it is not fully addressed yet.

All the studies mentioned above concluded with a set of common recommendations These
recommendations include (Alidou and Brock-Utne, 2006): the adoption of an adequate
language education policy; the reform of the teacher training programs to account for the new
education language policies; the integration of innovative teaching methods, taking teachers
sociolinguistic profiles into account for their placement into schools and the development of

culturally relevant curricula.

To sum up, teaching practice is negatively impacted by the overall socio-political contexts
which are not always in favour of the expansion of the use of African languages as language
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of instruction in formal education. Teaching in mother tongues, according to Alidou and

Brock-Utne (2006), is still viewed by many Africans as a second class occupation compared

to teaching in international foreign language. This attitude affects both teachers and students’

morale.

2.8.2 Active Students versus M edium of Instruction

Instruction in MT or a familiar language contributes far more to the cultural, affective,

cognitive and socio-psychological development of the child than instruction in the
official/foreign language (Akinnaso (1993), Alidou (1997), Bergmann et al (2002), and
UNESCO (2003), cited in Brock-Utne and Alidou (2006). Brock-Utne and Alidou (2006:16-

17) analyze the many advantages of an education given in the mother tongue or in a familiar

language of the student:

A very first advantage for the student is that his/her learning progression goes from
the familiar to the unfamiliar, from the known to the unknown hence, respecting a
basic sound pedagogical principal.

Studies indicate that in MTE, teachers and students communicate better. Such
communication leads to better teaching on the part of the teachers and better
learning for students. Teachers are more likely to use effective and student-centred
teaching methods that enhance their effort to teach and students’ effort to learn.
Bergman and et al. (2002: 66) who studied the effect of using local languages as
languages of instruction in so-called experimental schools in Niger noted that:
“Teachers of experimental schools...create an atmosphere of trust between the
pupils and themselves .... Pupils in experimental schools, who are not intimidated
by their teachers, are more alert, take responsibility, ... participate more actively in
classes and contribute to helping the weaker ones.”

Using the students MT or a familiar language (for both students and teachers) as
language of instruction facilitates the integration of African culture into the school
curriculum, thus creating a culturally sensitive curriculum and developing a

positive perception of the culture. In addition to that, integrating the children’s
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culture and language into curricular activities ensures the involvement of parents

into school activities, therefore making schools part of the community.

The integration of children’s culture and languages into curricular activities has facilitated
parental involvement in rural schools. It also promotes a favourable attitude toward schools
among parents and pupils (Cornbleth, 2003). Parents appreciate bilingual education when they
see that the overall school performance of their children improves.

The studies reported in this sub-section show that active learning takes place in programs
where instruction is done in first languages known to both teachers and children. The use of
familiar languages alone does, however, not guarantee success. Other factors like the
availability of trained teachers and having quality educational materials built on the culture of
the pupils are also important.

2.9 Local Studieson MOI

The local literature on medium of instruction seems very scarce. The one that has been
conducted recently by the MOE in 2006, however, is the most relevant one amongst the
available local studies. “The purpose of this study was to explore the existing models of
language acquisition and learning in Ethiopia and determine which are more effective, in
order to make evidence-based recommendations for language education policy” (MOE Study
Report, 2007). And some of the major findings that have stronger relevance to the present
Study have been reviewed and presented below*:

i. “The MOE policy recommending 8 years of MT is sound educational practice.’

‘The Ethiopian policy recommending 8 years of mother tongue schooling should be
considered sound educational practice,” (MOE, 2007). The Study noted that ‘especially in the
cases of Oromiya, Somali and Tigray, the positive effects were generally apparent in terms of
access and quality of primary education, including high teacher and student language
proficiency, improved classroom interaction and better student performance. The question
remaining in those regions, the Study report pointed out, is whether the mother tongue could

* The findings, however, are not presented in full as they appear in the Report
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be extended into higher levels of education to take advantage of its effectiveness and
efficiency.’

ii. ‘Thereis awidespread assumption that English medium of instruction will help
people learn English.’

According to the Study Report, ‘people at nearly all levels of the education system as well as
the general public expressed to the researchers their belief that English MOI helps students
learn English and further, that the earlier English becomes MOI, the more successful students
will be in school, in examinations and in life.” However, according to the Report, ‘no one was
able to offer any concrete evidence that this is so, or even that it has been researched. The
assumption that if students learn all subjects in English, their English language ability would
increase is simply a hypothesis,” the Report argued. The Report further points out that the
hypothesis, that in order to learn a second language successfully it should be used as a

medium of instruction is not peculiar to Ethiopia.

However, the Report adds, ‘we do know from studies conducted on African soil, that students
can become proficient in English as a second language under specific conditions, and that
these include the teaching of English by highly trained teachers with advanced levels of
proficiency in English within six years of formal education’ (as in the Nigerian Six Year
Primary Project). We also know that where English is a foreign language to most students,
and in under less ideal conditions (such as in South Africa, between 1955 -1975), students can
become highly proficient in English. During this time English was not widely known and
used amongst the majority of speakers of African languages who lived mainly in rural areas.
Over the last 30 years, however, there has been a dramatic urbanization of people or as a
subject with 8 years of MTE and can change to English medium in Grade 9, achieving
educational success at the end of Grade 12.

The Report further argues that ‘the context of English in Ethiopia is in any case very different

from those found in Canada or the USA. In Ethiopia, English is a second language only for
the educated elite and a foreign language for most others since it is rarely or never heard or
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used in their homes or communities.” The Report further states ‘to our knowledge here is no
evidence that demonstrates that use of a foreign language as medium of instruction improves
the learning or use of that language, particularly not on a countrywide level. In fact, there is a
great deal of evidence to the contrary: that use of a foreign language as a medium of
instruction impedes both learning of content subjects and learning of the language itself.’

iii. ‘ Decentralization favours the adoption of appropriate models and practices.’

The Report argues that ‘regions to develop their own languages, models and materials based
on sound educational policy directives, and providing them with the financial and technical
resources they need to implement them, is an effective way to promote appropriate
educational services for all.” A clear example, according to the Report, is ‘the recent change
to the implementation of 8 years of MTE where English has been reintroduced earlier as MOI
at Grades 7 and 8, either for the natural sciences and / or mathematics (e.g. in Harari) or for
most subjects (e.g. in Addis Ababa). Such changes, which have been called ‘reverse planning’
elsewhere, have come about because of the perceived benefits of preparing students for
secondary schooling through English. The national assessment data for Grade 8 students,
however, show that those students who have 8 years of MTE perform better across the
curriculum and especially in mathematics and natural sciences in the Grade 8 tests than do
those with fewer years of MTE.”

IV. ‘Implementation decisions about English have had negative ‘wash back’ for mother

tongue education.’

According to the Report, ‘there is an extraordinary incidence of aspiration towards high-level
proficiency in English, even though it is a foreign language and used in few functional
domains in Ethiopia.” The Report states that ‘there are similar trends in other parts of Africa
where proficiency in French, English and Portuguese are similarly highly prized commodities.
Yet in each of these cases, French, Portuguese and English have a long history of colonial use.
The Report further adds, ‘this is not the case for Ethiopia and yet the aspiration towards

English appears to be even more acute here than in those countries where the language has
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had a longer functional presence for administration, legislation, higher education and the

economy.’

*hhkkkikkhkkkhkhkkkikkhkkkhkkhkkhkkhkkhkikikikk

The review of various related studies and principles included in this chapter would, I think,
have some added value to the quality of the current Study in terms of addressing its
objectives. The present Study mainly aimed at exploring the perceptions, assumptions and
attitudes of both Grade 5 students and teachers of Cheha Woreda in the Gurage Zone
regarding the adoption of English medium of instruction. So the review of the related
literatures in this chapter would contribute in reinforcing findings of this Study.
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CHAPTER THREE: RESEARCH METHODOLOGY AND INSTRUMENTS
3.1 Subjects and Sampling Technique

The sources of data for this study included Grade 5 students, teachers (both language and non-
language teachers) and semester results of Grade 5 students of three selected primary schools
in Cheha Woreda of the Gurage Zone; Emdibir, Aba Fransua and Gassore Primary Schools.

Among the 824 students of Grade 5 classes in those three primary schools, 169 were
randomly selected to fill in the students’ questionnaire and a fifth of them (34 students) were
interviewed. They too were also randomly selected. Besides, 25 teachers who teach at Grade 5
participated in filling in the teachers’ questionnaire, out of which 15 teachers were also
randomly selected and interviewed. A discussion was also held with two Cheha Woreda

Education Officials. And all the interviews were audio-recorded.

Further, a semester results of four randomly selected classes were used as an additional source
of data for the current Study. In these reports of students’ results, students’ English scores
were analyzed against non-English subjects.

3.2 Data Collection Instruments

The study has used three data collection tools; questionnaire, semi-structured interview and
document analysis.

Questionnaires

This study has used two different questionnaires; students’ questionnaire and teachers’
questionnaire. The students’ questionnaire was adapted from P.A. Duminy (1972: 119-122).
The students’ questionnaire consists of a total of 30 items (with 9 categories) that were
designed in Amharic (see Appendix A). The items were rated using Liker-type scale but with
different number of degree/scale options depending on the nature of the items. All the items
of this questionnaire focused on exploring students’ current perceptions, assumptions and
attitudes about the current English MOI practice. A total of 169 randomly selected students
participated in completing the questionnaire.
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And the teachers’ questionnaire was adapted from a questionnaire used by Tong, Lam, and
Tsang (1997). The questionnaire, consisting of 16 items (see Appendix B), was designed in
Amharic. All the items required teacher participants to rate against items of the questionnaire
according to a specified Liker-type scale: ‘Strongly Agree’ /’Agree’/’Don’t Know’/Disagree/
Strongly Disagree. This teachers’ questionnaire was administered to 25 teachers teaching at
Grade 5 including three school directors.

Semi-structured Interviews

There were three different semi-structured interviews designed in Amharic; one for the
students, the second for the teachers and the third for the Cheha Woreda Education officials.
The students’ semi-structured interview was attended by 34 students that also participated in
the students’ questionnaire while the teachers’ was attended by 15 teachers which also took
part in the teachers’ questionnaire. Besides, two Cheha Woreda education officials were also
interviewed. All the interview questions were guided by the main objectives of the present
research. They all were conducted individually by the researcher and with the assistance of a
tape recorder.

Document Analysis

Document analysis has also been part of this study. The researcher believes whether Grade 5
students have difficulties in understanding contents of their subjects could somehow be
reflected through their records of academic performances. As the focus of the study lies on
English medium of instruction, the English subject records of four randomly selected classes

(out of the 14 Grade 5 classes) were analyzed against records of the other subjects.
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CHAPTER FOUR: RESULTS

As stated in the preceding chapter, students’ and teachers’ questionnaires, and students’,

teachers’ and education officials’ interviews as well as document analysis of students’ results

were used as sources of data to achieve the objectives of the current study. Hence, details of

the results of the collected data have been presented in this chapter as follows.

4.1 Background of the Sample Schools Contexts

The researcher feels that the data presented in this chapter would be better understood if

readers of this thesis are first familiarized with some background facts about the current

situations of those three primary schools that have been taken as sites of the Study; Emdibir,

Aba Fransua and Gassore Primary Schools:

Amharic starting from Grade 1 through 4 and English from Grade 5 onwards are used
as mediums of instruction in all primary schools of the Gurage Zone.

Grades 1-3 employ self-contained classroom approach supported by automatic
promotion of students. This was in fact claimed by many of the interviewed teachers
as one of the major causes for students’ low level of proficiency in English at Grade 5.
The student-classroom ratio in 2006/2007 is 74:1 in Emdibir, 82:1 in Aba Fransua and
63:1 in Gassore primary schools. And the maximum student-classroom ratio is 91:1
and the minimum 56:1.

Two of the selected schools, Emdibir and Aba Fransua Primary Schools, have
relatively less-resourced libraries while the Gassore primary school has no library at
all but instead uses a small store with very few reference materials where students can
borrow.

Among the interviewed 15 teachers who teach in Grade 5, only 33.33 %( 5 teachers)
are diploma graduates while the remaining 66.67% are Certificate (TTI) graduates. In
fact, this contradicts with what is stated in the New Education and Training Policy
(1994) that states subjects of second cycle classes of primary schools would be offered

by Teachers’ Training College’s Diploma graduates.
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e 86.31% of the students’ respondents reported that their mother tongue language is

Gurage while 11.90% reported Amharic. Below are the details.

Table 2: Grade 5 Students M other Tongue L anquages

Mother Tongue Emdibir Aba Gas
Language Fransua sore
Gurage 59 58 28
Ambharic 8 9 3
Afan Oromo 0 1 0
Tigrigna 0 2 0
Others: 0 0 0
Total 67 70 31

4.2 Results of Students Questionnaire

Total | Percent
(%)

145 86.31

20 11.90

1 0.60

2 1.19

0 0.00

168 100.00

The thirty-item questionnaire was administered to 169 Grade 5 students and the data collected

are presented in nine sets of tables (Tables 3 -11) as follows;

Table 3: Current level of Students Proficiency in English, Amharic and Gurage

la. What do you think your Emdibir
current level of English

proficiency is?

Very good 6
Good 15
Fair 38
Poor 5
Extremely low 1
Total 65

1b. What do you think your

Aba

Fransua

21
36

70

Gas Total Percent
sore (%)
3 16 9.70
9 45 27.27
18 92 55.76
0 10 6.06
0 2 1.21
30 165 100.00
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current level of Amharic

proficiency is?

Very good 52 47 26 125 74.85
Good 13 21 5 39 23.35
Fair 1 2 0 3 1.80
Poor 0 0 0 0 0.00
Extremely low 0 0 0 0 0.00
Total 66 70 31 167 100.00

1c. What do you think your
current level of Gurage

proficiency is?

Very good 62 67 30 159 95.21
Good 1 1 0 2 1.20
Fair 3 2 1 6 3.59
Poor 0 0 0 0 0.00
Extremely low 0 0 0 0 0.00
Total 66 70 31 167 100.00

As shown in the above table, the level of students’ proficiency is very good (95.21%) in
Gurage, the same (74.85%) in Amharic and only fair (55.76%) in English. When “very good’
answers are taken together with the ‘good” answers, 36.97% report that they think their level
of English proficiency is good enough to use EMOI. It is no surprise that most of these
students have very good level of proficiency in Amharic and Gurage languages. Gurage is a
mother tongue language for about 86.31% of the respondents (Table 2) while Amharic is the
language which these students used as MOI for the earlier four grades i.e. from Grades 1
through 4.

What strikes immediately here, however, is that English is being used as MOI in these three
schools where the sum of ‘good’ and ‘very good’ answers takes only 36.97% whereas the
remaining, 55.76 — 62.97%, report that they have ‘fair’ or ‘less than fair’ level of English

proficiency.
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Table4: Hearing English, Amharic and Gurage at Home

2a. How often do you Emdibir

hear English at home?

Always 0
Frequently 3
Sometimes 8
Occasionally 26
Never 27
Total 64

2b. How often do you

hear Amharic at home?

Always 8
Frequently 27
Sometimes 18
Occasionally 9
Never 1
Total 63

2c. How often do you

hear Gurage at home?

Always 60
Frequently 2
Sometimes 2
Occasionally 3
Never 0
Total 67

Aba

Fransua
0
1
11
14
44
70

23
31

67

61

68

Gas

sore

0
2

10
29

= O 0 ©O© o

33

Total

27

49

81
163

17
59
57
24

160

153

168

Percent
(%)
0.00
3.68
16.56
30.06
49.69

100.00

10.63
36.88
35.63
15.00

1.88

100.00

91.07
2.98
2.38
3.57
0.00

100.00

It is clear that we are dealing with a group of students whose mother tongue language,

86.31%, is Gurage. 36.88% and 35.63% report that they ‘frequently’ and ‘sometimes’ hear

Amharic at home respectively whereas 49.69 % and 30.06% report that they ‘never’ and
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‘occasionally’ hear English at home respectively. No surprise, 91.07 % report that they
‘always’ hear Gurage at home.

Table5: Hearing English, Amharic and Gurage in the Neighbourhood

3a. How often do you Emdibir | Aba Fransua | Gas sore Total Percent
hear English in the (%)
neighbourhood (outside

home)?

Always 0 0 0 0 0.00
Frequently 5 3 2 10 6.13
Sometimes 11 8 6 25 15.34
Occasionally 28 17 12 57 34.97
Never 20 42 9 71 4356
Total 64 70 29 163 100.00
3b. How often do you

hear Amharic in the

neighbourhood (outside

home)?

Always 9 7 5 21 12.80
Frequently 16 10 9 35 2134
Sometimes 31 34 15 80 48.78
Occasionally 9 15 2 26 15.85
Never 0 2 0 2 1.92
Total 65 68 31 164 100.00
3c. How often do you

hear Gurage in the

neighbourhood (outside

home)?

Always 63 65 27 155 92 26
Frequently 4 5 2 11 6.55
Sometimes 1 0 1 2 119
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Occasionally 0 0 0 0

0.00
Never 0 0 0 0 0.00
Total 68 70 30 168 100.00

As Table 5 shows, in their neighbourhood, 92.26% students ‘always’ hear Gurage, 48.78%
‘sometimes’ hear Amharic whereas 43.56% and 34.97% °‘never’ and ‘occasionally’ hear

English respectively in their neighbourhoods.

Table 6: Hearing English, Amharic and Gurage in School Compound (outside classr oom)

4a. How often do you hear Emdibir Aba Gas Total Percent
English in the school Fransua sore (%)
compound (outside

classroom)?

Always 3 0 1 4 244
Frequently 2 2 2 6 3.66
Sometimes 11 9 6 26 15.85
Occasionally 23 28 12 63 38.41
Never 26 31 8 65 39.63
Total 65 70 29 164 100.00
4b. How often do you hear

Ambharic in the school

compound (outside

classroom)?

Always 13 19 10 42 o5 45
Frequently 25 28 7 60 36.36
Sometimes 22 16 11 49 29.70
Occasionally 5 7 2 14 8.48
Never 0 0 0 0 0.00
Total 65 70 30 165 100.00

4c. How often do you hear
Gurage in the school

compound (outside
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classroom)?

Always 44 52 17 113 68.48
Frequently 12 10 5 27 16.36
Sometimes 8 3 5 16 9.70
Occasionally 2 3 1 6 3 64
Never 0 1 2 3 1.82
Total 66 69 30 165 100.00

The frequency that students hear these three languages (English, Amharic and Gurage) in the
neighbourhood is quite similar to the frequency of hearing them in the school compound
(outside classrooms). In both settings, Gurage is widely and more often heard by the students
while Amharic is less frequently heard.

Most of the students, however, do not hear English in all the aforementioned settings; at
home, in the neighbourhood, in the school compound. So the point is that Grade 5 school
children of the Cheha Woreda/Gurage Zone, who start using English as medium of instruction
two to four earlier than many other Zones/Regions of the country do, have no any different
level of exposure to English language.

Table7: Hearing English, Amharic and Gurage in Classroom

5a. How often do you Emdibir Aba Gas sore | Total Percent
hear English in Fransua (%)
classroom?

Always 29 35 18 85 49 70
Frequently 35 30 11 76 46.06
Sometimes 1 2 0 3 182
Occasionally 1 2 1 3 242
Never 0 0 0 0 0.00
Total 66 69 30 167 100.00
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5b. How often do you

hear Amharic in

classroom?

Always 27 19 16 62 36.90
Frequently 20 26 9 55 3274
Sometimes 18 24 > 49 27.98
Occasionally 2 0 2 2 2.38
Never 0 0 0 0 0.00
Total 67 69 32 168 100.00
5c. How often do you

hear Gurage in

classroom?

Always 5 5 2 12 7.32
Frequently 2 3 0 5 3.05
Sometimes 10 9 5 24 14.63
Occasionally 33 33 16 82 50.00
Never 14 20 7 41 25.00
Total 64 70 30 164 100.00

Classrooms are one of the common places where students also learn and practice the intended
language. Here as Table 7 shows, 49.70% and 46.06% report that they ‘always’ and
‘frequently’ hear English respectively in classrooms. This is no surprise as English is used as
a medium of instruction in these classes. And 36.90% and 32.74% also report that they
‘always’ and “‘frequently’ hear Amharic in classrooms respectively while 50% and 25% report

that they ‘occasionally’ and “never’ hear Gurage in classrooms respectively.
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Table 8: Understanding Teachers English, Amharic and Gurage at School

6a. How often do you have
difficulties in understanding
English medium of

instruction?
Always
Frequently
Sometimes
Occasionally
Never

Total

6b. How often do you have

difficulties in understanding
Amharic when used by your
teachers in the classroom?

Always
Frequently
Sometimes
Occasionally
Never

Total

6c. How often do you have
difficulties in understanding
Gurage when used in the

classroom?
Always
Frequently
Sometimes
Occasionally
Never

Total

Emdibir

17

31

67

12
32
62

12
43
61

Aba

Fransua

15
17
30

70

11
40
69

13
56
70

Gas

sore

10
11

31

w w o~ N

27

19

25

Total

40
36
72
19

168

12
20
18
26
82
158

27
118
156

Percent

(%)

23.81
21.43
42.86
11.31
0.60
100.00

7.59
12.66
11.39
16.46
51.90

100.00

1.92
1.28
3.85
17.31
75.64

100.00

40



What is so alarming in the above table is that 23.81% and 21.43% of the respondents report
that they ‘always’ and ‘frequently’ have difficulties to understand English medium
instructions respectively. And the majority, 42.86%, report that they ‘sometimes’ face

difficulties to English medium of instruction.

To the contrary, 51.90% and 16.46% in Amharic and 75.64% and 17.31% in Gurage also
report that they ‘never’ and ‘occasionally’ face difficulties to understand these languages

when used in classrooms.

Table 9: What language should beaM Ol at Grade 5?

7. What language do you Emdibir Aba Gas Total Percent
think should be a medium Fransua sore (%)

of instruction at Grade 5

level?

English 6 14 4 24 14.46
Ambharic 14 9 6 29 17.47
Gurage 2 3 0 5 301
English supplemented with 44 43 21 108

Ambharic 65.06
English supplemented with 0 0 0 0

Gurage 0.00
Other(if any) 0 0 0 0.00
Total 66 69 31 166 100.00

Questioned which language respondents think should be used as MOI at Grade 5, 65.06%
report that they think ‘English supplemented with Amharic’ should be the MOI at Grade 5
level, while 17.47% prefer Amharic and 14.46% English. Though the Zone has officially
adopted English as a MOI, in reality it is observed that teachers also support their lessons in
Amharic. Gurage is only rarely used in classes.
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Researches show that EMOI has both advantages and disadvantages. These advantages and
disadvantages of EMOI were both included in students’ questionnaire and rated by the student
respondents as follows;

Table 10: Advantages of English M Ol

8. Being a Grade 5 student, to Emdibir Aba Gas sore Total Percent
what extent do you agree that Eransua (%)
each of the following

statements is an advantage of

English medium of instruction?

8a. Helps to improve my

standard of English

Strongly Agree 41 49 19 109 64.88
Agree 21 16 10 47 2798
| do not know 2 2 2 6 357
Disagree 3 2 1 6 357
Strongly Disagree 0 0 0 0 0.00
Total 67 69 32 168 100.00
8b. Gives more exposure to

the international culture

Strongly Agree 30 34 13 77 46.11
Agree 32 29 16 77 4611
| do not know 3 2 2 7 4.19
Disagree 1 1 0 2 1.20
Strongly Disagree 1 2 1 4 240
Total 67 68 32 167 100.00
8c. Helps to understand

course content and

concepts difficult to express

in Amharic

Strongly agree 32 33 18 83 49 40
Agree 26 23 10 59 35 12
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| do not know 3 5 2 10 595
Disagree 5 6 2 13 774
Strongly Disagree 1 2 0 3 1.79
Total 67 69 32 168 100.00
8d. Helps to join higher

learning institutions

Strongly Agree 44 52 19 115 68.86
Agree 21 16 11 48 28.74
| do not know 1 0 1 2 1.20
Disagree 0 2 0 2 1.20
Strongly disagree 0 0 0 0 0.00
Total 66 70 31 167 100.00
8e. To get better job

opportunities

Strongly Agree 43 50 23 116 72.05
Agree 16 14 5 35 21.74
| do not know 4 2 3 9 5.59
Disagree 0 0 0 0 0.00
Strongly Disagree 0 1 0 1 0.62
Total 63 67 31 161 100.00
8f. Helps to understand

reference materials in

English

Strongly agree 41 52 18 111 66.47
Agree 23 17 11 51 30.54
| do not know 2 1 2 5 2.99
Disagree 0 0 0 0 0.00
Strongly Disagree 0 0 0 0 0.00
Total 66 70 31 167 100.00

As to the possible advantages of EMOI, 64.88% & 27.98% report that they ‘strongly agree’
and ‘agree’ that EMOI helps to improve their standard of English.
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46.11% and 46.11% also report that they *strongly agree’ and ‘agree’ that EMOI gives more
exposure to the international culture. Similarly, almost half (49.40%) and 35.12% report that
they ‘strongly agree’ and ‘agree’ respectively that EMOI helps to understand course content
and concepts difficult to express in Amharic.

Questioned whether they think EMOI helps them to higher leaning institutions, 68.86% and
28.74% report that they *‘strongly agree’ and ‘agree’ that it does so. Similarly, 72.05% and
21.74% report that they ‘strongly agree’ and ‘agree’ that EMOI helps to get better career
opportunities respectively. In fact, this holds very surprising figures as it happened in a
country where English is not considered among the major job requirements. The researcher
rather implies that this is so merely because these students have had unjustifiably high prize to
English language. And regarding whether EMOI helps to understand reference materials in
English, 66.47% and 30.54% report that they *strongly agree’ and ‘agree’ to that respectively.

Table 11: Disadvantages of EM Ol

9. Being a Grade 5 student, to Emdibir Aba Gassore Total Percent
what extent do you agree that Fransua (%)
each of the following

statements is a disadvantage

of English medium of

instruction?

9a. Discourages active

participation in class?

Strongly agree 32 25 10 67 40.12
Agree 10 10 7 27 16.17
| do not know 8 2 6 16 958
Disagree 10 19 5 34 20.36
Strongly Disagree 6 14 3 23 13.77
Total 66 70 31 167 100.00

9b. Makes it difficult to
understand the course

content
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Strongly agree 19 23 12 54 32.14
Agree 20 21 10 51 30.36
| do not know 8 3 6 17 10.12
Disagree 12 12 3 27 16.07
Strongly Disagree 8 10 1 19 11.31
Total 67 69 32 168 100.00
9c.Stops me from expressing

myself in class

Strongly agree 14 30 12 56 33.14
Agree 16 15 7 38 22 49
| do not know 6 3 3 12 710
Disagree 18 10 8 36 21.30
Strongly Disagree 11 11 5 27 15.98
Total 65 69 35 169 100.00
9d. Discourages discussion

and interaction between

students and teachers

Strongly agree 21 26 12 59 35.33
Agree 25 18 13 56 33.53
| do not know 6 7 1 14 8.38
Disagree 8 10 3 21 12,57
Strongly Disagree 6 9 2 17 10.18
Total 66 70 31 167 100.00
9e. Urges students to dropout

Strongly agree 6 7 5 18 10.78
Agree 6 7 1 14 8.38
| do not know 9 4 6 19 11.38
Disagree 23 30 8 61 36.53
Strongly Disagree 22 22 11 55 32.93
Total 66 70 31 167 100.00
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Unlike the preceding table (Table 10), students’ perceptions were not uniform regarding the
potential disadvantages of EMOI. Student respondents, for example, were questioned if
EMOI could discourage active participation in class. 40.12% and 16.17 % report that they
‘strongly agree’ and ‘agree’ that it does so. On the other hand, a very significant number of
respondents, 20.36% and 13.77% report that they do not think that EMOI discourages active

participation in classes.

Regarding the question whether EMOI makes it difficult to understand course content,
32.14% and 30.36% report that they ‘strongly agree’ and ‘agree’ that it does so. ‘Does EMOI
stop you from expressing yourself in class?’ 33.14% and 22.49% report that they ‘strongly
agree’ and ‘agree’ that it does so. Yet another significant portion of the respondents, 21.30%
& 15.98% report that they ‘disagree’ and “strongly disagree that it stops them from expressing

themselves in class.

Respondents were also questioned whether EMOI discourages discussion and interaction
between students and teachers, 35.33% and 33.53% of them report that they ‘strongly agree’
and ‘agree’ that it does so. And the final item presented questions respondents whether they
think EMOI urges them to drop out, only 10.78% report that they ‘strongly agree’ with it
while 36.53% and 32.93% report that they ‘disagree’ and °‘strongly disagree’ with the

statement.

Generally speaking, as some of the preceding tables indicate, students of Grade 5 in the Cheha
Woreda seem to have generally poor level of English proficiency, the language that they use
as a medium of instruction. It, however, seems that most of them are happy that English is
used as medium of instruction. This is so partly because teachers support their lessons in
Amharic language when they feel concepts and contents of their courses are somehow
difficult to be understood by their students. And secondly, this might be because students feel

that using English as a medium of instruction will improve their standard of English.
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4.3 Results of Teachers Questionnaire

A different questionnaire with a total of sixteen items was administered to 25 teachers who
teach different subjects in Grade 5. And their responses have been presented in tables below
(Tables 12-19).

Table 12: English or Amharic for better teaching and learning

1. Teaching in Amharic can bolster students interest in learning mor e than teaching in English.

Scale Total Percent (%)
Strongly Agree 3 12.00
Agree 15 60.00

| do not know 0 0.00
Disagree 5 20.00
Strongly Disagree 2 8.00
Total 25 100.00

2. Teachingin Amharic allowsthe lesson to progress faster than teaching in English.

Scale Total Percent (%)
Strongly Agree 8 32.00
Agree 14 56.00

| do not know 0 0.00
Disagree 1 4.00
Strongly Disagree 2 8.00
Total 25 100.00

3. Teachingin Amharic allows a teacher to go deeper into the content of the lesson than

teachingin English

Scale Total Percent (%)
Strongly Agree 6 24.00
Agree 14 56.00

| do not know 0 0.00
Disagree 3 12.00
Strongly Disagree 2 8.00
Total 25 100.00
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As Table 12 indicates, 60 %( 15 teachers) report that teaching in Amharic can bolster
students’ interest in learning more than teaching in English, 56 % (14 teachers) report
teaching in Amharic allows the lesson to progress faster than teaching in English, and 54 %(
14 teachers) think teaching in Amharic allows a teacher to go deeper into the content of the
lesson than teaching in English. All these figures show that teachers value Amharic over
English for better learning and teaching.

Table 13: Difficultiesin Amharic asa M Ol

4. The greatest problem in using Amharic asthe medium of instruction isthe

need to trandate a lot of special terms.

Scale Total Percent (%)

Strongly Agree 1 417
Agree S 20.83
| do not know 1 417
Disagree 16 66.67
Strongly Disagree 1 417
Total 24 100.00

5. Resour ces for teaching, e.g., textbooks and refer ence books, are more plentiful

in English than in Amharic.

Scale Total Percent (%)
Strongly Agree 5 20.00
Agree 11 44.00

| do not know 0 0.00
Disagree 7 28.00
Strongly Disagree 2 8.00
Total 25 100.00
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6. Teaching a classin Amharic encour ages students to speak uninhibitedly,

ther eby disrupting the order of the class.

Scale Total Percent (%)
Strongly Agree 2 8.00
Agree 1 4.00

| do not know 0 0.00
Disagree 17 68.00
Strongly Disagree 5 20.00
Total 25 100.00

Questioned whether the greatest problem in using Amharic as the medium of instruction is the
need to translate a lot of special terms, 66.67 %( 16 teachers) report that they do not think so.
Yet 20.83 %( 5 teachers) report that they *agree’ with the statement.

These respondents were also asked whether ‘resources for teaching, e.g., textbooks and
reference books, are more plentiful in English than in Amharic. 44 %( 11 teachers) report they
think resources in English are more plentiful than in Amharic. But another significant number

of the respondents, 28 %( 7 teachers) think otherwise.
With regard to the statement whether ‘teaching a class in Amharic encourages students to

speak uninhibitedly, thereby disrupting the order of the class, 68 %( 17 teachers) and 20 %( 5
teachers) report that they ‘disagree’ and “strongly disagree’ respectively with the statement.
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Table 14: Teachers Perceptions on current level of students’ English Proficiency and theirs

7.1 feel | have good level of English proficiency that enables meto readily teach
my subjectsin English at Grade 5.

Scale Total Percent (%)
Strongly Agree 1 4.00
Agree 13 52.00

| do not know 0 0.00
Disagree 10 40.00
Strongly Disagree 1 4.00
Total 25 100.00

8. | feel that the English proficiency of Grade 5 studentsis adequate for them to
study non-language subjects (e.g., Basic Science, Social Studies and M athematics)

in English.

Scale Total Percent (%)
Strongly Agree 0 0.00
Agree 2 8.00

| do not know 0 0.00
Disagree 14 56.00
Strongly Disagree 9 36.00
Total 25 100.00

Teacher respondents were also asked to rate against their level of English proficiency and
their students’ in light with using English as MOI. 52 %( 13 teachers) feel that they have
‘good’ level of English proficiency that would enable them to use English as a medium of
instruction. On the other hand, 40 %( 10 teachers) feel that they lack the level of English
language proficiency that would help them to use English as a medium of instruction.

With regard to their perceptions on the level of English proficiency of Grade 5 students,

overall 92% (23 teachers), 56 %= disagree & 36 %=strongly disagree, report that they do not
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think that they (students) have the level of English proficiency that is adequate to use English

as a medium of instruction.

Table 15: English MOl vs. Academic Perfor mances

9. Even studying every subject in Amharic will not help studentswith poor academic

per for mance.

Scale Total Percent (%)
Strongly Agree 1 4.00
Agree 4 16.00

| do not know 0 0.00
Disagree 15 60.00
Strongly Disagree 5 20.00
Total 25 100.00

10. Students with good academic per for mance should study all subjectsin English.

Scale Total Percent (%)
Strongly Agree 12 48.00
Agree 9 36.00

| do not know 0 0.00
Disagree 3 12.00
Strongly Disagree 1 4.00
Total 25 100.00

11. English as the medium of instruction will certainly lead to poorer student intake.

Scale Total Percent (%)
Strongly Agree 1 4.00
Agree 14 56.00

| do not know 0 0.00
Disagree 7 28.00
Strongly Disagree 3 12.00
Total 25 100.00
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Different researches show that L1/L2 medium of instruction help students to achieve better
academic performance than FL medium of instruction does. As Table 15 shows, more than
three forth of teachers believe that studying in Amharic helps low achievers to register better
academic performance. On the other hand, 48% and 36% report that they ‘strongly agree” and
‘agree’ respectively that those students with good academic performance should study all

subjects in English.
And for the statement whether ‘English as the medium of instruction will certainly lead to
poorer student intake, 56 %( 14 teachers) ‘agree’ that it does so whereas 28 %( 7 teachers)

report otherwise.

Table 16: MOl vs. non-lanquage Subj ects

12. Using Amharic to study non-language subjects (e.g., Basic Science, Social
Studies and M athematics,) will negatively affect students English proficiency.

Scale Total Percent (%)
Strongly Agree 2 8.00
Agree 14 56.00

| do not know 0 0.00
Disagree 7 28.00
Strongly Disagree 2 8.00
Total 25 100.00

13. It iseasier to teach non-language subj ects (e.g., Basic Science, Social

Studies, and M athematics) in English than in Amharic.

Scale Total Percent (%)
Strongly Agree 1 4.00
Agree 14 56.00
| do not know 0 0.00
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Disagree 9 36.00
Strongly Disagree 1 4.00
Total 25 100.00

There is some widespread assumption among the Ethiopian students that using a given
language as a medium of instruction would improve learners’ proficiency in that particular
language as some researches show (e.g. MOE, 2007). Similarly, 56 %( 14 teachers) report
‘using Amharic to study non-language subjects will negatively affect students’ English

proficiency while 28 %( 7 teachers) report otherwise.
Besides, 56 %( 14 teachers) report that they think that ‘it is easier to teach non-language
subjects (e.g., Basic Science, Social Studies, and Mathematics) in English than in Amharic

while 36 %( 9 teachers) report otherwise.

Table 17: Non-language Subject Teachersvs. Students English Proficiency

14.1 think non-language teachers could help studentsimprove

their level of English proficiency.

Scale Total Percent (%)
Strongly Agree 7 28.00
Agree 15 60.00

| do not know 0 0.00
Disagree 3 12.00
Strongly Disagree 0 0.00
Total 25 100.00

As Table 17 shows, 60 %( 15 teachers) and 28 %( 7 teachers) report that they ‘agree’ and
‘strongly agree’ respectively that non-language teachers could help students to improve their

level of English proficiency.
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Table 18: English MOl vs. Career Opportunity

15. | feel that the adoption of English- medium instruction at Grade 5

level helpsto create better career opportunitieslater in students' lives.

Scale Total Percent
Strongly Agree 6 24.00
Agree 7 28.00
| do not know 1 4.00
Disagree 6 24.00
Strongly Disagree 5 20.00
Total 25 100.00

Questioned whether teachers think they feel that English-medium instruction helps to create
better career opportunities later in students’ lives, overall 52% (28% = agree and 24%
=strongly agree) report that English MOI does so while the remaining overall 44% report it

does not.

Table 19: Teachers Perception on the Current Status of English MOl at Grade 5

16. | feel that English medium instruction at Grade 5 level is

successful in terms of the provision of quality education.

Scale Total Percent (%)
Strongly Agree 3 12.00
Agree 6 24.00

| do not know 0 0.00
Disagree 15 60.00
Strongly Disagree 1 4.00
Total 25 100.00
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And finally, the respondents were presented with a general question on whether they think the
current English MOI practice in primary schools of Cheha Woreda is successful in terms of
providing quality education to school children. 60 %( 15 teachers) report that they think that it
is not successful. On the other hand, an overall 36 %( 24%=agree & 12%=strongly agree)
report that they think it is successful.

In general, it seems that the responses of teachers in this section (4.3) and that of the students
in the preceding one (4.2) indicate very similar perceptions on the current level of both
students’ and teachers’ English proficiency. Both question the adequacy of the current level of
both students’ and teachers’ English proficiency to use English as a medium of instruction at
Grade 5 level.

4.4 Results of Students' | nterviews

Among the 169 student respondents who participated in the questionnaire, 34 students (20%)
were randomly selected for the interview. They all were interviewed individually and with the
assistance of a tape recorder. And a total of six questions that aimed at soliciting further
information that would help to triangulate the data collected in the questionnaire were

included in the interview.

Asked whether they have any difficulties in understanding lessons in English, 24(70.59%) of
them respond that they have difficulties of understanding English medium instructions
whereas the remaining 10(29.41%) say they have no problems. In relation to this,
respondents were also asked to list down the major and common difficulties they are facing
due to English medium of instruction. Among which the major ones include;

e There are many complex words in the textbooks which they feel are beyond
their maturity level. Most of them repeatedly pointed out the course contents
are difficult for them due to two reasons; language problems and the
complexity nature of the contents of the courses themselves.

e ‘Most teachers have no good English. Some even use English occasionally
while teaching courses as they are very poor at English.’
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e Some others also report that ‘EMOI has limited their interest to participate in
classroom discussions.” This is because they lack English words both to ask
unclear questions and give answers to questions raised by teachers as well as
students.

e ‘There are no reference materials’. Respondents think that they should have
had better access to reference materials that would help them improve their
proficiency in English language. This seems a very legitimate question because
the researcher has noticed that one of the selected schools, Gassore Primary
School, even has no library at all but a small store where students can only
borrow books at times.

And there was an extra question for those students who have responded that they have

difficulties in understanding English medium lessons as how they are trying to cope with their

lessons. The following strategies have been forwarded by them;

Refer to dictionaries

Ask teachers to translate into Amharic

Ask parents for help(those who have educated parents)
Ask academically better students

Ask teachers for repetitions

Student respondents were also asked ‘which languages their teachers use while teaching in

class.” 29(85.29%) report that teachers “almost always’ use English followed by Amharic with

a significant level of frequency. Gurage is only rarely used when teachers want to include

some proverbs or some peculiar issues related to their lessons.

Another question forwarded to these respondents was whether they think their Grade 5

teachers have adequate level of English proficiency to use English as a MOI. 23(67.65%)

students report that they do not think Grade 5 teachers do have adequate level of English

proficiency to use EMOI whereas 11(32.35%) students report otherwise.
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Student respondents were also asked if schools have made any additional efforts to improve
their English proficiency. Only Emdibir Primary school respondents report that their school
has taken two initiatives:

e ‘Monday is English Day’. All the school community is expected to
communicate in English. Some students have, however, complained that this is
not practical.

e The school provides tutorial classes for low achievers with particular focus on

English and Mathematics on Saturdays.

The respondents were also asked whether they were benefiting out of the EMOI as 5™ graders.
Most of them, 22(64.71%) think that they are not currently benefiting out of it but most think
that their earlier exposure to English medium of instruction is quite helpful for them to
improve their standard of English. On the other hand, 12(35.29%) report that their English
proficiency is improving which they think is because of English MOI. As a result of this, most
of the respondents have expressed that they are happy with the earlier start of EMOI i.e. at
Grade 5. But they were not able to strongly justify ‘why?’ other than providing the
aforementioned reasons. Some say that though the MOI is supposed to be English, many
teachers also frequently use Amharic. This seems helpful to students and makes them feel that

the current EMOI policy is acceptable.
And finally the students have pointed out that they want to see such changes as capacity of

teachers improved, availability of reference materials increased and some tutorial classes

arranged for English and other major subjects.
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4.5 Results of Teachers' I nterviews

Out of the 25 teachers who participated in the teachers’ questionnaire, 15 teachers (60%)
attended the interview. All the interviews were made individually and with the assistance of a

tape recorder.

Asked about the current level of Grade 5 students’ English proficiency to use EMOI, 12(80%)
teachers claim that it is generally poor whereas the remaining 20% report that students have
some ‘good’ level of proficiency. When further asked, they disclosed: ‘their English is
terrible,” and ‘they struggle to get the message across’. Some teachers, on the other hand, note
that students have different levels of proficiency: ‘A few can follow in English but most
cannot,” “Very few will cope in English,” ‘Some are going to be following but then there’s
going to be this other percentage that you’re leaving behind’. ‘As a result, teachers and
learners are forced to code-switch between English and Amharic.” Some teachers strongly feel
that students do not receive enough support from their subject teachers in learning and
practicing English.

Asked whether EMOI is benefiting Grade 5 students, 9(60%) teachers claim that students
have been disadvantaged by the English medium of instruction: many students are confused
when teachers use English, and are embarrassed when they could not pronounce English
words. These teachers further say that students have problems in communicating what they
know, in English and this has contributed to high failure rates: *‘What I’ve realized, they fail
[examinations] because of the language problem. They understand what is being asked but
they can’t express themselves in English’. On the other hand, the remaining 6(40%) teachers
think that Grade 5 students are benefiting and will benefit out of this early EMOI in the
future. They further argue that students have already started registering good progress in their
English language proficiency. They say that since EMOI is an inevitable policy in subsequent
grades, students who have EMOI as of Grade 5 would be more advantaged latter. They also
point out that whether they are benefiting or not should not be limited to Grade 5 but go

beyond that.
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Asked what difficulties they as teachers of Grade 5 are facing in using EMOI, most teachers
note that teaching through the medium of English is time-consuming: And in most cases you
will find that... as a teacher who teaches a content subject, you spend most of your time in
explaining things, rather than in giving them exercises whereby they could now automatically
show themselves to be understanding. But most of that time is just spent on explaining things
and all that. Some other teachers also observe that the students’ textbooks have difficult
subject terminology which makes it difficult for them to understand course contents. Teachers
also refer to the stresses of teaching through English: they described this as ‘the burden of the
teacher.’

Teachers were also asked whether the language-in-education policy was discussed in their
schools, and to what extent it determined classroom practice. There seemed to be some
differences between schools. Some Emdibir teachers say “...we teach in both English and
Ambharic, though the examination is always set in English that is why we have a high failure
rate.” The English teachers say that using English in the classroom is emphasized in the
English department, rather than in the school as a whole. Other non-subject teachers feel that
they should be “addressing lessons in English and whatever the answer that has to be given by
a pupil in class has to be in English.” The Aba Fransua and Gassore teachers say ‘there has
been no discussion of the current language-in-education policy and practice in their schools.’
Some teachers, however, note that ‘the vernaculars, both Amharic and Gurage languages are
smuggled while teaching ...though it is not the policy’.

Teachers were asked about their preferred language of instruction at Grade 5 classes.
Opinions ranged from strongly in favour of English — because English is more convenient to
teach non-language subjects than Amharic; both Amharic and Gurage do not have the
necessary terminology; and it is an international language so it may also help us to improve
our level of proficiency. They also reason out that the current EMOI policy would also benefit
students in the subsequent grade levels as English is medium of instruction in secondary and
tertiary education systems in Ethiopia. On the other hand, some other teachers feel the
language medium should be Amharic as far as the factors that are negatively affecting the

effectiveness of EMOI could not be addressed. They point out that they sometimes face
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difficulties to explain things in English. They argue that students at Grade 5 should learn
through Amharic as it is the language they understand best. They also remind that Amharic is

the language these students have been using as MOI for the earlier four grades.

In general, it seems that most teachers think the current level of their students’ English
proficiency is generally poor. However, on the other hand , students’ responses in both the
questionnaire and the interview show that they(students) have high interest to retain the
English medium of instruction as it is now, starting from Grade 5, even though they feel that it

is not without any difficulties.

4.6 Reaults of Interviewswith Cheha Woreda Education Officials

In addition to the students’ and teachers’ interviews, another detailed interview was also held
with two Cheha Woreda Education Officials. The discussion was made with them to reflect
on their current perceptions regarding the implementation of EMOI in its second cycle

primary schools.

Both officials report that cognizant of the teachers’ language proficiency, students’ level of
proficiency in English language and lack of other resource materials, the current EMOI policy
at Grade 5 is felt to be too early. These officials also point out that the office is well aware of
the major difficulties that Grade 5 students are facing due to EMOI. The officials mention
factors such as complexity of some words, complexity of some course content and concepts,
the low level of students’ English proficiency, shortage of good English teachers and the like
have brought about challenging difficulties on the current EMOI policy practice. Hence,
officials say, they recommend Ambharic to be extended up to Grade 6 and English MOI to start
at Grade 7.

The Education officials also disclose that schools are being communicated to facilitate tutorial
classes for improving students’ English proficiency and reduce the number of failures. A case
in point is that of Emdibir Primary School which is providing tutorial classes for English and
other subjects on Saturdays. This has also been confirmed by both teachers and students of the

school.
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Asked whether the Education Office has either conducted any survey before or have any plan
to conduct on the impacts of English MOI, the respondents mentioned that there was no in-
depth study conducted so far on the area. The Educational officials, however, pointed out that
the MOI issues have been raised in different educational seminars, workshops and
conferences at various levels. In these occasions, the officials disclose, the problem of the
increasing number of students’ failures has been discussed and there is somehow an
assumption that this can be attributed to English MOI’. They also have plans to share the

difficulties and challenges of the current EMOI to the relevant department of the Zone.

4.7 Document Analysis

Some researches found out a positive correlation between students’ proficiency in language of
instruction and academic achievement. With regard to this, the researcher included a summary
of academic scores of four randomly selected Grade 5 classes (one from Emdibir, two from
Aba Fransua (with larger no of students) and one from Gassore primary schools. Attempts
have also been made to analyse these results in relation to the language of instruction being
used, English, at the Grade level.

Table20: Summary of Grade 5 Section-5C Class 1st Semester Results, Emdibir
Primary School, 2006

No Subjects Above 50 Below 50 Below 50 in %
Male | Female | Total Male | Female | Total | Male | Female Total
%,

1 | Amharic 39 37 76 7 5 12 7.95 5.68 1(3.624
2 English 26 16 42 20 26 46 22.73 29.55 | 52.27
3 | Math 34 31 65 12 11 23 13.64 1250 | 26.14
4 | B. Science 25 22 47 21 20 41 23.86 22.73| 46.59
5 | S. Science 42 35 77 4 7 11 4.55 7.95| 12.50
6 | Civics 43 36 79 3 6 9 3.41 6.82 | 10.23
7 | Art 45 38 83 1 4 5 1.14 4.55 5.68
8 | Music 46 42 88 0 0 0 0.00 0.00 0.00
9 | Sports 36 35 71 10 7 17 11.36 7.95| 19.32
Sat for Examinations

Male | Female Total
46 42 88
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Table21: Summary of Grade 5 Section-5F Class 1st Semester Results, Aba

Fransua Primary School- 2006

Subjects Above 50 Below 50 Below 50 in %
Male | Female | Total Male | Female | Total | Male Female | Total (%)
Amharic 37 25 62 10 10 20 12.20 12.20 24.39
English 14 11 25 34 24 58 41.46 29.27 70.73
Math 38 31 69 9 4 13 10.98 4.88 15.85
B. Science 30 24 54 17 11 28 20.73 13.41 34.15
S. Science 35 27 62 12 8 20 14.63 9.76 24.39
Civics 47 35 82 0 0 0 0.00 0.00 0.00
Art 36 32 68 11 3 14 13.41 3.66 17.07
Music 25 23 48 22 12 34 26.83 14.63 41.46
Sports 44 31 75 3 4 7 3.66 4.88 8.54
Sat for Examinations
Male Female | Total
47 35 82

Table22: Summary of Grade 5 Section-E Class 1st Semester Results, Aba Fransua
Primary School, 2006

Subjects Above 50 Below 50 Below 50 in %
Male Female Total Male | Female | Total | Male | Female | Total
%
Ambharic 26 31 57 16 13 29 18.60 15.12 3(3.7)2
English 16 20 36 26 24 50 30.23 27.91| 58.14
Math 31 27 58 11 17 28 12.79 19.77 | 32.56
B. Science 33 34 67 9 10 19 10.47 11.63 | 22.09
S. Science 30 30 60 12 14 26 13.95 16.28 | 30.23
Civics 31 34 65 11 10 21 12.79 11.63 | 24.42
Art 42 44 86 0 0 0 0.00 0.00 | 0.00
Music 37 42 79 5 2 7 5.81 233 | 8.14
Sports 36 37 73 6 7 13 6.98 8.14 15.12
Sat for Examinations
Male Female Total
42 44 86
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Table23: Summary of Grade 5 Section—A Class 1st Semester Results, Gas sore

Primary School, 2006

Subjects Above 50 Below 50 Below 50 in %
Male Female Total Male Female | Total Male | Female | Total
%
Amharic 33 15 48 10 7 17 15.38 10.77 253.1)5
English 35 13 48 8 9 17 12.31 13.85 26.15
Mathematics 28 14 42 15 8 23 23.08 12.31 35.38
B. Science 21 16 37 22 6 28 33.85 9.23 43.08
S. Science 33 12 45 10 10 20 15.38 15.38 30.77
Civics 38 19 57 5 3 8 7.69 4.62 12.31
Art NA NA NA NA NA NA NA NA NA
Music NA NA NA NA NA NA NA NA NA
Sports NA NA NA NA NA NA NA NA NA
Sat for Examinations
Male Female Total
43 22 65

NA= Not Available

As shown above, the first three tables (Tables 20-22) revealed that more than half of those
three class students scored below 50 in English i.e. 52.27% in Table 20, 70.73% in Table 21
and 58.14% in Table 22. They all have very surprising figures as this happened in schools

where English is being used as a medium of instruction.

This was, however, not as worse as the other three classes; 26.15% scored below 50.
Nevertheless, as indicated in Table 23, the number of students who scored below 50 in Basic
Science(43.08%), Mathematics(35.38%) and Social Science(30.77%) in particular is still a
worth noticing one. Students learn theses subjects through English which most of the students
claimed that they have only “fair’ or ‘less than fair’ level of proficiency in it.

Whether this failure is attributed to English medium of instruction needs a separate in-depth
study of its own. It is, however, good to add at least one widely perceived assumption. When
a language of instruction is not functioning fully, cognitive functioning and academic
performance may be negatively affected (Baker, 1993). In fact some teachers and students, in
their respective interviews, noted that the current practice of English medium of instruction
policy has caused many academic failures of students.
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CHAPTER FIVE: ANALYSES AND DISCUSSIONS OF THE FINDINGS

Chapter Five presents an analysis and discussion of the findings of the present research. This
chapter begins with a restatement of the objectives of the study. Next, findings of the present
research are discussed in relation to previous studies on medium of instruction areas in light

with the research questions.

The present research has attempted to assess mainly views of both Grade 5 students and
teachers regarding the English medium of instruction at Grade 5 level in three selected
primary schools of the Cheha Woreda, Gurage Zone. Attempts have also been made to
explore what difficulties both Grade 5 students of Cheha Woreda and their teachers are facing

due to English medium of instruction.

The research employed semi- structured questionnaires and interviews to achieve its
objectives. The results of both the students’ and teachers’ questionnaires were presented in
tables while the interviews responses were qualitatively and quantitatively described in the
preceding chapter. Besides, four summary scores of Grade 5 classes were also analyzed.
Based on the data collected through the aforementioned instruments, the following summary
of the major conclusions have been drawn out and discussed with findings of other similar

studies as follows;

5.1.1 The current level of both students’ and teachers’ English proficiency is perceived to be
inadequate to use English as a medium of instruction at Grade 5.

Both the questionnaires and interviews reveal that both Grade 5 students and their teachers
feel that they lack adequate level of English proficiency to use English as a medium of
instruction at Grade 5 level. 55.76% student respondents report that they only have “fair’ level
of English language proficiency (Table 3). This is strongly supported by 12(80%) interviewed
teachers who feel that students’ English proficiency is generally poor.

Ones development of a given language proficiency is largely affected by his/her exposure to
the language. Noting this, students were questioned to rate against how often they hear
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English at home, in the neighbourhood and school compound (outside classroom). The report
shows that their exposure is so limited that they ‘never’ or ‘occasionally’ hear English at
home (overall 79.75%), in the neighbourhood (overall 78.53%) and in the school compound
(outside classroom) (78.04%).

The inadequacy of Grade 5 students’ English proficiency has also indirectly been confirmed
by students’ response of difficulties to understand English medium instructions. 42.86% and
23.81% students report that they ‘sometimes’ and ‘always’ have difficulties in understanding
EMOI lessons respectively. Similarly, 9(60%) interviewed teachers claim students are
disadvantaged by the English medium of instruction. Teachers further express that EMOI
even has created ‘additional burden’ on teachers and is ‘time consuming’ as they have to

spend a lot of time in explaining things.

The fact that these students at Grade 5 level have low level of English proficiency and that
they have difficulties to understand English MOI courses is no surprise particularly when it is
viewed in our Ethiopian school contexts that are characterized by low availability of inputs
and low competence of English language teachers among other factors. Findings of the recent
local study on “‘Medium of Instructions in Primary Schools in Ethiopia’ which was conducted
by MOE (2006: 30-31) also reinforces this idea by saying: .... ‘what we know very clearly
from both the African research and that from other better resourced school systems, is that
students require a minimum of 6 years of MTE plus very good, native-like teaching of the
L2(English) before it is possible for large numbers to succeed in a system which changes over

to L2 English medium.’

English MOI at Grade 5 in Cheha Woreda primary schools is a problem not only for students
but also for teachers as well. 40% teachers believe that they have ‘poor’ level of English
proficiency as against the 52% that claim ‘good’. 23(67.65%) interviewed students, however,
have reported that they do not feel Grade 5 teachers do have adequate level of English
proficiency to use English as medium of instruction at Grade 5 level.

Those who lack adequate level of proficiency in the language of instruction stand out as low

achievers (Pluddermann, 1997). It is thus imperative for low English proficiency learners to
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obtain a level of English language skills that will lead to the achievement of their academic
goals. Similarly, Tharp (1997) also argues that inadequate language skills in English are a
fundamental retarding factor for low English proficiency learners in the subject classroom,
because of the difficulty these learners experience in comprehending subjects associated
concepts. Tharp (ibid) states that low English proficiency learners therefore have to acquire
English language skills to succeed academically. Hence, the Zone Education Department in
collaboration with the Regional Education Bureau has to take actions accordingly to curve the

existing problem.

5.1.2 Students think that ‘English supplemented with Amharic’ need to be adopted as a MOI
policy.

Officially the Gurage Zone has adopted English as medium of instruction starting from Grade
5 since September 2004. 65.06% of the students, however, report that ‘English supplemented
with Amharic’ should be a medium of instruction at Grade 5. This is followed by Amharic
(17.47%) and English (14.46%).

While students realize that it is easier for them to understand the subject matter if Amharic is
used as the medium of instruction, they express regret when there is less chance for them to
be exposed to English. The same dilemma is felt when English, being the medium of
instruction, can on one hand help to improve the standard of English by providing
opportunities for English expression, but on the other hand, will discourage discussion and
interaction between the teacher and students and among the students themselves.

The current practice in classrooms shows that most teachers use both English and Amharic
despite at varying degrees of frequencies. And students are happy with this practice though it
does not comply with the English medium of instruction policy of the Zone. It has also come
to the researcher’s knowledge while interviewing teachers that some teachers are opposing
this practice (code switching). They feel this practice would hinder the development of
students’ English language proficiency. They also argue that examinations are conducted only
in English where students can not do that (use Amharic to answer questions).
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The researcher, however, feels that particularly at a level where both students and teachers are
perceived to have low level of proficiency at the MOI, teachers’ code-switching skills need to
be recognized as a legitimate and valid strategy. Regarding dual medium instruction,
Malherbe (1943) pointed out that:

“....earlier research on bilingual education in South Africa in the 1930s and 1940s
shows that students who have MTE throughout primary school plus bilingual (MT plus
a second language as two mediums of instruction/ dual medium in secondary school)
can outperform students in MTE only programs. In other words, students gain

academic and cognitive benefits from such programs.”

Apart from that, it has to be clear that the primary aim of the teaching and learning process at
this grade level is for students to grasp the intended knowledge and skills of the course
content, not the development of either the students’ or teachers’ language proficiency.

5.1.3 The current English medium of instruction practice at Grade 5 level is negatively

affecting students’ cognitive development.

Grade 5 students have very uniform perceptions about the advantages of EMOI (Table 10).
Most of the respondents, with a range between 46.11% and 72.05%, report that EMOI has the
following advantages; helps to improve students’ standard of English, gives more exposure to
the international culture, helps to understand course contents and concepts difficult to express
in Amharic, helps to join higher learning institutions, helps to get better job opportunities and
to understand reference materials in English.

With regard to the disadvantages of EMOI, students’ responses are, however, not uniform like
that of their responses to its advantages (Table 11). Less than half of the student respondents,
32.14% to 40.12%, report that the following set of statements are the main disadvantages of
EMOI; discourages active participation in class, makes it difficult to understand the course
content, stops students from expressing themselves in class, and discourages discussion and

interaction between students and teachers. On the other hand, overall 79.46% student
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respondents note that they do not think that EMOI urges students to drop out against the
overall 19.16% that think it does so.

Students’ responses on the advantages vs. disadvantages of EMOI is, however, not consistent
with what they have reported in their interviews. Most of the interviewed students,
24(70.59%), have reported that they have difficulties of understanding English MOI lessons

whereas the remaining 10(31.25%) have reported otherwise.

Most of the interviewed students report that they are currently disadvantaged though they are
happy with the earlier transition to EMOI. This is also supported by the teachers’ response
where 9(60%) teachers claim students are disadvantaged by the English medium of
instruction. Another indication that enforces these responses, | think, could also be the
academic records of these students. For better clarification, a summary of four classes’

semester results that scored below 50 has been presented below;

Table 24: Summary of four Grade 5 Classes Results who scored below 50

Subjects Class 1 Class 2 Class 3 Class 4 Total Total Below 50
Sat for in %
Exam

Ambharic 12 20 29 17 78 321 24.30

English 46 58 50 17 171 321 53.27

Math 23 13 28 23 87 321 27.10

B. Science 41 28 19 28 116 321 36.14

S. Science 11 20 26 20 77 321 23.99

Civics 9 0 21 8 38 321 11.84

Total (Sat for 88 82 86 65

Exam)

As Table 24 shows, out of the 321 Grade 5 students of four classes who sat for 2006 first
semester examinations in three primary schools, 171 students (53.27%) scored below 50 in
English and this was followed by 116 students (36.14%) in Basic Science. And 87 students
(27.10%) scored below 50 in Mathematics. The researcher believes that this should not be a
surprising fact as researches on languages of instruction versus cognitive development have

shown that 4 years of studying a language as a subject in not-well resourced school
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environment and lack of exposure to the language speaking community is not sufficient
enough to students to register good academic achievements. For example, from 1955 — 1975
when African language speaking students had 8 years of MTE followed by transition to
mainly English medium the overall percent in 1976, and pass rate in English as subject
reached 78% in 1978. However, the number of years of MTE decreased from 8 to 4 years
from 1977, and this was followed by a serious drop in achievement in English as a subject fell
to 38.5% by 1984, and by 1992 the average overall pass rate for the African student at the end
of Grade 12 flopped to 44% in 1992(Heugh 2003), cited in MOE (2006).

The researcher believes all the above results are clear indications that students are not really
benefiting out of English medium of instruction at present. The students valued advantages of
English MOI over its disadvantages in their questionnaire but their response to same question
provided during interview was reversed. The researcher believes these responses of students
have been affected mainly by two reasons. One is a very large number of students assume that
EMOI would improve their standard of English. And secondly, the researcher has observed
that many students have developed unjustifiable and highly prized attitude towards English

language.

5.1.4 Amharic medium of instruction is valued over English medium of instruction for better

quality instruction.

Teacher respondents value Amharic-medium instruction over English medium one (items 1-3
in Table 12). Teachers are confident that Amharic as an instructional medium enhances
student learning (Item 1, 60%), in that they can cover the materials of the course faster (Item
2, 88 %) and in greater depth (Item 3, 80%).

Questioned to rate against their level of proficiency in English and Amharic languages, (Table
3), 74.85% and 23.35% students report that they think they have ‘very good’ and ‘good’ level
of Amharic proficiency respectively while only 36.97%, when “very good’ answers are taken
together with the ‘good’ answers, report that they think their level of English proficiency is
good enough to use EMOI. So this shows that even though Ambharic is not a mother tongue

language for most of these students, it is undoubtedly true that most of these students readily
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understand Amharic quite far better than English. It is also good to remember that Amharic is
the language which these students used as MOI for the earlier four grades i.e. from Grades 1
through 4.

Moreover different researches also show that students could do well at school when they are
taught in a language that they can readily understand. In countries and schools where
languages familiar to children are used as languages of instruction, the studies indicate that
teachers and students communicate better. Such communication leads to better teaching on
the part of the teachers and better learning for students (Alidou and Brock-Utne (2006). But
when this is not a reality, teachers do most of the talking while children remain silent or
passive participants during most of the classroom interactions. Because children do not speak
the languages of instruction, teachers are also forced to use traditional teaching techniques
such as chorus teaching, repetition, memorization, and recall, code-switching and safe talk. In
this context, authentic teaching and learning cannot take place. Such situation accounts
largely for the school ineffectiveness and low academic achievement experienced by students
in Africa (ibid).

But contrary to all the above findings, most of the students still show higher interest in using
English as a medium of instruction. Some teachers also share this interest of students
accepting all the current difficulties and disadvantages these students and teachers themselves
are facing due to English MOI.

5.15 Both students and teachers believe that English medium of instruction improves
students standard of English.

Out of the 168 Grade 5 students, overall 156 students (92.86%) report that using English as a
medium of instruction helps them improve their standard of English (Table 10). On a different
item of teachers’ questionnaire, overall 16 teachers (64%) report that using Amharic to study

non-language subjects will negatively affect students” English proficiency.

With regard to this, the MOE (2006:106) Study Report on Medium of Instruction in Ethiopian

Primary School also maintains, ‘there is a widespread assumption that English MOI will help
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people learn English.” The Study Report further points out that the hypothesis that in order to
learn a second language successfully, it should be used as a medium of instruction is a mere
hypothesis and is not peculiar to Ethiopia. The researcher of the present Study also shares this

observation.

Oller and Nagato (1974) looked at the long-term effects of foreign language study between
seventh, ninth and eleventh graders who did and those who did not follow a sequence of
FLES study. According to this study, FLES did not have a lasting impact on student
achievement. The student participants were girls educated in private elementary and
secondary schools in Japan. A control group (students not previously exposed to FLES) and a
treatment group (students previously exposed to FLES) at each of the three grade-levels
(seven, nine, eleven) were established. In order to examine the impact of foreign language
study on English proficiency, students took a cloze test tailored to their grade level. The
results show that non-FLES participants outperformed their FLES counterparts on the cloze
measure by the time they reached the eleventh grade. Therefore, Oller and Nagato claim that
FLES study did not have a lasting positive effect and that FLES students will not progress
more rapidly than non-FLES students when participating in secondary and postsecondary
foreign language study.

To sum up, there are no researches that prove using a language as a medium of instruction

does guarantee automatic improvement of ones standard of a given language.

5.1.6 Teachers think that EMOI is not successful at Grade 5 in light with the provision of

quality education to students.

With regard to the status of the English-medium instruction at Grade 5 in Cheha Woreda
(Table 19), it is claimed by 60 %( 15 teachers) that current English-medium instruction is not
successful if we are to consider students’ level of English proficiency. Teachers also claim
that EMOI is time consuming and has created additional burden on teachers as they have to
explain things repeatedly or through code switching.

Teachers’ perception about the current EMOI practise to be ‘unsuccessful’ could not be out of
ones expectation. Let us see why this is so. First, both the students’ and teachers’ level of
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proficiency in English that is used as a medium of instruction is perceived to be generally
poor. Secondly, students’ exposure to English language is highly limited to classrooms. And
thirdly, among the interviewed 15 teachers, only 33.33 %( 5 teachers) are diploma graduates
while the remaining 66.67 %( 10 teachers) are Certificate (TTI) graduates.

The above figures on whether English medium of instruction is successful at Grade 5 level in
Cheha Woreda Second Cycle Primary Schools in terms of providing quality education to
students can not, I think, be a surprise. The MOE Study Report (2007:25), for example, points
out four options that can work in African settings which, according to the Report, have been
tried out and are currently practised in Africa. The two options state that:

e ‘six years of MTE, followed by transition to a second language can succeed under
very specific and well resourced conditions,” and
e ‘eight years of MTE, followed by transition to a second or foreign language, can

succeed under less well-resourced, but nevertheless adequate conditions in Africa.’

So in general with all the current existing realities of primary schools in Cheha Woreda, it
would not be striking to hear that EMOI in the Woreda is without disadvantages and
difficulties. But what is more striking is the fact that a large number of both students and
teachers still prefer to retain EMOI at Grade 5. In fact, this was not shared by the two Woreda
education officials. They rather suggested Amharic MOI to replace the first earlier grades i.e.
Grades 5 and 6 and English MOI to start at Grade 7 level.

Finally, the researcher would like to make a few points. Teachers’ practice is moulded by a
number of factors over and above language policy; including their own preconceptions of
language and learning, and the language proficiency of the students’ in their classes. Further,
teachers have a wide range of concerns related to English-medium instruction at Grade 5 level
such as the unavailability of resources in English, low level of students’ proficiency in
English, students’ low participation in classroom discussions and the like.

Having said this, the researcher would now like to move to the final chapter of this paper

where summary and recommendations are forwarded.
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CHAPTER SIX: SUMMARY AND RECOMMENDATIONS

6.1 Summary

Researches have shown that language plays a very important role in students’ cognitive
development. Following the 1994 New Education and Training Policy, many Zones or
Regions of the country have adopted their respective nationality languages as media of
instruction. In the Gurage Zone of the Southern Nations, Nationalities and Peoples Regional
State, however, Amharic continued to be used as a medium of instruction from Grade 1
through 6 until 2004. Since September 2004, however, the role of Amharic as MOI in Grades
5 and 6 was taken by English.

As the researcher used to have frequent field travels in the Zone and particularly in Cheha
Woreda, he learnt that the Zone adopted EMOI starting from Grade 5 that is two to four years
earlier than many of the other Regions or Zones of the country. This ignited a question into
the researcher’s mind whether this could be so without any significant disadvantage on the
cognitive development of students.

Having this question in mind, the researcher tried to assess both students’ and teachers’
reflections through questionnaires and interviews. An analysis was also made on randomly

selected summary scores of four Grade 5 classes of three Primary schools of the Woreda.

A total of 169 students and 25 teachers participated in filling in their respective
questionnaires. And 34 students and 15 teachers did take part in their respective semi-
structured interviews. A discussion was also held with two Cheha Woreda Education officials
on the overall EMOI policy implementation in the second cycle primary schools of the
Woreda.

And findings of the current research show that students of Grade 5 in Cheha Woreda seem a
group at risk of academic failure. Not only English subject teachers should strive to develop
the English proficiency of low English proficiency learners, but all stakeholders such as non-
language subject teachers, parents, education officials at various levels and students

themselves all have to realize that the level of students English proficiency is at a lower level
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that needs a top priority . If these learners are to realize their full potential, a strong
commitment must be made to their educational needs. It is imperative for low English
proficiency learners to acquire English proficiency on the level that helps them steadily

understand course contents and concepts.

Based on this general remark and all the findings of the current Study, the researcher would at
last like to put forward a list of recommendations so as to curve the existing difficulties and
challenges that both students and teachers of the Cheha Woreda are facing due to the adoption
of English as medium of instruction at Grade 5 level and ensure better quality instruction

instead.

6.2 Recommendations

After analyzing all the findings of the current Study, the researcher has come up with the

following recommendations;

e It is of vital importance that the Cheha Woreda Education office in collaboration with
Gurage Zone Education Department and the Regional Education Bureau as well as all
other stakeholders to put the issue of English medium of instruction at Grades 5 on
their priority agenda.

e |t is imperative for students to acquire English proficiency to a level that enables
them readily understand course contents and concepts before using it as a medium of
instruction so that meaningful learning takes place. And the current level of students
proficiency in the language of instruction, English, is perceived to be very low. Hence,
| recommend that Amharic be reintroduced as a medium of instruction for the first two
grades of second cycle primary schools (Grades 5 and 6) and English MOI to start at
Grade 7.

e The researcher also suggests that primary schools of the Cheha Woreda can enhance
students’ English proficiency along side extending the Amharic-medium of instruction
up to Grade 6. This can be done by the following strategies:
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o Schools may allocate, on top of English language lessons, additional English
lesson time for extended learning activities conducted in English with a view
to increasing students’ exposure to English.

0 Schools in collaboration with the Woreda and Zone Education officials should
enhance the teaching effectiveness of English by making effective deployment
of manpower resources as well as improving the quality of curriculum design,

teaching pedagogy, assessment for learning, etc.

The researcher also believes that Teacher Education Programs at Colleges need to
include language awareness courses; although teachers might have good knowledge of
English language, for example, in terms of language teaching and learning, it would
seem that some theoretical knowledge about language and cognition and second
language acquisition would enhance their capacity for informed practice.

The efforts made so far by the Ethiopian government to increase the number of
qualified teachers and improve their professional capacity is commendable. But along
with that, the Regional Education Bureau/Zone Education Department/\Woreda
Education Office need to provide English language teachers on-job trainings with a
focus on language acquisition and language teaching methodologies.

It would be very helpful if schools have to design a viable system to normalise the
unjustifiably high level of students’ perceptions towards English language proficiency.
| finally recommend that the Cheha Woreda Education Office and the Zone Education
Department in collaboration with the Regional Education Bureau and other
stakeholders need to conduct a further in-depth study on the same theme, English as
Medium of Instruction practice, as the scope of the current study is limited to only
three primary schools of the Cheha Woreda.
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Appendix A : Students’ Questionnaire (Amharic)
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Appendix B: Teachers’ Questionnaire (Amharic)
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Appendix C: Students Interview (Amharic)
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Appendix D: Teachers’ Interview (Amharic)
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Appendix E: Education Officials Interview (Amharic)

LA - oM@ /PFY 048 TIVCT OAao-2PF/

@2 Y 0L CTHIVCT Daon- Pt

LV PA-aomLP (A/ANN LraCht: eRTIRPT ¢ h&A ALV 9°LF T
e ATLPT TG POLON AT AAYT1O9° (1140 B OFTU @l4 H0T 0T
097.97¢.  ChAOTE AT FCISCPTRTIAN 57 7L ovLe/TINET1LE £k
Neom+?TF®- T L5 TI°VCT MAoe-2PTF CAT®7 ahH£271T A%10001N 1D-::

NHY PA-oomeP PTLANANMD- ovl8 Novp ALY TG+ 9427 NF P99.0-AS
N.0TC ?99.€H NoolPy +H99AS Thang ool8 Nevhmt ATSE 9097 aovaht
CONATUT ANTFPR A ATLI°HLCT AZ°TE 10+ AHLVI® NPL99Ee haoOIGAU-::

LATPA FAT o

1. v $L9° AU-7 Moot INC AL £PAMT PATIANNG £77 NA°OFHE HEA
LLE  RIL av®LP[TINETLE £ haomdd® IC NHLEH P-Hn'he 7G5 hA
NLNEGNF?

2. PAOSE NEA T21UPT PATINNT RIRT ATLo0LL17MN0149 RTR
aem+9° LOLeNTA Ok PATIANT RIR Faed AT NA®- £O0A-?

3. MAATS NEA LB T 4% WTINHTT AT1800o1Le [*1010149 R7%
Nome oo (OLAD: CTI°VCT TéT AL PALLTM® WP ITT  hiv
N LNEGNT?

4. ahhU-? Lomav- TIACTT Aao@ T CFLLT PLAT DA (LPNEGNT?

5. A@LéE ML ALYLD AN ST hA  (LENESAT?
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Appendix F: Students Questionnaire (English)

Students Questionnaire on English M edium of Instruction in Second Cycle Primary
Schools of Cheha Woreda (Gurage Zoneg)

Dear students,

This is to request your participation in a research study to explore both students' and teachers’
views towards the adoption of English as a medium of instruction at Grade 5 level in the
Cheha Woreda of the Gurage Zone. The study will be used as a partial fulfilment of the
requirements for the Degree of Master of Arts in Teaching English as a Foreign Language
(TEFL) in Addis Ababa University.

The information you provide will be kept confidential. Only the researcher will see the
completed forms. So | kindly request you to provide complete and accurate information to the
guestionnaire items.

Thank you for your cooperation in advance.

Yilkal Chalachew (the Researcher)

Respondent’s Data

Name of the School:

Sex:

Mother tongue language:

Instruction
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Please indicate your opinion by marking “ v against your responseto each item.

N

o 9

o

o 9

o

g o o 9

o 9

o

o 9

o

What do you think your
current level of proficiency in
the following languages is?

English
Ambharic
Gurage

How often do you hear the
following languages at home?
English

Ambharic

Gurage

How often do you hear the
following languages in the
neighborhood (outside
home)?

English
Ambharic
Gurage

How often do you hear the
following languages in the
school compound (outside
classrooms)?

English
Ambharic
Gurage

How often do you hear the
following languages in the
classroom?

English
Ambharic
Gurage

How often do you have
difficulties in understanding
the following languages when
used in the teaching/learning
process

English
Ambharic
Gurage

What language do you think
should be a medium of
instruction at Grade 5 level?

English

Very
good

Always

Always

Always

Always

Always

Good

Frequently

Frequently

Frequently

Frequently

Frequently

Fair

Sometimes

Sometimes

Sometimes

Sometimes

Sometimes

Poor

Occasionally

Occasionally

Occasionally

Occasionally

Occasionally

Extremely
low

Never

Never

Never

Never

Never
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Ambharic
Gurage

English supported with
Ambharic

English supported with
Gurage

Other(if any)

Being a Grade 5 student, to Strongly | Agree
what extent do you agree that | Agree

each of the following

statements is an advantage

of English medium of

instruction?

Helps to improve my
standard of English

Gives more exposure to the
international culture

Helps to understand course
content and concepts difficult
to express in Amharic

Helps to join higher learning
institutions

To get better job
opportunities

Helps to understand
reference materials in English

Others(if any)

Being a Grade 5 student, to Strongly | Agree
what extent do you agree that | Agree

each of the following

statements is a disadvantage

of English medium of

instruction?

Discourages active
participation in class

Makes it difficult to
understand the course
content

Stops me from expressing
myself in Class

Discourages discussion and
interaction between students
and teachers

Urges students to dropout

Others(if any)

| do not
know

| do not
know

Disagree

Disagree

Strongly
Disagree

Strongly
Disagree
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Appendix G: Teachers Questionnaire (English)

Teachers Questionnaire on English M edium of Instruction in Second Cycle Primary
Schools of Cheha Woreda (Gurage Zone)

Dear teachers,

This is to request your participation in a research study to explore both students' and teachers’
views towards the adoption of English as a medium of instruction at Grade 5 level in the
Cheha Woreda of the Gurage Zone. The study will be used as a partial fulfilment of the
requirements for the Degree of Master of Arts in Teaching English as a Foreign Language
(TEFL) in Addis Ababa University.

The information you provide will be kept confidential. Only the researcher will see the
completed forms. So | kindly request you to provide complete and accurate information to the
guestionnaire items.

Thank you for your cooperation in advance.

Yilkal Chalachew (the Researcher)

Respondent’s Data

Name of the School:

Sex:

Subjects teaching:

Educational Qualification;

What do you think your current level of proficiency in the following languages?
Very Good Good Fair Poor Extremely low
English ......-==—----  smeee e s

Amharic.......—======= mmmmmee mmmmeemmmeee e
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Instruction

Please indicate your opinion by marking “v"” against the appropriate option for each question.

10

11

12

13

14

15

16

Statements

Lecturing in Amharic can bolster students' interest in
learning more than lecturing in English.

Lecturing in Amharic allows the lesson to progress faster
than lecturing in English.

Lecturing in Amharic allows a teacher to go deeper into the
content of the lesson than lecturing in English.

The greatest problem in using Amharic as the medium of
instruction is the need to translate a lot of special terms.

Resources for teaching, e.g., textbooks and reference books,
are more plentiful in English than in Ambharic.

Teaching a class in Amharic encourages students to speak
uninhibitedly, thereby disrupting the order of the class.

I feel I have good level of English proficiency that enables
me to teach my subjects in English comfortably at Grade 5.

| feel that the English proficiency of Grade 5 students is
adequate for them to study non-language subjects (e.g.,
Basic Science, Saocial Studies and Mathematics) in English

Even studying every subject in Amharic will not help
students with poor academic performance.

Students with good academic performance should study all
subjects in English.

English as the medium of instruction will certainly lead to
poorer student intake.

Using Amharic to study non-language subjects (e.g., Basic
Science, Social Studies and Mathematics) will negatively
affect students' English proficiency

It is easier to teach non-language subjects (e.g., Basic
Science, Social Studies, and Mathematics) in English than
in Amharic.

I think non-language teachers could help students improve
their level of English proficiency

| feel that the adoption of English- medium instruction at
Grade 5 level helps to create better career opportunities
later in students’ lives.

| feel that English-medium instruction at Grade 5 level in
the Cheha Woreda is successful in terms of the provision of
quality education to school children.

Strong

ly
Agree

Agr
ee

| don't
know

Disag
ree

Strongly
Disagree
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Appendix H: Students' Interview (English)

Students Interview

Dear student,

This is to request your participation in a research study to explore both students' and teachers’
views towards the adoption of English as a medium of instruction at Grade 5 level in the
Cheha Woreda of the Gurage Zone. The study will be used as a partial fulfilment of the
requirements for the Degree of Master of Arts in Teaching English as a Foreign Language
(TEFL) in Addis Ababa University.

The information you provide will be kept confidential. So I kindly request you to provide
complete and accurate responses to the following questions.

Thank you for your cooperation in advance.

1) Do you have any difficulties in understanding lessons in English? If “Yes’, please
mention the major ones?

2) How are you then trying to cope with your lessons?

3) Which languages do your teachers use more frequently in class while teaching?

4) Do you think that teachers who teach in Grade 5 have adequate level of English
proficiency to use it as a medium of instruction?

5) Does your school make additional efforts to improve students’ level of English
proficiency?

6) Do you think that you are benefiting out of the current English medium of instructions

policy at Grade 5?
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Appendix |I: Teachers Interview (English)

Teachers Interview

Dear teacher,

This is to request your participation in a research study to explore both students' and teachers’
views towards the adoption of English as a medium of instruction at Grade 5 level in the
Cheha Woreda of the Gurage Zone. The study will be used as a partial fulfilment of the
requirements for the Degree of Master of Arts in Teaching English as a Foreign Language
(TEFL) in Addis Ababa University.

The information you provide will be kept confidential. So I kindly request you to provide
complete and accurate responses to the following questions.

Thank you for your cooperation in advance.

1) Do you think the current level of Grade 5 students’ English proficiency is adequate to
use English as a medium of instruction?

2) Do you think the current English MOI is benefiting students in Grade 5?

3) Being a Grade 5 teacher, what difficulties are you facing due to the adoption of
English as a medium of instruction?

4) Have you ever had any discussion(s) with other teachers on the current English MOI
policy?

5) Which language do you prefer as a medium of instruction at Grade 5 level?
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Appendix J: Educational Officials' Interview (English)

Interview with Cheha Woreda Education Officials

Dear Education officials,

This is to request your participation in a research study to explore both students' and teachers’
views towards the adoption of English as a medium of instruction at Grade 5 level in the
Cheha Woreda of the Gurage Zone. The study will be used as a partial fulfilment of the
requirements for the Degree of Master of Arts in Teaching English as a Foreign Language
(TEFL) in Addis Ababa University.

The information you provide will be kept confidential. So I kindly request you to provide
complete and accurate responses to the following questions.

Thank you for your cooperation in advance.

1) Isthere any study or research conducted so far (by the Office or any other institution
or independent researcher) to assess the impact of English medium of instruction on
students’ academic performance?

2) Do you think the current level of Grade 5 students’ English proficiency is adequate to
use English as a medium of instruction?

3) What major and common difficulties has the Cheha Woreda Education office
experienced due to English medium of instruction in relation to the provision of
quality education to Grade 5 students?

4) Are there any remedial efforts that the Cheha Woreda Education Office has made to
improve students’ English language proficiencies?

5) Does the Cheha Woreda Education Office have any plan to conduct a study on its

English medium of instruction practice in the future?
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