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CHAPTER ONE
1. INTRODUCTION
1.1. Background of the Study

Ethiopia, like any other African countries, is characterized by Linguistic and ethnic
diversity. The country consists of more than 80 ethnic groups with distinct languages
and/or dialects and cultural features. Taking this multilingual nature of the country and
language being a strong manifestation of ethnic identity and culture, the country is

said to be multicultural and multiethnic (Mekonnen 2005).

Following the pervasive multilingual, multicultural, and multiethnic features, language
use in education and administration in the country has been a sensitive issue. Although
Ethiopia is a multilingual country, a single language, i.e. Amharic had been the
medium of instruction (MOI) at the elementary school level for many years in the past.
Consecutive imperial regimes promoted the use of one national language as a tool for
retaining the country’s unity (Daniel and Abebayehu, 2006). Following the 1955
constitution, which set Amharic as the National Official Language of the country, the
language became the MOI for primary education (Grade 1-6) in 1958/59 (Mc Nab,
1989). And English was the MOI for junior secondary (Grade 7 & 8) and beyond.
According to Mekonnen (2005), the aim of the imperial language policy was

integration, centralization and modernization.

The socialist military government (1974-1991) transferred from advocating one
language as a tool for national integrity to promoting the use of other languages. In
1974, when the socialist government came to power, the use of ethnic languages
(nationality languages) for instructional purposes was considered as an important
issue. About 15 languages were selected to be used as MOI during a literacy campaign
called “EDGET BEHBRET ZEMECHA”. Nevertheless, the use of these languages
was restricted to the non-formal education sector and the government did not push

forward to use them as instructional languages in the formal system (Ayalew, 1999,

Y



cited in Daniel and Abebayehu, 2006). For this reason, Amharic remained as the only
national language that was used as the MOI for formal education at the elementary
level and English continued to be used as MOI from junior secondary (grade 7-8) on

wards.

After the coming of the present EPRDF government to power in 1991, the country’s
education system has started to experience basic reforms. Two of these are of
importance to the present study. The first is the introduction of decentralized system.
Following the principle of federalism a central government system changed into
decentralized one. The federal Ministry of Education decentralized into several
regions, zonal and district-level bureaus, and departments. Besides delegating
authority, the process of decentralization, has made a range of changes including MOI

(Daniel and Abebayehu: 2006: 151).

The second, which is more important to the present research, is the proclamation about
the use of regional local languages in the educational system particularly in the
primary level. In this regard, article 39 (2) of the constitution of the Federal
Democratic Republic of Ethiopia, states that “Every Nation, Nationality and Peoples
in Ethiopia has the right to speak, to write and develop its own language; to express, to
develop and to promote its culture; and to preserve its history”. To put this into effect
the Ministry of Education of Ethiopia proclaimed a new Education and Training
Policy in 1994. Among the important changes made as a result of this new policy the
following two are more relevant to the current study. First, the change in education
structure from 6-2-4 years of respectively elementary, junior secondary and senior
secondary into 8-4 years of primary and secondary education respectively (Mekonnen
2005). The other one is that it allows the use of mother tongues as MOI in the primary
education (grade 1-8) (ibid.).

Bearing these changes in mind, there are wide ranging arguments questioning the use

of mother tongues (MT) in education, particularly in upper primary education (grade 7



and 8) in the country (Heugh et.al. 2007). This resulted in the lack of consistency and
continuity in the implementation process across the regions (ibid.). Thus, there are
three different groups of regions as far as the use of MOI is concerned in the second

cycle of primary education (Grade 5-8).

The first group is the one that uses mother tongue (MT) for MOI through the entire
primary education (up to Grade 8). Tigray, Oromiya and Somali regions use their
respective MTs through out the primary education including grade 7 and 8. Apparently
only these regions are consistent with the national policy that stipulates the use of the

MT for the entire primary education (Grade 1-8) (ibid.).

The second group is composed of regions that use partly English and partly Amharic
for upper primary education. The Amhara regional state comes under this category for
it uses English for math and science subjects and Ambaric for other content subjects in
upper primary education (ibid.). Besides, Ambharic speakers in Somali region use both
Ambharic and English for different subjects like the Amhara region (ibid.). Dire Dawa
city administration uses English for most of the subjects and Ambharic/Oromo
language for only civics and ethical education in upper primary education (ibid.). In
other words, Oromo MT speakers learn civics and ethical education in Oromo

language while other languages speakers learn it in Ambaric.

The third group use English only medium for upper primary education. Such regions
include Benishangul Gumuz, Afar, and Addis Ababa (ibid.). Mother tongue education
(MTE) in these regions takes place only for Amharic speakers for 6 years (ibid.).
Other language speakers are learning via Amharic until Grade 6 (ibid.). Students learn
in English from grade 7 onwards. They are not consistent with the Ministry of

Education (MOE) decree of MTE (ibid.).

The fourth group uses English-only medium as early as grade five. Southern Nations

Nationalities Regional State (SNNRS) & Gambela come under this category. English



is used as a MOI starting from grade five in these regional states (ibid.). They are also

inconsistent with the national policy (ibid.).

This diverse language use as MOI in the second cycle (Grade 5-8) of primary schools
of the country shows the mismatch between the policy and what is being practiced
across the nation (Mekonnen 2005). This is partly the result of decentralization which
gives massive rights for regions to choose MOI for primary education. In connection
with  MOI policy and practice, a 2002 government document entitled
“Accomplishment of the Capacity Building Strategies and Programs”l (my translation

from the Amahric version) states the education and training policy as follow:

[The policy] respects the right of Mother Tongue Education (MTE) but
it does not impose it as an obligation. Hence, those who do not have the
required capacity and/or interest for MTE have the right to employ any
other languages as MOI. In other words, any society can use its own
Mother Tongue (MT) for education as long as it has the ability and the
readiness to do so. Otherwise it has a full-fledged right to choose other
languages for the same purpose. As a result, among the nations and
nationalities of the country, only less than half are using their MT for
education at present. Although others have the right for MTE, they are
using another language because of lack of either capacity or readiness

or both (FDRE 2002: 64)%.
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The Amhara regional state education system had used Amharic as MOI throughout
primary schools including grade 7 and 8 for all subjects, and English from grade 9 on
wards. However, the Amharic-only medium has been changed into English and
Ambaric differential bilingual education system (with the exception of the Oromiya
zone, an Oromo MT speakers’ area in the region) in the region in 2005/6 due to the so
called “strong public pressure” (Heugh et al. 2007). In this revised regional policy
students learn mathematics and science subjects; namely physics, chemistry and
biology in English, and other content subjects such as social studies, civic and ethical
education in Ambharic. This is very much similar to what is known as Bilingual
education in Majority Languages in which regional/national language (such as
Ambharic) and an international language (such as English) coexist as a teaching

medium in schools (Baker 2001).

This means that the exit level of Amharic as MOI is further pushed back from Grade 8
to Grade 6 for mathematics and science subjects. This is reduction of the role of
Amharic as a MOI in these grade levels in the region, which is the subject matter of
the present study. In other words, the revised system has increased the role of English
as a MOI in the region. This is because the introduction of English as MOI has been
extended and goes back to Grade 7 for mathematics and science subjects, whereas
Ambharic has partially lost its monopoly as MOI in upper primary (UP) education due

to this reform.

Experiences of other countries have shown that participants’ views towards the
program which is going to be used is fundamental. This is because the program is
performed by the integrating efforts of the public, particularly by students, teachers,
professionals in the school management and parents. The teaching-learning process
will be fostered or distracted by their attitude towards the given program. Although the
effectiveness of bilingual education program is determined by various factors, ifs
acceptability by all parties concerned; educational bureau officers, parents, teachers,

students and the society at large, is one of the main criteria for its success



(Rubagumya, 1990).

Teachers’ negative view towards a certain bilingual education program, for instance,
will affect negatively the teaching learning process and students’ view towards that
program. Students’ perception and motivation for learning will be deterred by their
negative view for the program being implemented. Hence “we need to... pay
attention... [to] their views and build classroom worlds that support and teach in light
of these insights. Students’ voices help us understand what they need and value as

learners” (Dahl 1995: 124, as cited in N.Lemberger & Vingradouva 2002: 59).

Similarly, parents’ attitude towards a certain bilingual program will highly affect its
success. If they do not accept the program, for example, they send their children to
another school with a different program or stop supporting the school. For example,
many parents in Tanzania are not happy with the public education system that uses
Kiswahili, hence they vote with their feet by taking their children from Kiswahili
medium primary schools to the private English medium schools (Rubagumya 1997,
cited in Brock-Utne 2003). Similarly, in Ethiopia it was learned that people are
moving their children from Oromiya region, where the MOI for grade 7 & 8 is the
MT- Oromo language, to Harari region so that their children can learn in English MOI
as of Grade 7 (Heaugh et al. 2007). In this regard, Paulston (1975), cited in Wolfson
and Manes (1985: 15), has the following to say:

If parents do not wish their children to learn a second language, or if
they are indifferent about their own native language because of its own
prestige, bilingualism is bound to fail. If the parents are favorable, the

program will succeed whatever teaching method may be used.

In the same way, if educational bureau officers don’t believe in a certain educational
program, they may not support its planning and implementation no matter how it is
required by the other parties concerned, since they are influential in the decision

making process.



It is, therefore, strongly recommended that the need to develop a process of societal
participation and consultation in educational planning and language policy issue prior
to the implementation of such reforms through the education process (James Oladejo
2006). Even outstanding language policies could fail in the absence of key
participants’ support and involvement. Hence, real and wide-ranged participation of
all concerned, including parents, students, teachers, educational administrators,
religious leaders, etc., is vital to support the outcomes of the policy with the

educational needs of the learners.

Educational programs in general and bilingual education programs in particular should
embrace, therefore, key participants’ views whenever they devise and implement a
new program, Baker (1992) seems to consolidate this idea by highlighting the

importance of societal view in bilingual education in the following way:

Attempting language shift by language planning, language policy
making and the provision of human and material resources can all come
to nothing if attitudes are not favorable to change. Language
engineering can flourish or fail according to the attitudes of the
community. Having a favorable attitude to the subject of language
attitudes becomes important in bilingual policy and practice (cited in

Adegbija (2000: 79).

The process by which a language-planning decision is arrived at is held out as
involving a number of steps including fact finding before decision making,
consideration of alternatives, and a scheme in which “goals are established, means are
selected, and outcomes are predicted in a systematic manner” (Rubin 1971: 218, cited
in Bamgbose 2000: 107). In Africa, this systemic procedure is often neglected
(Bamgbose 2000).

Furthermore, language planning in most African countries has always been a top-to-

bottom affair, with the top represented by the government and its agencies, and the



bottom, the consumers for whom the policies are being done for. Education reforms in
Africa are dictated down from the authorities with little input from the public at large.
This process has often resulted in complaints and confusion among the population, and
consequently further reforms have often been rushed through in order to plug the
emerging gap. An option to the top-to-bottom planning is bottom-to-top in which
lower levels and even the community can make an input to language planning

(Bamgbose 2000).

In this regard, the Amhara regional state’s recent decision to use compartmentalized
bilingual education system using English and Ambharic as a MOI in Grade 7 & 8
resulted in series of arguments among the key stakeholders (Heugh et al. 2007).
Hence, it is important to study the views of main participants who are involved and are
still involving in both the decision making and implementing process towards the
MOI policies in general and the new program in particular in UP schools of the
Ambhara region. It is also vital to investigate the views of participants in light of the

practices and performances of both students and teachers at UP schools of the region.

As Lewis (1981), quoted in Adgbija (2000: 79) states, “knowledge about attitudes [of
participants in the education process] is fundamental to the formulation of a policy as
well as to success in its implementation.” Thus, the main objective of this study is to
investigate the views of main participants in the education process regarding the MOI
policies for UP education and to assess these views in light of the practices and

performances of both students and teachers at these grade levels.
1.2. Research Problems

In the background section of this proposal, mention has been made that Ethiopia is a
multilingual country though the educational language policy has long been
monolingual in nature. Attempt has been made to put the importance of including
students’, teachers’ and parents’ views in solving such problems, and I have briefly

shown that the use of MT as a MOI in UP education has been an issue of controversy



il.

1il.

in the region and in the country at large. Following this controversy, the region has
issued the new MOI policy for these grade levels. The new program has also been

subjected for wide variety of arguments that support and oppose the new policy.

The region’s education system in UP education (grade 7 and 8) has been moved from
one corner, English only medium in the imperial and Derg periods, to the other corner,
Ambharic only medium and to Bilingual education in Majority Languages (English and
Amharic) system in the present government. This is probably because these levels are
landmarks between primary and secondary education. Moreover, these are grade
levels that suffer from an ‘abrupt’ switch from Amharic MOI (from grade 1 to grade
6/8) to English (from grade 7/9 on wards).

Much has been said about the shift from Amharic only medium to differential use of
English and Amharic for upper primary education in the region. Some of these views
gathered through informal discussions with teachers, students and parents of the

region prior to the present study are:

The use of Amharic in upper primary schools has enabled learners to express ideas
easily and deeply; it has made teaching and learning process student-centered and
participatory; it has also bridged the gap between school knowledge and
indigenous knowledge; it is advantageous for longer retention of ideas which could
be supplementary; and it is a way of putting the language into a higher status.

The use of English as a MOI for upper primary education improves students
English language competency whereas the use of Amharic in upper primary
education lowers students English language competence significantly.

Ambharic is not efficient MOI for the sciences and mathematics in UP education
but it can be used for Social studies, and civic and ethical educations for these
subjects contain history, culture, government legislations and laws of the region

and the country.



iv.  Using English as a main MOI and Amharic as a support language for all subjects

in UP education will help students so as to cope with the change of MOI while

they transfer into grade 9.

The research problems of this study have, therefore, originated from the above points

of argument. Taking such new practice and educational issue in the region into

account, it sounds logical to ask the following principal research questions: what are

the views of students, teachers, parents and officials from the regional education

bureau (REB) and education office (EO) of Gondar town towards the MOI policies

that have been used in general and the ‘new’ form of bilingual education in majority

languages for upper primary education in the region in particular? And how are these

views related with the practices and performances of students and teachers? More

importantly:

L.

ii.

iii.

1v.

vi.

vil.

viil.

What factors necessitated the revision of educational language policy in the
region?

What were the demands of the people of the region as far as the MOI for upper
primary education is concerned?

Has the revised system answered the demands and the needs of the society?
Why and how are different MOI for different subjects assigned?

To what extent the use of Amharic-only medium for upper primary education
has been viewed as an inefective, and a threat to the quality of education and
English proficiency?

How is the relation between MOI and math & science subjects achievement
viewed? And what have the empirical studies revealed about such relations?
How are the implementation of the new MOI policy working and its level of
congruency with the regional policy itself?

If there is a mismatch between the policy and the implementation, why is that
s0? What is alternatively being practiced in the real classroom situations of the

region? And

10



ix. What is the best way to keep the societal demand on the one hand and to

achieve the desired educational objectives across the curriculum on the other?
1.3. Research Objectives

The purpose of this study is generally to assess the views of students, teachers,
educational bureau officers and parents on MOI policies for the upper primary
education of Amhara region in light of the current practices and performances. By
doing so, it would primarily examine key participants’ view towards the newly
implemented bilingual education programs and the previous ones. Then, it will assess
how their views are matched with the performances and the practices of students and
teachers in the region. In short, this study, basing itself on the research problem stated

above, will have the following research objectives:

i, To identify factors contributing for the revision of MOI policy for upper primary
education in the region.

ii. To investigate the acceptability level of the revised regional language policy by the
society.

iii. To investigate the extent to which the use of Amharic-only medium education has
been viewed as an inefective, and as a threat to the quality of education and to
English proficiency.

iv. To assess the views and the performance results of math and science subjects in
Amahric vis-a-vis English medium students.

v. To investigate the mechanisms and the rationales used to assign different
languages as MOI to different subjects.

vi. To investigate the parctice of the new MOI policy and its level of congruency with
the regional policy.

vii. If there is a discripancy between the policy and the practice, the study will
investigate the rationales behind the discripancy and it will also try to find out

what is being exercised in the real classroom situation of the region.

L



viii. To suggest the best way to keep the societal demand and the educational objective
across the curriculum. And

ix. To assess the degree of effectiveness of the new program.
1.4.Significance of the Study

It has been a few years since Amhara region has stipulated and implemented English
and Amharic dual language policy for different subjects in upper primary schools.
However, still many policy makers, teachers, students and parents are contending as 1o
which language or languages should be used as MOI in upper primary levels in the
region (Heugh et.al. 2007). As a consequence, some believe that only English should
be used as MOI in these grade levels, others argue that Amharic should be re-
introduced as MOI for mathematics and science subjects in grade 7 and 8 in the
region; still others maintain that the current dual language for different subjects is a
better one. Furthermore, the issue of the offectiveness of the use of mother tongue in
upper primary levels is becoming a hot discussion elsewhere in the country (ibid.).

Cognizant of these facts; this study would be significant for the following reasons:

i. It may help to see the views of students, educational bureau officers, teachers and
parents towards MOI policies for upper primary education in general and the
newly implemented bilingual education program in the region in particular which
in turn may help policy makers and other stakeholders to act accordingly.

i, It would provide some patterns of successful implementation of bilingual
education in the region. And it will suggest better mechanisms of implementing
bilingual education in the region. And

ii. It would suggest policy implications of bilingual education in the upper primary

education for other regional states.
1.5.Limitation of the Study

The issue of assessing the views of the society on language policy in education in a

multilingual and multiethnic society like Ethiopia is such sensitive issue which
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ii.

iii.

actually results in political questions. This study is limited to assess the practice and
views towards the policy of MOI in the region; being limited in scope, time, and
finance, it has further been limited not to assess all the possible views of it. Thus, it
has been limited to the assessment of people’s views towards the MOI policies for
upper primary education in only one of the town’s of the regional state. In short, this

study is limited in that:

Despite the fact that the new policy is being implemented in the entire region
constituting of many towns, this study has primarily focused on one of the towns
called Gondar.

Furthermore, this study has been limited in that some of the expected respondents
were not willing to be interviewed and to fill the questionnaires.

Lack of proper documentation tradition in the sample school was also another
factor that limits the study. Although the researcher wanted to compare the average
results of students per subject before and after the introduction of the new MOI
policy, three of the four sample schools did not have records of the summary of
scores of each year. As a result, the study was confined in computing only the data

from a single sample school.
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CHAPTER TWO

2. CONCEPTUAL FRAMEWORK AND REVIEW OF RELATED
LITERATURE
2.1. Key Concepts and Terminologies

2.1.1. Bilingualism and Bilingual Education

Abudarham (1987:1) described “bilingualism’ as a field full of “terms referring to the
phenomenon of individuals and communities with two languages, the way two
languages are used and how they are learned.” Hence, it is not easy to find a complete
definition for the term and it is defined differently by different scholars with their own
theoretical basis. As Grosjean (1982: 231) points out, factors included in the definition
of bilingualism are “...using two languages on a regular basis, being fluent in two
languages, belonging to two cultures, passing as a monolingual in two languages, and

having both speaking and writing fluency in two languages.”

Most classic definitions of bilingualism reveal the importance of fluency. For
example, ‘the native-like control of two or more languages’ (Bloomfield, 1933, cited
in Baker, 2001) appears too extreme and maximalist (‘native like’). According to this
definition people who use two or more languages frequently but do not have native-
like command in one or the other are not bilinguals. On the contrary, Macnamara
(1969), cited in Abudarham (1987:2) used the term ‘bilingual’ to describe persons
who can speak, write, understand or read a second language, even to a minimal
degree. This means that a mother tongue speaker of Amharic and who can speak

English but not read and write can be called bilingual.

There are also many other scholar who emphasized the bilingual’s use of two
languages (Grosjean, 1982). Hence, bilingualism is defined as the alternate use of two

or more languages (Weinriech, 1968 & Mackey, 1968, as cited in Grosjean (1982).
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As can be learnt from the definition provided above, education is one of the major
areas in which bilingualism becomes a sensitive issue particularly in a multilingual
country, such as Ethiopia. This is simply because education is communicated through
language. This brings us to the issue of Bilingual education. The term has been
defined differently in different contexts. Bilingual education refers to an educational
program in which both a native language and a second language is taught as a subject
matter and used as media of instruction for academic subjects. The term Bilingual
Education originally meant the use of two languages as media of instruction (Hassana
et al. 2006). It also includes the learning of two languages as subjects: L1 plus an L2
as media of instruction, L1 for a short time followed by L2 as a medium for the greater
amount of time (mainly second language education system - especially in North
America) and mother tongue instruction (L1 medium) throughout school plus a
second language taught as a subject to a high level of proficiency (e.g. South Africa)
(ibid.).Therefore, the meaning of the term ranges from education for language
minority children in majority language to the use and promotion of two languages in
education. In relation to this Mackey (1972:414), as quoted in Grosjean (1982: 213)

says:

Schools in the United Kingdom where half the school subjects are
taught in English are called bilingual schools. Schools in Canada in
which all subjects are taught in English to French-Canadian children
are called bilingual schools. Schools in Soviet Union in which all the
subjects except Russian are taught in English are bilingual schools, as
are schools in which some of the subjects are taught in Georgian and
the rest in Russian. Schools in the United States where English is
taught as a second language are called bilingual schools, as are
parochial schools and even weekend ethnic schools... [thus] the
concept of “bilingual school” has been used without qualification to

cover such a wide range of uses of two languages in education.
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To make the term more precise, Baker (2001) has identified ten types of bilingual
education. According to their aims, he has classified them into three categories: ‘Null’
forms, ‘Weak’ forms and ‘Strong’ forms of bilingual education. A ‘Null” form of
bilingual education teaches bilingual children exclusively in majority language only
with the aim of monolingualism. Submersion education or as it is named by the school
system mainstreaming is a good example for this category. In this type of bilingual
education programme the learner from the minority language background is forced to
learn via the majority language from the out set. In ‘Weak’ forms of bilingual
education bilingual children are allowed to use their home language for some time and
then switch to majority language with the aim of assimilation. Under this category, we
have structured immersion, withdrawal classes, various forms of sheltered English,
transitional bilingual education, and mainstreaming with foreign language teaching.
‘Strong forms’ of bilingual education allow children to learn in both home and
majority languages aiming at bilingualism, biliteracy, and cultural pluralism. It
includes U.S. dual forms of bilingual language schools, Heritage Language programs,

Canadian Immersion, and the European schools movement (Baker 2006).

Among the varied type of bilingual education programmes transitional bilingual
education programme and bilingual education in majority languages are more relevant
than the rest for the present study. As a consequence, they are discussed in a little

more detail.

i. Transitional Bilingual Education (TBE): In TBE students first learn in their MT
and then switch to the second/foreign language. According to Baker (2001:178), it is
«... a brief, temporary swim in one pool until the child is perceived as capable of

using the four language strokes in the mainstream pool.” It is divided into two major

types: early exit and late exit (Ramirez & Merino, 1990, cited in Baker, 2001).

The objective of these models is a single target language at the end of the school,

and the target is the official/foreign language. The learners may begin with the MT
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and then gradually move to the official/foreign language as MOL If the transition to
the official/foreign language takes place within 1-3 years it is called early exit
transition model. This often referred to as weak bilingual model (Heugh 2006). If the
transition is delayed to grade 5-6 or more, it is called late exit transition model.
many “Francophone” countries in Africa are now just starting to run experimental
programs based on early exit models whereas Anglophone Africa experienced MT
education for the first 3-4 years of primary education followed by English as MOI
even during the colonial era. In some cases, as in Ethiopia and Tanzania, African
languages have been used for up to six years followed by English as a MOI
(Hassana et al. 2006).

ii. Bilingual Education in Majority Languages: Bilingual education in Majority
Languages consists of the joint use of two (or more) majority languages in a school
with the aim of bilingualism or multilingualism, biliteracy and cultural pluralism
(Baker 2001). In Africa and India there are schools where a ‘majority” regional
language and an international language coexist as teaching medium in a school
(ibid.). Bilingualism in that regional language and an international language (e.g.
French, English) is the aim and the outcome of formal education (ibid.). In Nigeria,
bilingual education is present, particularly at the secondary school level, in English
plus one of the national languages of Nigeria: Hausa, Ibo or Yoruba (Afolayan,
1995, cited in Baker 2001). In singapore, English plus Mandarin, Malay or Tamil
(the four official languages of the country) create bilingual education (Masch, 1994,
cited in Baker 2001). In Germany, German is paired with French, English, Spanish,
and Dutch to create a ‘German model’ of European multicultural and bilingual

Education (Masch 1994, cited in Baker 2001).

iii.Effectiveness of Bilingual Education Programmes: Worldwide research in
different bilingual education programs reveal various findings regarding its
effectiveness. McConnell (1980) and Matthews (1979), for example, found

contrasting results as to which one is more effective between Transitional Bilingual
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Education (TBE) and Submersion programs in US. For McConnell (1980) the
former is more effective than the later whereas Matthews (1979) found no difference
between them (Baker 2001). As a result, people’s views towards various bilingual
education programs vary to a great extent. This is clearly stated by Cummins (1992:

285), cited in (Baker: 2001: 210), when he says:

_..In short, whereas advocates of heritage language teaching stress the
value of bilingual and multilingual skills for the individual and society
as a whole, opponents see heritage languages as socially divisive,
excessively costly, and educationally retrograde in view of minority

children’s need to succeed academically in the school language.

Such a varied public opinion towards a certain bilingual education program has a great

impact on its success.

Factors that determine the effectiveness of bilingual education programs are the
sample of children, interacting factors, measures of Success and the researcher’s
expectations (Baker 2001). Whenever we have different samples of children in
bilingual education effectiveness research, we may find varied, often contradicting
results (ibid.). So it is not valid to generalize the findings from one group to another
(ibid.). Different factors such as parents’ interest and involvement, enthusiasm and
commitment of teachers, the level of material support may bring variation in findings
(ibid.). The point here is language policy and language practice in schooling are only
one element amongst many that make a school more or less successful (ibid.). In the
same way, the measure of success tend to be restricted to what is measurable
(quantitative results such as test score are used); qualitative evidences is rarely

gathered (ibid.).

According to Baker (2001), the effectiveness of bilingual education programs can be
seen at four different levels. These are at individual child level, classroom level,

school level and beyond school level into different types of programs or into
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geographical regions. Considering effective bilingual education at each and all of
these levels, and at inter-relationship between these four levels is possible (ibid.).
Besides, looking at the social, political and cultural context of the program is
important (ibid.). Moreover, examining different results like examination results, test
of basic skills and curriculum areas could be helpful in bilingual education
effectiveness research (ibid.). Since effective bilingual education is not a simple or
automatic consequence of using a child’s home language in school or a second

language, it is crucial to take into account more of the aforementioned factors (ibid.).

Despite such variation in the effectiveness of different bilingual education programs,

Clegg (2007) has identified the following benefits of bilingual education. It can:

i, Increase school achievement generally by enabling learners to learn partly in L1
(Alidou & Brock-Utne 2006, cited in Clegg, 2007).

ii. Increase learners’ ability to develop CALP (Cognitive Academic Language
proficiency) skills in both L1 and L2.

iii.  Increase L2-medium achievement; learning skills gained in L1 can transfer
better to L2-medium education in a bilingual education system than they can in
the current model of early-years L1-medium learning followed by L2-medium
education (partly because these learning skills have longer to develop in L1 and
partly because learners develop them concurrently in both L1 and L2).

iv.  Increase the status of African languages (Wolff 2006, cited in Clegg, 2007).

v.  Keep children’s language and culture (Dutcher 2001, cited in Clegg, 2007).

vi. Maintain a link with the community (Dutcher 2001, cited in Clegg, 2007).

2.1.2. Mother Tongue Education (MTE) Vs. Foreign Language
Education (FLEd)

In many countries particularly in Africa, the issue of language use in education has
long been argumentative. The argument lies as to which language, usually the child’s

MT or the ex-colonial language, should be used as MOI. Mother tongue (also used
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interchangeably with local / familiar language) is the first language/ home language of
the immediate community which is best known to the child. The definition for Mother
tongue education by UNESCO (1953/1968), as cited in Kamwangamalu (2000: 121) is
“Education which uses as its medium of instruction a persons mother tongue, that is,
‘the language which a person acquires in early years and which normally becomes his
natural instrument of thought and communication.”” In these situations it is unlikely
that each child would be able to receive MTE in the narrow sense of the term. It is
more likely and possible that education provision could be made available in a
language of the immediate or local community and with which the child is familiar. It
is believed that, students who study in their mother tongue are better able to learn to
read and write efficiently, understand mathematical concepts, and develop high levels
of academic competence, than those who are not able to study in the mother tongue. In
support of this, Brock-Utne and Alidou (2006) analyse the advantages of MTE as

summarized bellow:

i, MTE supports fundamental pedagogical principles since the student’s learning
development moves from the known to the unknown.

i, MTE facilitates better communication between teachers and their students which
followed by better teaching on the part of the teachers and better learning for
students. In this connection Bergman and et al. (2002: 66), cited in Brock-Utne
and Alidou (2006), who studied the effect of using local languages as MOI in
experimental schools in Niger found 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.”

iii. MTE promotes the incorporation of African culture into the school curriculum,

which in turn promotes a positive perception of the African culture and ensures
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the involvement of parents into school activities that makes schools part of the
community.

iv. MTE guides to a more effective teaching of the official/ foreign language as a
subject of instruction.

v. MTE leads to more effective teaching of sciences and math (Prophet and Dow
1994; Mwinsheikhe 2002, 2003, cited in Brock-Utne and Alidou 2006).

MTE in Africa, however, has always been a debatable issue since independence.
Some argue for it by mentioning the fact that effective literacy acquisition and second-
language proficiency depend on well-developed ~first-language acquisition
(Kamwangamalu 2000). On the contrary, others oppose MTE from the view points of
the existence of inconclusive research works and there exist a counter research work
that show a failure of MTE for every findings of effective MTE (Fasold 1984).
Moreover, lack of adequate finance along with multilingual setting of many African
countries prevents MTE. Gupta 1997: 500 as cited in Kamwangamalu, 2000, says
“promoting it [MTE] will result in extensive separation of ethnic groups in the
education system.” This means that MTE is divisive, which is another argument

against it.

In many countries of Africa, even in those who have little colonial experience such as
Ethiopia, ex-colonial languages such as English, French and Portuguese are
considered to be significant for international communication and often highly valued.
Although these languages have become fairly widely used in high level governance,
upper levels of the economy and higher education in the main administrative centers,
they remain very far removed from most people in smaller towns and rural areas.
Furthermore, in countries which did not experience a long British colonial history (e.g.
Ethiopia and Namibia) 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 FL does not
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function as a viable lingua franca in the everyday lives of people (in hospitals, clinics,
police stations, other local government offices, shops; on radio and TV). As a result, it
is argued that such a language can not function as a viable language of teaching and

learning at school levels (Heugh et al. 2007).
2.1.3.Medium of Instruction (MOI)

A medium is a means of communication. In instruction, medium has a broad meaning.
MOI in most cases refers to the language of learning and teaching in schools.
However, it could also reffers to technology medium such as blackboard, flip charts,
and electronic media like TV. Language of instruction(LOT) and medium of education

are synonymes with MOI (O-saki, 2005).

A distinction is made between MOI and medium of interaction. MOI can be
enforced centrally through a circular or policy document , but the media of
interaction are more dfficult to enforce , as they evolve natually. In a clssroom,
the official medium of instruction can be English, which means the textbooks
used, notes given, and examinations taken are all in English; but the actual
interaction in the classroom could be another language; for example, Amharic; or a
mixture of two or more languages; code-switching or code-mixing. The main reason
here is that MOI are negotiated to include languages in which most members are
sufficiently profcient and can use comfortably (O-saki, 2005).The following criteria

are most commonly used for choosing MOL

i. Acceptability: Haugen (1966b: 61-3, cited in Fasold 1984:256), suggested three
criteria for language planning in general and MOI in particular. These are efficiency
(ease of learning and use), adequacy (the ability of a form to convey information
with the desired degree of precision) and acceptability. Similarly, Rugubamya
(1990) pointed out that in order for a language to function as MOI, it should be
accepted by all concerned; parents, students, teachers and society. A language that

people have an aversion to will never be ‘easy to learn and use’, regardless of how
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straightforward its grammar and pronunciation seem to be in some absolute sense
(Fasold, 1984). Adequacy is clearly to be related to some particular purpose; a
language that is adequate for family dinner-table conversation may not be adequate
for a lecture in chemistry (ibid.). Even if the planners can envisage the necessity for
a higher degree of ‘modernization’ for future national development, it doesn’t mean
too much if the people don’t accept it (ibid.). It is not always true that the
implementation of a language-planning alternative will be successful, even if its
benefits justify its costs (ibid.). Language use is fundamentally such a personal affair

that real change is only possible with the consent of the language user (ibid.).

Hence, no chosen alternative will be successful unless it is accepted by the
population the planning is being done for. Maximizing the chances of acceptance
may depend on how well the plan conforms to the natural forces at work in the

society (Fasold 1984).

ii. Cost-benefit Analysis: According to Fasold (1984) the use of cost-benefit analysis
can aid in the evaluation of a proposed plan, although it cannot be applied in the
fullest sense to language planning due to: cost-benefit analysis can only have
supplementary function in language planning since many of the costs and benefits
cannot be evaluated in monetary terms and some can not even be quantified; and the
consequences of language planning are often to be realized so far into the future that

predications become very unreliable.

iii.National Factors: The language chosen to be used as the MOI should satisfy
criteria like unity, neutrality, political power and modernity. People would feel more
integrated when they can all speak the same language. However, it is also important
to stress that seeking unity should not result in abandoning all the other languages
that are spoken by minority groups. In the present Ethiopia, for example, different
linguistic regions are formed with their own language/ languages. However,

Amharic remains functioning as the language that can enable people to communicate
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iv.

with each other. In the education system, most of the languages of the regions are

used as MOI while Amharic and English are taught subjects in elementary levels.

For a language to be neutral, it has to be accepted by all concerned. For many sub-
Saharan countries English “...is a neutral medium for the gaining of knowledge, a
neutral medium for inter-racial communication...” (Pennycook 1994: 247). Most of
African languages are not considered as neutral for they are linked with either one or

other ethnic groups.

The more powerful groups in a society usually force their language upon the less
powerful groups. In our country Ethiopia, Amharic had long been MOI for
elementary schools of the country during the previous regimes since most of its

leaders were Amharic speakers.

Modernization for Ferguson (1968: 32), cited in Fasold (1984: 248), is “the process
of ... becoming the equal of others developed languages as medium of
communication.” It includes vocabulary development, new styles and forms of
discourse. The three ways that can be identified as the way to modernize are the
development of the economy, meeting labor market demands and replacing

expatriates.

Individual Factors: Individuals® positive attitude towards the language and the
culture it represents can be influential. Teachers can play a great role in raising
Jearners’ appreciation of a specific language. Factors such as higher education,
accessibility of technology and second language communication should be
considered when planning a MOL The individual needs and expectations of a future
career can influence the system of education a person will choose. In some countries
higher education uses a different language than the school system or in another
country. English is a MOl in Ethiopian high schools, and universities and colleges.
Individuals, therefore, need to be equipped with English language to cope with their

study.
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Grape and Kaplan, as cited in Tollefson (1991), state that according to the
Federation International de Documentation approximately 85% out of 7000
scientific articles published every day is in English. In Ethiopia, for instance, most of
the scientific journals and instruction catalogues accompanying modern machinery
are either in English only or in English and the language of the country that produces

the materials.

Choosing a MOI should take into account the aforementioned factors. In order to
implement the chosen MOI preparing the necessary materials and qualified teachers,
and making sure that both teachers and students can cope with the chosen language

are very vital.
2.2. A Survey of BLEd & MOl in Africa

The history of African language policy began with the coming of Islam in parts of
North West and East Africa with basic literacy and higher education in Arabic
(Abdulaziz, 2003). It was, however, during European colonization that crystal-clear
language policies emerged for the first time (ibid.). It has tremendous impact on the
present day African educational, literacy, linguistic, economic and cultural
development. Portuguese, French, Spanish and British colonial powers had
implemented different and opposite language policies which resulted in having their
own different brand of language policies (ibid.). African language policies are affected
by the attitudes of the colonial administration and the African government after
independence, the multilingual nature of each country, the level of development of its
Jlanguages as means of modern communication and the desire to acquire a modern

technological culture (ibid.).

Reports on education in Africa including the 1953 Unesco Report on the Use of the
Vernacular Languages in Education and, United Missionary Conference in Kenya in
1909, have supported the use of the first language (L1)/ home language/mother tongue
as both a MOI and as a subject of learning in schools (Heugh, 2006). There has been
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agreement on the use of initial mother tongue education followed by the addition of an
international language of wider communication (ILWC) (ibid.). Moreover, there is
agreement about the need for additional development and use of African languages in
education systems, and the improved provision and teaching of an ILWC (ibid.).
However, there is, among other things, not yet agreement on the point at which the
medium should change from MT to ILWC; whether it is possible to use both MT and
ILWC as complementary mediums of instruction (MOIs) through the school system
(ibid.).

At present, there are two rival points of view regarding language in education policies
in the continent (Alidou et al., 2006: 10). These are: “The view that reflects the current
practice in most African countries advocates for the continued use of the
official/foreign language as the primary and ultimate MOI during the whole
educational system.” And the other point of view “...advocates for the use of mother
tongue (MT) or a familiar national language (NL) and the official / foreign language
as a MOI throughout the education system.” The former view is criticized for it can
not work for the present day Africa though it may have worked fine under the colonial
era in producing skilled manpower necessitated for Africa as intended by the
colonizers (ibid.). The later, however, have got many supports from many researchers

in the field for it allows children to learn via their mother tongue or familiar language.

In many parts of Africa, students learn their lower primary education, i.e. from first to
fourth grade levels, in their mother tongue or familiar language and French, English or
Portuguese in line with the country’s colonial experience, is given as a subject in these
periods. Later on these European languages replace the students mother tongue as

MOI as of grade five.

As a consequence of abrupt switch from the MT to a European language as MOI, the
inadequate linguistic preparation of the pupils in the European language prior to its use

as MOI, and the pupils’ lack of exposure to the European language outside the
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classroom results in high failure rates and dropout (Lanham 1978; Musker 1993;
Alexander 1997; Hartshorne 1995 as cited in Kamwangamalu, 2000).

There have been different researches carried out in many African countries on
different literacy, mother tongue and bilingual education programmes and models. the
study on bilingual education in South Africa indicated that mother tongue education in
primary schools (7 years of MTE) and dual-medium Afrikaans-English education in
secondary schools (grades 8-12), resulted in better performance compared to either
monolingual Afrikaans or monolingual English schools. Students, including children
with learning disabilities, in the Afrikaans-English bilingual schools performed better
in L1 and L2 and in other subjects though these dual medium schools were mostly
located in rural and less well-resourced areas (Malherbe, 1943 as cited in Heugh,

2006).

Early-exit and transition to a second language (early-exit bilingual) model has not
been able to reveal lasting educational achievement for the maj ority of students in the
world (Heugh et al., 2007). In support of this arguement, Macdonald (1990 as cited in
Alidou et al., 2006) has found that early switching from L1 to L2 medium, Setswana
to English medium at the beginning of grade 5 in this case, were resulted in an
increase in dropouts and repeaters in the system by the end of grade 5. This means that
Four years of MTE is not enough and four years of learning a second language for use

as a medium is not enough.

As Heugh (2002, 2003), cited in Heugh (2006), found out that 8 years of MTE in
South African schools (1955-75) resulted in increasing pass rates for African language
speaking learners at the final exit point (grade 12). Similarly, Hartshorne 1992 shows
that English language achievement scores fell after 8 years of MTE was reduced to 4

years in South Africa:

Thomas & Collier (1997, 2002) and Collier & Thomas (2004), as cited in Heugh

(2006), reveal the advantages of two-way immersion (dual medium — additive) models
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in North America. Acording to them Dual language programmes are the only ones in

which the gap in performance between L1 and L2 learners of English closes.

Researches so far did not determined the exact point between 6 and 8 years of MTE.
In under well resourced conditions, the Six Year Primary Project was enough (Heugh,
2006). As in the case of many african situation, which are not charecterized by well-
resourced conditions, the minimum use of MTE is probably somewhere between 6-8

years (ibid.).

Generally, as Wolf (2006) stated, there are three options for language-in-education
policies for Africa. These are total endoglossic (mother tongue/national language MOI
throughout the whole system, i.e. primary, secondary and tertiary cycles), total
exoglossic ( direct for L2 or foreign language which are believed to have devastating
effects in terms of efficiency of learning) and combined endo- and exoglossic
strategies ( either a full primary cycle with an African language plus, for instance,
French as the official language, or early exit models from mother tongue MOI into
official language MOI and have proven to also be unsuccessful models). Only Somalia
(Somali) has applied the total endoglossic strategy in Africa, though Tanzania
(Kiswahili), Malawi (Chichewa), and imperial Ethiopia (Amharic) have applied it
partially. In the rest of Africa, however, the total exoglossic and the combined endo-
and exoglossic strategies are used and in most cases they appeared to be inadequate

and inefficient (Heugh, 2006).

As Bamgbose (2004) points out, other than Ethiopia only Somalia (Somali), Tanzania
(Kiswahili), Eritrea (Tigrinya and others), and Madagascar (Malagasy) are employing
their respective African language for full primary education in Africa. Besides, there is
no country that has successfully implemented MTE beyond grade eight with the
exception of Somalia in the continent. This is a country that never has had any stable
government for many years and which casts doubt as to any formal education takes

place at present. Although Tanzanians tremendous success in using Kiswahili for
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primary education up to grade 7 and its hope for secondary education, there has been
an equal amount of opposition towards its realization. Eritrea’s effort to employ MTE
up to grade 5 for 8 languages is appreciable. Madagascar’s unsuccessful experience in
trying to use the MT for the whole curriculum of primary and secondary education
gives a lesson to think and re-think before rushing into planning and implanting a
policy. Hence it is possible to argue that MTE in UP education (from grade 6 on
wards) in Africa is characterized by policy shift in which increasing, decreasing, or
fluctuation of using African languages as MOI are included (Bamgbose, 2004). As a
result it may be easy to conclude that either the use of MT in UP education has

advantages or not.

The major forms of BLEd in Ethiopia can be expressed by borrowing terms from
BLEd in international context though there are fundamental differences in target
populations, classroom language use and program aims between bilingual instruction
which had existed and have been existing in Ethiopia and models of BLEd in
international context particularly in the US. In Ethiopia, since the beginning of formal
education in 1908, the education system has moved from a sort of exoglosic language
policy (French later English) to endo-exoglosic educational language policy (Amharic
& English) in primary oducation in the last two regimes, and currently to endo-
exoglosic language policy (MTE & English). It is possible to say roughly that the
movement is from structured immersion (English only) to late-exit transitional
bilingual education for Amharic L1 speakers which are followed by very late-exit

transitional bilingual education for both Amharic L1 and non-Amharic L1 speakers.

Following the withdrawal of Italy in 1941, English became the MOI at all levels of
education until 1958/59 (McNab, 1989). This could correspond to structured
immersion type of bilingual education since students start learning through foreign
language with the aim of assimilation to western knowledge. In the international
context structured immersion program is the teaching of minority students only in

majority language from the outset which involves replacing L1 with majority language
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rather than developing it (Baker, 1994).

Ambharic was officially stated as the MOI of primary education (Grades 1-6) following
the1955 Ethiopian constitution that stipulates Ambharic is the official language of the
country (McNab, 1989). This decision was supported by a research which was
conducted in the 1960s by the Department of Research and Curriculum Development
to analyze the effectiveness of English as a MOI at the primary level. The study
concluded that the need to change the MOI at the primary level from English into

Ambharic due to:

[C]hildren were being handicapped by having to learn in a foreign
language which more than 60 percent of them would not need to use
after leaving school. Another reason given was that much of the content
of the courses was incorrectly or inadequately conveyed, partly because
of the language barrier (Habtemariam 1970:14 as cited at Heugh et al.
2007: 47).

Thus, the 1955/58 language policy raised the status of Ambharic, a native language, and
it gave linguistic and cultural liberty in part from the control of English language and
culture in the education system. The inference of this policy was to offer a partial
linguistic and cultural significance by narrowing the linguistic, cultural and content
gap between the children’s home and the school, at least for Amharic speakers. This
resulted in having late-exit transitional bilingual education in the Ambharic speech
community of the country since they begin their primary education in their mother

tongue.

The military government, which assumed power in 1974, had made Ambharic to be
the MOI and administration, and the only taught subject at all levels of education. The
fact that Amharic was MIO for primary education and given as a subject at all levels

on the one hand; and English was given as a subject starting from grade three and as
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MOI for secondary and tertiary education on the other hand, create analogy with late-

exit transitional bilingual education for Amharic mother tongue speakers.

Following the coming of EPRDF into power, the Ministry of Education of Ethiopia
declared a new Education and Training Policy in 1994, which allows the use of mother
tongues in primary education (Grades 1-8). Rough analogy could be made between the
present language policy and very late exit transitional bilingual education program for
all Ethiopian who are using their MT as MOI in primary schools. Thus, for primary
education mother tongue is used as MIO while English is given as a subject and as

MOI from secondary and beyond levels.

It is clear from the above discussion, therefore, that Ethiopia has long been
implementing different transitional bilingual education programs. The transitional
bilingual education program being implemented in the current government is different
from its predecessors in the exit level of MT as MOI and the inclusion of MT as MOL
Since primary education, which was finished at grade 6, has further elevated to include
grade 7 & 8, the level at which MT withdrawal as MOI is also moved up. In other
words, the exit level of indigenous language as MOI switched from the former grade 6
to grade 8. Furthermore, during the last two regimes only a single Ethiopian language,
Ambharic, had been used as a MOI for both Amharic L1 and Amharic L2 speakers in
primary schools of Ethiopia. This was despite the fact that studies conducted by the
MOE-ERGESE [Evaluative Research of the General Education System of Ethiopia]
showed that the use of Amharic as a MOI in primary schools for non-Amharic
speakers were seriously affecting the quality of education. In relation to this, Tekeste

said the following.

_The first that affects early school life of children is the use of
Amharic in predominantly non-Amharic speaking ones...ERGESE
noted that Amharic has affected the teaching and learning process at the

primary level. [However]...ERGESE recommended that an additional
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period be assigned for Amharic...(Tekeste 1990:52, cited in Heugh et
al. 2007: 48).

The above quotation illustrates that Amharic functioning as MOI in the primary
schools for non-Amharic speakers was believed to cause communication barriers,
which hindered smooth transmission of knowledge in the classroom. As a
consequence, it is believed that Amharic MT speakers had extra advantage over non-

Amharic MT speakers in the past.

Moreover, transitional bilingual programs in Ethiopia differ fundamentally from TBE
in international contexts that transition minority language students to mainstream
education in the majority language with the of aim strong assimilation. Transitional
bilingual programs in Ethiopia, particularly in Amhara Region, aim to achieve the
transition of the majority language students, i.e. Amharic L1 speaker of students in the
region, away from mainstream education in the MT, in this case Ambharic, to a greater
use of English as a MOL There is also a difference in sociolinguistics context. This
means that there is little societal use of English in Ethiopia for it is more of a FL rather
than a 2" languages for many Ethiopians. In the US, however, there is imperative use
of the 1.2/English as an official language. The way the two languages are used in the
classroom is another difference between TBE in Ethiopia and elsewhere. Here in
Ethiopia, we have mixed use of languages, particularly between English and the MT in
many of the so called English medium classes both at primary and secondary school
levels, whereas in the US there is differential use of the two languages as MOL
Teachers’ proficiency also creates a huge gap between the programmes in the two
practices. Many teachers including English languages in Ethiopia have limited
proficiency in the English while many teachers in the US including non-language

teachers are functionally proficient in L2 (Heugh and others 2007).
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291 The New MOI Policy for UP Education of Amhara Region

According to the education bureau officials, the Amhara Regional State Cabinet has
made fundamental amendments in a range of issues, on the basis of the demands of the
public in 2005. The public has raised a number of questions and amendments, among
other things, the policy and practice of the educational and training policy of the
region. Some of the issues raised by the public include: allowing students who fail in
grade 8 and 10 regional and national examinations to learn again; changing of the
MOI from Ambharic to English in grade 7 & 8; standardization of university entrance
examination results across the nation; elimination of self-contained system in the
lower primary education; reintroduction of 6-2-4 educational structure system;
excluding the constitution of the government from the contents of civic and ethical

education; abolishing cost sharing; avoiding full day education; and others.

Measures were taken on the ones that got acceptance. For instance, students who fail
in grade 8 are allowed to learn again and those who complete grade 10 and unable to
pass into preparatory level can re-take the examination privately or can learn in private
schools. Moreover, issues concerning educational administration, societal participation
in school system, and teachers’ incentives were also accepted. However, issues like
the demand of re-introduction of 6-2-4 educational structure in the school system were
not accepted since they are not in line with the fundamental principles of the federal

government.

As far as the change of MOI in grade 7 & 8 is concerned, the Cabinet has decided to
use English and Amharic in Grades 7 and 8 though they believed that using Amharic
is more appropriate. The reason for this decision was that the use of Amharic at these
levels did not receive acceptance by the large majority of parents, teachers and

students.
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73 Review of Related Research Works
2.3.1 English Competence and MOI

The relationship between English competence and the use of English as MOI is
argumentative. There are scholars who strongly believe that using English as MOI will
help in improving its proficiency. Others argue against this stand by asserting that

there is no positive correlation between using it as MOI and its competency.

There are two major evidences provided by those who argue that English proficiency
will be improved if it is used as a MOI than as a taught subject only. These reasons are
maximum exposure principle and the younger, the better assumption. Both evidence,
however, are rejected by the proponents of the view that using English as MOI will

not improve students’ English language proficiency.

The first principle, “time-on-task principle” or “maximum exposure principle”, has
underlying pedagogical assumption (Du, 2002; H. D. Jiang, 2002, 2003a; S. G. Yang
& Dai, 2005; Z. F. Zhang, 2003; Zheng ¢t al., 2006, Cited in Hu, 2008). The principle
states that the more time a student spends learning an L2 and the more exposure to the
language he or she has, the better the language learning outcomes would be. The use
of English as a MOI provides students with maximum exposure to the language and,
consequently, is the most effective way to improve their English learning. Although
this assumption has a perceptive appeal, it is not accepted by some scholar like
Cummins (2000) and Dicker (2003), cited in Hu (2008) by saying it is not supported
by empirical research. It is not the quantity of time allocated to the use of English but
the quality of exposure (e.g., rich, comprehensible, and correct language input) and
engagement with the language (e.g., substantive use of the L2 in engaging with
challenging academic tasks) that matters (Cummins, 2000; Krashen, 1996, cited in Hu,
2008). Supporters of this principle, however, claim that the assumption has
psycholinguistic research back up, L2 acquisition research and study on bilingual

education. They further argue that students will have better exposure to the language if
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it is used as the MOI than as a taught subject only though teachers have low functional
English competency and students may receive low quality exposure to and little
functional engagement with English in situation where English is only a foreign

Janguage as in Ethiopia.

A research participating 59 schools and more than 5000 students in Hong Kong finds
out that the relationship between the actual amount of English used by teachers during
lessons and students’ progress in the language is statistically significant (Chan, 1996:
23-24, cited in Poon, 1999). This means that students will have less exposure to
English in class and their English standards will be affected if they are using English
as a taught subject only. If, on the other hand, English is taught as a subject and used
as MOI, students will have a chance to use English in a variety of contexts during
other classes in addition to learning it in the English language classes (Poon, 1999). As
a result, English language learning and content-matter subject learning will be
combined. On one hand, students really felt the need to improve their English in order
to learn content-matter subjects well (ibid.). On the other hand, English language
learning will be made more genuine and interesting because content-matter subject
lessons provided context for using the language. This means that using English as
MOT will also increase students motivation to learn and improve their English since it
will affect the results of other subjects (ibid.). Furthermore, it is not enough to teach
language as a subject only so as to achieve adequate levels of metalinguistic awareness

(Baetens Beardsmore, 1998, cited in Poon, 1999).

Studies show that the changing of the MOI from English to Malay had affected the
standards of English proficiency in Malaysia (Ozog, 1993: 68, as cited in Poon, 1999:
140). Similarly, Philippines faced the decline in English standards but to a lesser
extent following the change of MOI for some subjects from English to the national
language of the Philippines after its independence in 1946. As Gonzalez, (1993: 17),
quoted in Poon (1999:141) points out:
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The lesson emerging from these post-colonial situations is that for a
society to continue competence in L2 it must continue using it as a
medium of instruction and not merely as a subject for study. Once the
L2 is relegated to a subject for study rather than a medium of
instruction, conversational competence ceases and only the difficult
path of reading through translation and using a dictionary becomes the

alternative.

The second major point of argument provided by those who support using English as a
MOI will develop English proficiency, as shown above, is “the younger, the better
assumption” (e.g., Chi & Zhao, 2004; H. D. Jiang, 2003a; W. J. Zhang, 2002; Zheng
et al., 2006, cited in Hu 2008). The crucial claim of this argument is that with respect
to 1.2 learning, younger learners are superior to older learners. The outcome of this
argument is serious L2 learning should start as early as possible (Z. J. Feng, 2002; H.
D. Jiang, 2002; P. Zhu, 2003a, cited in Hu 2008). They maintain that the younger, the
better principle is supported by research. They, for example, assert that “scientific
research and experiments have shown that the critical age for human language
learning is before 12 years of age”; that “a language acquired before this age can have
lifelong benefits for the speaker, whereas a language learned after that age can be
forgotten quickly”; and that “learning two languages simultaneously after the critical
age can lead to confusion.” In support of this Qiang and Zhao (2000: 21), as quoted in
Hu (2008: 17), asserted that:

neurophysiologic research shows that . . . language skills are acquired
with greater ease before the age of puberty, after which cognitive
functions and methods of cognition become specialized in a great
majority of humans, resulting in less sensitivity to language and less

efficiency in language learning.
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Moreover, Qiang and Zhao state that psycholinguists and social psychologists also
consent that younger learners have a definite advantage over older learners in L2

learning.

This principle is again rejected by those who believe using English as MOI will not
help in improving student’ English proficiency by saying it obscure the true picture of
the research findings. They assert that recent research works revealed that older L2
learners have advantages over younger learners in such areas of L2 acquisition as
literacy, vocabulary, and pragmatics (Hu, 2008). The only area in which younger
learners seem to have an advantage is pronunciation: Younger learners are able to
acquire native-like pronunciation (Dicker, 2003; Scovel, 2000, cited in Hu, 2008). One
could argue that even this advantage is basically irrelevant to the Ethiopian context,
where a great majority of students are not exposed to native-like input in the first
place. They also argue that the belief that children who start to learn an L2 at a young
age are more likely to attain a high level of L2 proficiency than those who begin at an
older age has more to do with differences in the situation and psychology of learning
than biological age alone (Hu, 2008). Besides, Marinova-Todd et al. (2000: 8), cited in
Hu (2008: 17), believe that “age differences reflect differences in the situation of

learning rather than in the capacity to learn”

Both of the aforementioned arguments have also been used in support of the use of
English as MOI as early as possible so as to improve students English language
proficiency and competency in Ethiopia. It is believed widely that the major way
students can learn English is by using it as a MOI since students do not have access to
it outside the classroom. Moreover, the assumption that the earlier English become as
MOI the more successful students will be in education is largely accepted by the
public. Its success has been argumentative, though. As a result, following the
commencement of the new Education and Training Policy in 1994, English has been
taught as a subject as of Grade 1 in all parts of the country. In addition to this, regional

governments have given the right to decide their own MOI for elementary education.
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Consequently, although the policy states that primary education will be given in
nationality languages only Oromiya, Somali, and Tigray regions are using their
respective nationality language as MOI for full primary education including Grades 7
and 8. In other regions English is used as MOI predominantly at some point in the
second cycle of primary education. For example, the use of English as MOI goes back
to grade five in Gambella and SNNPR. Addis ababa and Dire Dawa cities are using
English as MOI as of grade 7 & 8. In Amhara Region, based on dual language use,

English is partly used as MOI to teach science and mathematics in grade 7 and 8.

In Ethiopia, some scholars argue against the use of English as a MOI for primary
education and even for secondary education. They believe that in many cases students
who are learning via their MT have better proficiency of English than those who are
using English as a MOL There are a couple of studies on the relation between English

language proficiency achievement results and MOL.

For example, a study on ‘Socio-Cultural and Pedagogical Implication of
Multilingualism in Ethiopia’ by Mekonnen Alemu (2005) concluded that the use of
English as MOI does not have significant impact on students’ English achievement
result weighed against the use of MT as MOI of the UP education. He first calculated
the average English achievement score of the regions and he found it to be 39%. He
then made his interpretation by comparing the result of each region against this
average. Tigray and Oromiya regions, which are using their MT as MOI in the entire
clementary education (1-8), have scored equal to the average 39%. On the other side,
out of the seven regions which are using English as a MOI, three regions Harari, Addis
Ababa, Benshangul scored above the average, (45%,46%,and 40% respectively ),
while one region —DireDawa scored equal to the average-(39%), and three other
regions-SNNP ,Afar and Gambella scored below the average (37%,34% and 36% ).
From this data one can conclude absolutely that the use of English as MOI has neither
positive nor negative effect on the result of English achievement. This is because the

data does not lead to any comprehensive conclusion. It is not possible to conclude that

38



students who are learning via their MT and taught English as a single subject have
better English achievement score in a situation where none have score greater than the
average. It is not easy to argue the other way round, though. This is due to the fact that
students in Addis Ababa and Harari region, capital city of Ethiopia and one of the big
cities that have access to tourists respectively, could have an extra advantage of

exposure to the foreign language-English.

A research on the ‘Use of Mother Tongue and Non-Mother Tongue in Academic
Achievement of Grade8 Primary Students in Ethiopia® by Tesheme Nekatibeb (2008)
revealed that students who learned English as a subject only scored more than those

who used English both as a taught subject and as a MOL
2.3.2 Math and Science Subjects Achievement and MOI

It is believed that the use of MT as a MOI helps students to learn more effectively
other subjects such as mathematics (Kaphesi 2003, cited in Brock-Utne & Alidou,
2006). However, studies regarding the effects of MOI on students’ math and science
subjects’ achievement are inconclusive and sometimes conflicting. In a study by
Prophet and Dow (1994) from Botswana, for example, a set of science concepts was
taught to an experimental group in Setswana and to a control group in English. The
researchers found that students who are taught in Setswana had developed a
significantly better understanding of the concepts than those students who are taught
in English (Brock-Utne & Alidou, 2006). A similar study with the same results has
been carried out in Tanzania. Secondary school students taught science concepts in
Kiswahili did far better than those who had been taught in English (Mwinsheikhe
2002, 2003, cited in Brock-Utne & Alidou, 2006).

In many of the standardized science achievement tests given to Grades 5 to 8 in
Canada, the average scores of the immersion students and their English-taught counter
parts are equivalent (Cummins & Swain, 1986; Genesee, 1987, cited in Yip et.al,,

2003). These results indicate that the science achievement of students is neither
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positively nor negatively affected by receiving instruction in the second language (Yip

et.al. 2003).

A rescarch on ‘Evaluation of the Effects of Medium of Instruction on the Science
Learning of Hong Kong Secondary Students: Performance on the Science
Achievement Test’” by Yip, Tsang, and Cheung (2003) compares the science
achievement of Chinese students learning science through a second language, English,
with that of students receiving instruction in their mother tongue, Chinese. Based on
the scores on a science achievement test made up of multiple-choice and free-response
questions, the English medium students, despite their higher initial ability, were found
to perform much more poorly than their Chinese-medium peers. They were
particularly weak in problems that assess understanding of abstract concepts, the
ability to discriminate between scientific terms, and the ability to apply scientific
knowledge in novel or realistic situations. This result implies that the English-medium
students were handicapped in science learning by their low levels of English
proficiency, and learning English as a subject through the primary years is not

sufficient to prepare them for a full English immersion program in secondary school.

In Ethiopia there is less research work that shows the relation between MOI and
academic achievement scores. ‘A Study on Medium of Instruction in Primary Schools
in Ethiopia’ by Heugh et al. (2007) demonstrates that student performance in
mathematics and the sciences is far better for those using mother tongues as MOI than
for those using English as MOL They argue that the use of mother tongues as MOI for
Mathematics and Sciences in UP education has a positive impact on student
achievement scores. According to their study, Grade 8 students who pass through
MTE have scored greater than their peers who used English medium in Math, Biology,
Chemistry and Physics in assessments conducted in 2000 and 2004.
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2.3.3 Studies on Attitudes towards BLEd and MOI

A qualitative study on the 'Attitudes of Student Teachers towards the use of English as
Language of Instruction for Science and Mathematics in the Philippines’ by Camilla J.
Vizconde in 2006 aims to describe the attitudes of science and mathematics student
teachers towards English, which is one medium of instruction together with Filipino,
in the Philippines where a bilingual policy is being implemented. Through interviews
conducted with sixteen student teachers from two leading teacher training institutions
in the Philippines, the findings yield that student teachers have difficulty in adhering
to the bilingual policy of education. Through the analysis of the interview
transcriptions, the findings show that the majority of the student teachers prefer the
alternate use of both Filipino and English inside their classrooms, which defy the
actual designation of media of instruction which stetes that as science and
mathematics teachers, English should be the only medium in their classrooms. Most
argue that concepts and topics taught are not comprehensible to students when taught
in English. Student teachers, though agreeing that English is necessary in teaching
their subjects, suggest that Filipino be used as a support language in the science and
mathematics classes. These results have great implications in the present
implementation of the bilingual policy as science and mathematics teachers have
determined through their shared experiences that the use of English only in their

classrooms has not been effective and productive in the long term.

Similar studies in the Philippines made by Amamio (2000), cited in Vizconde (2206),
on attitudes of students, teachers and parents toward English and Filipino as media of
instruction provided an interesting comparison. Students and teachers prefer the use of
English as the medium of instruction with the teachers finding English as a more
comfortable language for explaining ideas and concepts. Teachers further noted that
English is an intellectualized language and a valuable tool to source information

technology. However, the parents preferred Filipino because “it is a language in which
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they can think and express themselves” and it is a language that they understand and

through which they themselves are better understood.

A research report on ‘Parents’ Attitudes Towards Bilingual Education Policy in
Taiwan’ by James Oladejo (2006) investigates the opinions of parents on some critical
issues relating to recent educational reforms and their effects on foreign language
education in Taiwan, particularly those aspects of the reforms that relate to the
learning of English as a foreign language in the country. The report noted that
educational reforms in the country are dictated down from the authorities with little
input from the public at large. This process has often resulted in complaints and
confusion among the population, and consequently further reforms have often been
rushed through in order to plug the emerging lacunae. The study found that much of
the changes embarked upon by the government are out of tune with parental
perceptions and expectations. It strongly recommends the need to develop a process of
societal participation and parental consultation in educational planning and language
policy issues, prior to the implementation of such reforms through the education
process. This way, frequent changes and the attendant confusion that have
characterized the education system in Taiwan can be minimized. Other suggestions are

offered towards enhancing the teaching of English as a foreign language in Taiwan.

There has been negative attitudes towards Educational language Planning and
implementing policies in Aftica in general, and specifically towards the feasibility of
multilingualism in education, the value of the indigenous African languages for
quality education, and the value of the official/foreign language as medium of
Jearning (Wolf, 2006). For example, choosing on the MOI in schools has been affected
by common negative attitudes resulted in prejudice, stereotype and clich¢ that lead to

the same option (ibid.).

The post-colonial African leaders are largely identified by their preference for using

the official ex-colonial languages since they have succeeded in a foreign language-
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based education system in which the colonial language was the dominant MOI (ibid.).
As a consequence, the idea of using local African languages in education tends to meet
strong opposition from the political leaders (ibid.). This tradition often named by
Alexander (1999: 3), cited in Wolf (2006: 42) as ‘the status quo maintenance

syndrome’:

..the new elite, black and white, is prepared to do no more than pay lip
service to the promotion of multilingualism or the development of the
African and other marginalized languages... The reason for this
tendency is that the new elites, in practice, are quite comfortable with
simply taking over the colonial state, ‘reforming’ it to the extent that
they put ‘black faces in white places’, but allowing everything in
essence to remain the same (Alexander 1999: 3, cited in Wolf 2006:

42).

As a result of long years of marginalisation during the colonial times unshakable
negative attitudes have formed in the minds of many Africans towards their own
indigenous languages. In this regard Bambose (200a: 88), quoted in Wolf (20006: 42),
noted that:

With years of indoctrination, many people have come to accept that
‘real’ education can only be obtained in a world language such as
English. Even the idea that a child will benefit if his or her initial
education is given in the first language is disputed by many so-called
educated parents. Here, there is undoubtedly ignorance and prejudice at
work and a major aspect of the implementation of a policy of using
indigenous media of instruction should be an enlightenment campaign
designed to explain in terms that the layperson can understand, the

arguments in favour of the policy.

According to Wolf (2006), the negative attitude towards multilingualism that involve
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local African languages directly or indirectly comes from the idea of the superiority of
colonial languages and cultures over the languages and cultures of the colonised
Africans. The African languages are mostly identified by discriminatory terms such as
“dialects” or “vernaculars”. Although these biased expressions are meaningless and
rubbish in linguistics, African languages have long been broadly thought as
“primitive” language with incomplete communicative role (ibid.). Moreover, the role
of African languages confined to culturally restrict local matters which are spoken by
only illiterate hunter-gatherers and farmers or cattle-herders (ibid.). This means that,
they are not able to be used for any advanced and written communication concerning
political, economic, cultural and social matters of our times, in particular not for
anything to do with modern technology, science, and political philosophy (ibid.). This
commonly held attitude that had originated from non-Africans has severely spoilt the

picture of many Aftican local languages even by the speakers themselves (ibid.).

Wolf (2006) recommended that the negative attitudes held by stakeholders (the
African “elites”, the “masses” and expatriate advisors) must be switched towards
accepting multilingualism in Africa as an asset and resource, away from
overestimating the role of the official/foreign language as a tool for learning and
teaching, and towards a positive recognition of the value and significance of the

African languages for progress and development in Africa.

As the above mentioned argument made it clear, there is a widespread negative
attitude towards African languages particularly their use in education across the
continent. This resulted in restricting the use of Aftrican languages as MOI in the lower

primary education.

A study on ‘Attitudes of Student Teachers towards Teaching in Mother Tongue in
Nigerian Primary Schools: Implication for Planning’ by Michael U.C. Ejieh (2004)
strengthens the stated fact above. Ejieh (2004) concluded that student teachers had

negative attitudes generally towards teaching in MT, irrespective of whether or not
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their courses of study include of the local language. As he found out this is due to their
misconception of the role and importance of MT in teaching and learning, their
education in the medium of English, the problem of producing relevant textbooks, and
their concern for the future performance of primary school students. Finally, he
recommended that serious attempts should be made by policy makers, educational
administrators and planners to empower student teachers to develop positive attitudes
towards its use. He further recommended that language policy planners should accord
equal status to English language and indigenous languages and teacher educators
should be given bilingual training disregarding the presumed low lexical capacity of

local languages.

In Ethiopia Mitiku Mekuria (2005) has worked an MA thesis on ‘Students, Teachers,
Parents and Educational Bureau Officiers attitude towards Dawurogna as Medium of
Instruction in Dawuro Zone.” He found that students, teachers and parents held
negative attitude whereas educational bureau officers revealed positive attitude

towards the use of Dawurogna as Medium of Instruction for primary education.

Another nation wide study on medium of instruction in primary school by Heugh et
al. (2007) has shown the same negative attitude held by attendants towards the use of
MT as a MOI particularly in UP education across the board. More specifically, they
found that department heads of many schools of Addis Ababa wanted English to be
used as MOI from Grade 5 on wards. Moreover, Education Bureau Officials of the
city believe that their decision to use English as MOI for grade 7 & 8 is correct for it is
an international language. Similarly, the study reveals that Students in Afar region

suggested that English should be introduced as MOI as of Grade 5.

According to the study by Heugh et.al (2007), many teachers, local language
specialist, public officials in Gambella support the beginning of English as MOI in
Grade 5 since it prepares students for English MOI at secondary level. Moreover,

teachers of Gamballa assert that students have no problem of learning all subjects in
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English in grade 9 for they have experienced the medium already. Besides, teachers in
Harari region responded to the researchers of the study that students are ready to use
English by Grade 7-8. Officials with the Education Bureau also believed that
switching to English at Grade 7 is acceptable since students who used MT to Grade 8

do not have enough English to take the Grade 10 examination.

As the study documented, Education Bureau Officials of SNNPR maintained that
students, teachers and parents support English as a medium from Grade 5. As it is
stated in the research work, a group of teachers at a Sidama school reaffirmed that
parents are happy that their children are learning in their native tongue, but they are

also happy that the medium for the second cycle has become only English.

In Somalia region, as one study report indicates (ibid.), the different policies for
Ambharic and Somali speakers have caused Somali students to become anxious about
learning through English earlier to keep up with their peers. At one school, some
students in the Somali medium stream have asked to change to the Ambharic stream so
that they can learn science and mathematics through English alongside their
colleagues. According to the principal, this is because English is important for
secondary schooling. He also said that there is a problem at Grade 9 in terms of learner
readiness for the English medium, and that this is exacerbated by the use of and
reliance on plasma programmes. The earlier switch to English is believed by many to
be important to help learners understand both school and plasma lessons in English in
Grade 9, but no one gave an indication that starting in Grade 7 actually has been found

to help.

As the study affirms (ibid.), in Tigray region many educators contend that waiting
until Grade 9 for English to be used as MOl is becoming a challenge. Some suggested
that the mother tongue be extended upward into higher levels of study, while most
suggested that English become the MOI from Grade 7 so that students would be

introduced to it earlier.
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Generally, the study by Heugh et.al (2007) indicates that attitudes towards the use of
MT as MOI in UP education is close to negative across the nation. There is a positive
attitude towards English as MOI in these grade levels for it is the MOI in secondary
and tertiary levels. The perception and belief that the use of English as MOI improves
the proficiency of the language, and maintains the quality and the standard of
education is another reason behind the growing demand of English medium at these
grade levels. On the other hand, the level of proficiency of teachers in English is

reported to be insignificant (ibid.).

To recapitulate what has been discussed in this chapter, in the first section key issues
and concepts in BLEd and MOI have been defined and discussed. Bilingualism is the
term used to express the use of two or more languages and BLEd have something to
do with the use of two languages for education. Although there are different types of
BLEd programs, TBE, which is the use of MT at first and then switch into the second
language, and BLEd in Majority Languages, that joins the use of two or more majority
languages in schools, are related to the present study. It has been discussed that MTE
& FLEd are competing in many countries of Africa but it has been common to use the
former in lower and the latter in upper primary levels and above. When selecting MOI,
the acceptability, cost-benefit analysis, national factors and individuals® factors should

be considered.

In the second section, a survey of BLEd and MOI in Africa and Ethiopia including in
Amhara Region was presented. Although the introduction of a foreign language as
MOI in African context suggested being between 6 and 8 years of MTE, many African
countries are employing FL as MOI as early as grade 4 even bellow. Similarly, in
Ethiopia many regions introduce English as MOI somewhere in the second cycle of
primary education. Besides, it was stated that BLEd in Ethiopia is different from what
has been observed in the rest of the world particularly in the US. In the same, in
Ambhara regional state, the MOI practice has not been stable which has been moved

from English to Amharic and to English and Amharic for different subjects.
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In the third section, related research works on the issue of the relation of MOI with,
math and science score, and English competence has been discussed in addition to
studies on participants’ views towards BLEd and MOI. The use of MT has positively
correlated with high math and science subjects score. However, it has negatively

correlated with English scores.

In light of the above points of arguments, this study tries to find out the views and the
practices of MOI policies in Amhara region. To this end, the forth coming chapter will
discuss the methodology being employed for this study.
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CHAPTER THREE
Research Methodology and Procedures

3.1 Introduction

As it is stated in chapter one, the objective of the study is to assess the views and the
practices MOI that have been used in light of the newly introduced MOI policy for UP
education in the region. In chapter two, attempts were made to review international
and local literatures in relation to the research problem at hand. The theoretical
background of this study is bilingualism and bilingual education though there are
differences between the practice of Ethiopia and the international experiences. This
chapter presents the research methodology employed in the study to achieve the stated

objectives.

In this study, the researcher first visited the target schools to observe the school
environment, and so as to get feedback on the questionnaires and to make deep
investigation and methodical analysis. The researcher has also employed interview and
document analysis as tools of gathering data in addition to the questionnaire and
observation. The interview conducted with education bureau officials, teachers,
students and parents both formally and informally during tea break and other
occasions which produced more natural and genuine data. Attempts were made to
analyze documents that were available in schools, the Woreda Education office and

the Education Bureau of the Region.

3.2 Study Area

The site of this study was Gondar town, which is the capital town of north Gondar
zone in Amhara regional state. Gondar town is under Gondar Zuria Woreda (Gondar
and its environs) which has both rural and urban primary schools. The town is chosen
because it is with the culture and people of this town that the researcher is much more

familiar which has helped him to see the problem in detail. Besides, the researcher was
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advantageous in getting cooperation from the subjects since he has familiarity with

teachers, students and parents of the town.

There are about twenty government primary schools that have both first (from Grade 1
to 4) and second (from Grade 5 to 8) cycles. Using stratified random sampling
technique means, one-fifth of the total schools were included. Hence, students and
teachers of four schools, two rural and two urban schools, were included in the study.
In addition, one secondary school, which has both urban and rural students, out of the

five secondary schools in the town was included in the study.
3.3 Sampling

For this study, four groups sample subjects were involved. These are students,
teachers, parents and education bureau officials. For selecting students, stratified
random sampling was employed in line with their sex, residence and education level.
Hence, the study was conducted on grade 6, 7, 8, 9 and 10 levels of students so as to
see any variation in views towards the MOI policies that have been practiced due to
difference in grade level, sex and residence. Thus 10% of Grade 6; 15% of Grades 7
and 8 each; and 10% of Grades 9 and 10 students of the sample schools from various
residence and sex groups were participated in the study. In other words, the research
included those who passed through the old system (grade 10), which is Ambharic only
medium, and the new system (grade 9), which is differential use of both Amharic and
English, and those who will experience it (grade 6) in addition to the target groups

(grade 7 and 8).

Then, the researcher selected sample students and parents from the sample schools. To
this end, first, I have obtained the total number of students of each sample schools
from Education Office of Gondar town. Representative samples were selected using a
random sampling technique from the total list of students from each sample schools on
the basis of the strata, namely gender (male, female), residence (urban, rural) and

grade levels (grade 6, 7, 8, 9 and 10) as shown in the table below:
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Table 3.1: summary of students sampling

Sample Type | sex | Total number of students Number of random sampling
School Gr. | Gr. | Gr. | Gr. | Gr. | Gr. Gr. Gr. Gr. Gr.
6 7 8 9 10 |6 7 8 9 10
(10%) | (15%) | (15%) | (10%) | (10%

Gumbrit Rural | M |52 |47 |27 5 8 5

(primary) F 53 |80 |28 5 12 4

Teda Rural | M | 132 | 126 | 150 13 19 22

(primary) 185 | 160 29 24 37

Meseret Urban | M

(primary) F 123 | 258 | 286 12 39 43

Atse Urban | M | 100 | 122 | 110 10 18 17

Bekafa F 114 | 146 | 150 11 22 23

(primary)

Azezo Urban | M 285 | 240 28 24

(Secodary) | & F 270 | 253 27 25
rural | T 555 | 493 55 49

Since the number of teachers is not as large as students, all teachers of grade 7 & 8 in
the sample schools were included in the study. Moreover, two parents, three education
bureau officials and one instructor from Gondar Teachers Training College (TTC)

were involved.
3.4 Instruments of data collection

The study employed the following instruments of data collection. These are
questionnaire interview, and observation. Documentary data from Amhara Region
Education Bureau, Education Bureau of Gondar Town and from sample schools were

also used.
3.4.1 Questionnaires

The study employed two types of questionnaires, each of which was used for students
and teachers. And, each questionnaire included both closed and open ended types of
questions. The closed types of questions consisted of questions which require five

Linkert-type scales (agree, strongly agree, strongly disagree, disagree and no opinion)
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which enabled the researcher to make a quantitative analysis. So as to minimize the
effect of response bias, almost half of the total questions were described positively and

the other half negatively.

Teachers’ and students’ questionnaires contained around 21 questions for the former
and 19 questions for the latter. There are three main parts in both students’ and
teachers’ questionnaires. The first part asks respondents’ bio-data that include their
sex, education level, age, and so forth. The second part contains closed-ended
questions which ask respondents’ degree of agreement towards the given statements.
The questions were composed of identifying respondents’ views towards the use of
Ambharic as a MOI in UP education, towards the use of English as MOI in UP
education, towards the differential use of Ambharic and English as MOI in UP
education, and towards the practice of mixed use of both Ambharic and English for the
same subject as MOI in UP education. Furthermore, their over all preferences and
attitudes were asked in the third part of open-ended questions. This is in order to give
students and teachers an opportunity to express their views and feelings freely.
Besides, the questionnaires were translated into Ambharic for pragmatic reasons more

specifically so as to increase the students’ understanding of the questions.

Regarding the data collection procedure, questionnaires were distributed to sample
students and teachers in collaboration with the school community especially with the
help of school directors and unit leaders after submitting the letter that seeks kind
cooperation written by the Linguistics Department of AAU. As a consequence, in
most of the sample schools the procedures followed was first selecting the sample
students from each section and keep them in a room which was quiet and conducive
for filling the questionnaires. Before the questionnaires were distributed, the
respondents were asked their permission and then properly oriented concerning the
purpose of the questionnaires including the confidentiality of the data and they are
being unaccountable of the outcomes of the study so as to motivate them to give

genuine and honest information. They were given enough time to fill the
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questionnaire. Attempts were made to collect the questionnaires on the spot so as to

maximize the return rate. Hence, from a total of 553 questionnaires distributed for

students 521 were collected immediately. Of which 513 were found to be valid for

data analysis. The table bellow indicates that the distribution of the analyzed students’

questionnaires in terms of independent variables (Sex, Residence & Education). The

analysis also included 3 questionnaires which have unfilled gender stratum. Moreover,

for grade 9 & 10 urban and rural distinction could not be made because the sample

school contains students from urban and rural background.

Table 3.2: summary of returned students’ questionnaire

Sex Level of Education Total
Place of Residence Grade 6 | Grade7 | Grade8 | Grade9 | Grade 10
urban 21 41 47 109
male  rural 16 25 25 66
Tot: P o st 0y 1202
urban 22 56 63 141
female | ryral 33 33 34 100
Total R A e e Rt e Ep e YT
Total 155 169 50 44 510
Table 3: 3. Summary of returned teachers’ questionnaire
Fid of Teaching | Plceof |5 | Corticate | piochor | biptoma | ™™
male 9 6 15
Urban female 2 2
Science & Mathematics male 3 5 9
Rural female %) 5
male 5 1 6
Urban female 1 3 4
Social Science ale 2 1 5
Rural female
male 4 4 8
Others (language Urban female | 3 2 1 6
& physical education) male |1 4 5
rural female 3 3
Total 4 28 37 69
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As far as the teachers’ questionnaire is concerned, they were given the questionnaire
to fill it at home so that they could have more time to answer each question
thoroughly. As a result, out of the 97 questionnaires distributed for teachers 69
questionnaires were filled properly and included in the data analysis. Table 3: 3 above

summarizes their distribution in line with the nature of the informants.
3.4.2 Interview

The main objective of this research is to find out the views of key attendants’ towards
MOI policies that have been implemented for UP education in the region. To achieve
this objective the use of interview as a research apparatus is so vital. To this end semi-
structured and open ended interview guide were prepared. It was not possible to use
audiotape for recording of the interviews. The reason for not using audio and video
recording was the interviewees’ suspicion about the contents of the questions. They
said they don’t want to be recorded for the questions may have contained politically
sensitive matters. Nonetheless, it was possible to take short notes during the interview
session. Some interviewee showed discomforts in the researcher’s making notes in
some interview sessions. In such and other situations such as tea break discussions
taking note were made right after the interviews and/or the discussions. Besides
attempts were made to note the exact ideas of the interviewees some times with their

own expressions.

The interviews were conducted with teachers, students, parents and education bureau
officials both in the region and in the town. Five students, two teachers (one from
urban and the other from rural school), one instructor from Gondar TTC, one
education expert from education office of the town, two official from education bureau
of the region and two parents who are working as a member of parent-teacher union

were interviewed.
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3.4.3 QObservation

Two type of observation were conducted. The first one was observing the overall
school environment in order to get first hand and impartial information about the
views and implementation of MOI policies in the region in general in selected schools
in particular. The second one was class room observation which gave me a chance to
explore teaching learning process by using two different languages for different
subjects in UP education and to observe the views of students and teachers towards

this compartmentalization use of languages as MOL

Table 3.4: Summary of instruments

Respondents Questionnaire | Interview | Observation

Students 513 5

Teachers 69 2

REB officials 2

Expert of the town’s _education office 1 All sample schools & four
Instructor from TTC 1 classrooms

Parent 2

Total 582 12

3.5Methods of Data Analysis

To analyze the data which were found from teachers and students through the
questionnaires, quantitative analysis was employed. The first step taken was coding
the questionnaires and each question in the questionnaires so as to make the data ready
for quantitative data analysis in Statistical Package for the Social Sciences (SPSS)
analysis. Then the data was entered into the SPSS program which was followed by
generating frequency counts, percent and mean. Here, for statistical calculations, the
results of negative statements were conversely computed. In other words, for positive

statements the values given for the responses are as follow:
1= strongly disagree; 2= disagree; 3= no opinion; 4= agree; 5= strongly agree

But for negative statements the values given for the responses are the reverse, which

are:
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1= strongly agree; 2= agree; 3= no opinion; 4= disagree; 5= strongly disagree

To calculate the mean, the scores are summed and the total is divided by the number
of scores. Then, if the score is less than 3, which is the cut off point, the respondents
held negative view and if it is greater than 3 they held positive view. Then, the
responses of both teachers and students were sorted out and put together into the table
of frequency for ease of analysis and interpretation. For the reason, the descriptions of
the data were made by categorizing the responses into two groups; positive and

negative responses.

So as to measure the association between respondents’ views and their category type
(teacher and student), Sex, residence, education, field of teaching subjects and

experiences, correlation was calculated.

The data that are found from the open-ended part of the questionnaires, interviews,
observations and documents were analyzed depending upon the type and meaning
interconnection of the collected data. Some times they support the data of the
questionnaire and some times they do not. In order to analyze them the following steps
were followed: identifying subjects, condensing and integrating meanings, structuring
meanings, clarification of meanings and integrating meanings with the problem in
question. The results found from the open-ended part of the questionnaires, interview,
observation and document examinations are presented and discussed along side the

findings of each question in the closed-ended part of the questionnaire.
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CHAPTER FOUR

4  Findings, Interpretations and Discussions of the Study

This chapter is devoted for presenting, analyzing and interpreting the data collected
through questionnaires, interviews, observations and document examination. Teachers
and students views were gathered using the questionnaires and interviews. Parents and
Education Bureau Officials views were collected through interviews. Observations
and document examination were also conducted to support the data found from the
interviews and questionnaires. For easing the interpretations and discussions, the

findings are presented in six sections. These include:

i.  Views towards the use of Amharic for teaching all subjects as MOI in UP
education, which had been in use before the introduction of the present MOI

policy in upper primary education in the region.

ii.  Views towards the use of English as MOI for UP education that was used during

the last two regimes and aspired to be reintroduced in the region.

iii.  Views towards the differential use of English and Amharic for different subjects,

which is what the present MOI policy stipulates.

iv. Views towards the mixed use of English and Amharic for upper primary

education, which is the de facto practice in the region.
v.  Participants’ preference MOI for UP education in the region.
vi.  Correlation between the background of the sample population and their views.
4.1Views Towards the Use of Amharic as MOI for UP education in the
Region

In order to measure teachers’ and students’ view towards the use of Amharic as MOI
in UP education of Ambhara region six questions were included in the questionnaire in

addition to data gathered from interviews and observations as well as document
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examinations. The six statements included in the questionnaire focus on the relation
between the use of MT as MOI and students’ academic success; and its effect on
education quality, students’ national examination results and English language
proficiency. These same points were also discussed during the interview with
education bureau officials, parents, teachers and students. The results are presented

and discussed as follow:

Table 4: 1. I think using Amharic as MOI in UP education had lowered the quality of education

Frequency Percent Valid Percent Cumulative Percent

Valid strongly agree 220 37.8 38.1 38.1

agree 146 25.1 253 63.4

disagree 123 21.1 21.3 84.7

strongly disagree 61 10.5 10.6 95.3

no opinion 27 4.6 47 100.0

Total 577 99.1 100.0
Missing System 5 9
Total 582 100.0

*M§n= 2.299
A: I think using Amharic as MOI in UP education had lowered the quality of
education (a2): Table 4: 1 above presents participants’ responses for the question that
shows one of the disadvantages attached to MTE for UP education and beyond. As it
has been discussed in the review chapter, many Ethiopians believe that MTE in UP
education erodes the quality of education. The same is true for this region. The table
depicts that respondents are in agreement with the statement by 63.4 % (Mean=
2.299). This may suggest that they are in a position that using Amharic as MOI in UP
education had lowered the quality of education. This implies that there is a strong
tendency for equating the use of Amharic as MOI in UP education with low quality of

education in the region.

In common sense it is widely assumed that education quality in the region has been
declining. Supported by this unproven assumption, a number of participants think that

the main reason for the poor quality of education in the region could be the language
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problem. Interview results showed that the use of Amharic as MOI in UP education is
taken as a sign of the decline of education quality by almost all sample population that
participated in the study. This is partly because of lack of reference material in
Ambharic particularly for math and science subjects and this limits the depth and the
quality of education. The majority of education bureau officials seemed to reject this
attitude. They believe that the quality of education is much better during the era of
Amharic-only medium than English medium during the previous regimes. Some of
them expressed their hope for the re-introduction of Amharic as MOI at these grade

levels and even beyond.

School observations also revealed that there is a strong belief “quality means English”.
Students became more excited when they scored higher in English medium subjects
than that of Amharic. Although students’ classroom participation is higher in Amharic
medium subjects than English medium subjects, students’ tend to give high value and
respect for English medium subjects and their teachers. Teachers are also observed
showing appreciation and high regards for students who use English frequently even
with poor ideas than that of Amharic with better concepts. Furthermore, many
students, teachers and parents have high value for English and its instrumental role
than Ambharic. They say “students have no future with Amharic since it has no more
roles for secondary and tertiary education.” Hence, there is a general tendency of
believing that high quality of education is achieved when English is used as MOL
High quality of education is assumed to be the result of success in the use of English
as MOI since English is believed to be the symbol of achieving quality in education
particularly by most parents and students in the region. This fact is accentuated very

vividly in the next findings of table 4: 2.
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Table 4:2. If the school can only offer poor teaching of English, then it would be better to

continue using Amharic as MOI in UP education (ad)

Cumulative
Frequency Percent Valid Percent Percent
Valid disagree 172 29.6 30.0 30.0
strongly agree 133 229 232 53.2
agree 128 22.0 223 75.6
strongly disagree g7 16.7 16.9 92.5
no opinion 43 74 7.5 100.0
Total 573 98.5 100.0
Missing System 9 1.5
Total 582 100.0

*mean = 3.0l4

B: If the school can only offer poor teaching of English, then it would be better to

continue using Amharic as MOI in upper primary education (a3): Table 4: 2 above

summarizes students’ and teachers’ reply on the issue of using Amharic as MOI in a

situation where even poor teachings of English prevails. Students’ and teachers

response roughly distributed across the alternatives. Here, it can be seen that there is

no significance difference between those who support (45.5%) and oppose (46.9%) the

issue with a slight inclination towards the latter (mean = 3.04). From this response it is

clear that nearly half of the respondents are still in favor of English medium even

under poor English teaching situations.

In spite of the fact that the prevalence of poor English teaching across the region, most

teachers, students and parents would like English medium at these levels. This reality

has been revealed during the interview session. Many of them believe that the use of

English as MOI will improve English language proficiency. Thus, although there is

poor teaching of English in many schools, many would like English to be used as MOI

in UP education of the region.

The above results of both the questionnaire and the interview revealed that many of

the research participants do not prefer Amharic to be used as MOI for UP education in

the region even supposing in the presence of poor English teaching. Classroom
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observation, in this regard, shows that English-only medium for math and science
subjects in grade 7 & 8 are being challenged by teachers and students poor English
proficiency. Many teachers, students, parents and education bureau officials agreed
that the quality of English proficiency is significantly low across the region. This also
related with poor teaching and learning of English that leads to poor performance in
English as MOL It is observed that Ambharic dominates in all subjects including
English medium classes. English teachers use Ambharic predominantly for their
teaching. They provide little input for their students to practice for developing their
English language skills that resulted in lack of proficiency level to use the language
for academic purposes. Thus, it is clear that there is poor teaching of English in the
region. Students are also observed using translation as a basic tool of learning their

subjects across the curriculum.

The above results reveal the fact that the negative view points of respondents towards
the use of Amharic as MOI for UP level education. This is a common feature of the
African nations particularly in countries that had colonial experience. In relation to

this, Obanya (1999: 89) has said the following:

The relatively high prestige of Africa’s official languages [ex-colonial
languages] is cited as one main reason for negative attitudes towards
the study of indigenous languages. These are also cases in which
Africans feel that there is nothing to study in their own native

languages because they already know them well enough.

English and other colonial languages are considered the most prestigious languages as
a result of their role in education system and bureaucracy, in international relations,
and in top-paying jobs (Obanya 1999). For these reasons, in Ethiopia English is more
prestigious and highly pride than Ambharic even though Amharic is the official
language and English is spoken by a very small number of educated people

(ibid.).This suggests that the role of Amharic should be further promoted to
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encompass such role that lead people for misconception and to hold negative view
towards their own language. The people need to see the role of their languages in
prestigious areas such as higher education and occupation so that their interest in and

motivation for MTE will grow (ibid.).

Table 4: 3. I believe that the use of Amharic as MOI in UP levels had made students
more successful (al)

—

Frequency Percent Valid Percent Cumulative Percent

Valid strongly agree 176 302 30.9 30.9

disagree 159 27.3 279 58.8

agree 106 18.2 18.6 77.4

strongly disagree 92 15.8 16.1 93.5

no opinion a9 6.4 6.5 100.0

Total 570 97.9 100.0
Missing System 12 2.1
Total 582 100.0

*mean:-?a.ZOI
C: I believe that the use of Amharic as MOI in UPE had made students to become
more successful (al): This question asks respondents level of agreements about the
positive effects of using MT for education in UP education for students’ success in
learning. Table 4: 3 above shows that 49.5% respondents have responded positively
whereas 44% answered negatively to the statement. Hence, respondents are slightly in
agreement with the advantage of using Amharic as MOI for students’ success

(mean=3.201).

This same question was raised during the interview; all participants (teachers,
students, parents, education bureau officials of the region and officer from education
office of Gondar town) believed the advantages of using Amharic for facilitating the
teaching learning process. They mentioned the following advantages of using Ambharic
as MOI:

estudents can communicate with teachers easily

estudents can understand the concepts with no much trouble
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estudents can express their idea simply and comfortably
estudents can participate in classroom discussion without much problems
estudents and teachers can integrate with their immediate environment, and

estudents can develop self confidence

Although many teachers, students and parents share the above advantages of Amharic
medium education, they still do not prefer Amharic to be used as MOI in grade 7 & 8.
Teachers whom I interviewed responded that although using Ambharic can seem
facilitate teaching-learning process by increasing students’ classroom participation and
their understanding of abstract concepts, it has long term negative impact on students’
academic success in the secondary and tertiary levels where the MOI is English. They
are considering the advantages mentioned above as short term that will die out with
the change of MOI from Ambharic into English. They also pointed out the fact that
there are very few or no additional reference books in Amharic medium. Thus, they
believed that using Amharic as MOI for UP education in the region will deter

students’ academic success.

Some officials from the regional education bureau (REB) and the town education
office (EO), on the other hand, asserted the need to use Ambharic as MOI at these
levels and beyond because they have seen that students participate actively in
classroom discussions and learn better through Ambharic than English medium. The
difference in views education bureau officials has with other participants of the study
indicates that REB and OE experts did not make efforts to create awareness on
participants of the teaching-learning process. This imply that the difference in view
could be narrowed if not avoided in the future if efforts are made to create awareness
and work together for a common goal, which is achieving the education objectives
stated across the curriculum. As the findings of part D bellow indicates, the use of

Ambharic has a positive impact on students’ academic success.

D: Amharic does not have the capacity of conveying mathematics and scientific
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concepts taught at UP levels because there are concepts which can not be explained in
Ambharic, that only English serves the purpose (a5): In table 4: 4 bellow, respondents’
were asked to rate their degree of agreement concerning the impact of Ambharic as
MOI in UP education on mathematics and science subjects. The table show that the
majority of respondents (62.3%) believe that Amharic does not have the capacity of
teaching mathematics & science subjects in UP education in the region, which is also

showed by the mean result (Mean = 2.503).

Table 4: 4. Amharic does not have the capacity of conveying mathematics and scientific
concepts taught at UP levels because there are concepts which can not be explained in
Ambharic, that only English serves the purpose (a$)

Frequency Percent Valid Percent Cumulative Percent

Valid strongly agree 187 391 32.4 32.4

agree 173 29.7 299 62.3

disagree 110 18.9 19.0 81.3

strongly disagree 75 12.9 13.0 94.3

no opinion 33 5.7 541 100.0

Total 578 99.3 100.0
Missing System 4 7
Total 582 100.0

“+Mean = 2.503

In the interview, students and teachers expressed that the Amharic terms used in the
text book for these subjects are more complex than their equivalents in English. There
are no enough equivalent mathematical and scientific symbols in Amharic. In addition,
some teachers responded that Amharic cannot be used for mathematics and science
subjects at these grade levels since the contents and the concepts are becoming more
and more complex. Some parents also expressed their disagreement with many of the
terms in use for these subjects. They said that the terms are not used in everyday
communication. As a consequence, students’ tend to forget many of such terms right
after the class. Besides, they are not part of students’ knowledge since they were no

longer in use after grade 8.
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On the other hand, students and teachers also expressed that for scientific
terminologies and mathematical symbols, which do not have Amharic equivalent, the
text book uses words from Geez, Tigrinya, English and other languages. They say this
resulted in lack of uniformity of terminologies which leads to confusion. Moreover,
students found it even more difficult to study and learn these new terms than that of
the original English terms. Teachers also find it difficult to teach these subjects in
Amharic. Moreover, most of math and science subjects’ educational materials such as
geometry tools and laboratory instruments use English names. Amharic was not
developed and did not have adequate scientific terminology like English. This view is

likely to suggest, the belief which exasperates the confusion further.

In support of poor terminology practices, a report, based on studies in six African

countries, has pointed out the following:

The most commonly identified technical problems arising from
inadequate language planning include the inappropriateness of
technical terms in LOI [MOI], the complexity of syntactic patterns in
textbooks, the poor quality and irrelevance of textbooks, and outdated

teaching methodologies... (IDRC 1997: xiii quoted in Prah 2003: 22)

Similarly, Roy-Campbell’s (1992), cited Mwinsheikhe (2003), study in Tanzania
showed that students’ and teachers’ attitude towards a prospective change of the MOI
from English to Kiswahili was negative though Kiswahili is used extensively in the
secondary classrooms for they believed that English is superior to Kiswahili especially

as a medium for science and technology.

In contrary to above views, officials at the REB and the OE defended that the Amharic
terminologies selected and used for math and science subjects were based on the basic
principles of the educational objective and the program. They further asserted that it is
quiet normal to face such kind of resistance on the part of the public whenever new

terminologies are being introduced in the language. More to the point, Bekale (2002),
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the former head of the REB, argued that the preparation of the curriculum including
the terminology was pedagogically acceptable. He further contends that similar to
other successful language planning activities such as Hebrew, the development of the
vocabulary of Amharic was gone through roughly different stages that involved many
concerned stakeholders such as Addis Ababa University, Science and Technology
Commission, The Ethiopian Language Academy, individual scholars and the Media
(ibid.). In response to the difficulty of the Amharic vocabularies used in the text book,

he noted that:

The English terms are equally new to the learners when they first
confront them. But the newly coined words could doubtlessly possess
some features that make them homely to the learners than the English
ones and are therefore easier and more preferable to grasp than the

English terms (Bekale 2002: 15).

He added that teachers and educated parents, who really want to help their children,
are required to be acquainted with such new terminologies rather than complaining
(ibid.). He did not, however, undermine the fact that the necessary of supplementary
materials, glossaries in the text books, trainings, etc. (ibid.). In addition, he admitted

the fact that the existence of terms that may require revision (ibid.).

Thus, based on what has been illustrated above one can deduce that there has been
misconception and facts that leads teachers, students and parents to believe that
Amharic does have the capacity to be a MOI for science and math subjects. This may
indicate that there is a lot to be done in order to avoid the misconceptions and to use

Ambharic for science and math subjects.

All these things considered, what do studies on the effect of using the mother tongue
vis-a-vis English on science and math achievement score of students in the UP levels

of education in Ethiopia suggest?

Attempts were made to examine documents in connection with the issue. The
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following table is used so as to discuss the impact of MOI on science and math

achievement score,

Table 4.5: Mathematics, Biology and Chemistry Mean Achievement Score by MOI

Region MOI Sample Math | Biology Chemistry
Number score score score
| Tigray MT-Tigrinya 390 45% 56% 47%
2 Ambhara MT-Amharic 580 44% 61% 45%
3 Oromiya MT -Oromifa 598 40% 56% 45%
4 Harari FL-English 372 40% 48% 43%
5 AddisAbaba FL-English 548 39% 44% 40%
6 Benshangul FL-English 268 36% 43% 41%
7 DireDawa FL-English 377 37% 41% 39%
8 SNNP FL-English 1235 36% 43% 36%
9 Afar FL-English 394 36% 39% 36%
10 Gambella FL-English 400 27% 37% 33%

Source: MOE, 2001b (here from Mekonnen 2005)

The table above reveals that students whose MOI is their MT have scored greater in
Math, Chemistry and Biology than students whose MOI is English. Mekonnen (2005)
indicates through the use of t-tests and ANOVA that there is a significant difference in
the performance between those students taught in their MT and those students being
taught through English. He found out that those students from MT medium scored
greater than students from English medium. From the total of 10 sample regions, the
first three in the table above were using their respective MT as MOI through out the
primary levels and the rest 7 regions use English starting from either grade 5 or 7.
Thus, two groups of regions that have employed different MOI in UP levels are
compared; the first group used their MT while the second group uses English. After he
computed the combined mean achievement scores of mathematics, biology and
chemistry between these two groups of regions, he found that the former (48.8%) has
scored greater than the latter (38.8%). As one can observe from the table above,
Ambhara region is the top in biology (61%) and the second next to Tigray (which also
use its MT) in both math (44%) and chemisty (45%) subjects.
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The above findings clearly show and confirm that the use of mother tongues (which is
Ambharic in this case) as MOI for mathematics and sciences, at the UP education has a
positive association with the students’ mathematics and science achievement scores.
One can imagine that this result was found in a situation where all the stated
misconceptions and of course factual problems related to terminology had prevailed.
This further strengthens the argument in favor of Amharic medium for math and
science subjects at UP levels and beyond. This argument further capitalized by the
next finding on table 4: 6, which illustrates the fact that the use of Amharic as MOI at
UP level has no negative impact on students achievement score even on national

examinations, which are prepared in English.

Table 4: 6. If students are taught in Amharic in UP education, they will fail in grade 10
national examinations which are set in English (ad)

Frequency Percent Valid Percent Cumulative Percent
strongly agree 317 54.5 55.1 55.1
agree 139 23.9 24.2 79.3
Valid disagree 53 9.1 9.2 88.5
no opinion 36 6.2 6.3 94.8
strongly disagree 30 52 5.2 100.0
Total 575 98.8 100.0
Missing System 7 1.2
Total 582 100.0

=*=Mean =ﬁ52 -
E: If students are taught in Amharic in UP education, they will fail in grade 10
national examinations which are set in English (a4): The question in the above table
4: 6 is about the relationship between MOI at UP level and Grade 10 national
examination scores. The table indicates that around 80% of teachers and students are
in agreement with the statement. As it is shown from the table, less than 10% (each) of
respondents have disagreed and strongly disagreed with the issue. This means that
there is strong bond between MOI in UP education and Grade 10 national examination
as far as respondents’ view is concerned. Many teachers and students believe that

using Amharic as a MOI for UP education could negatively affect students’ score in
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their national examination of grade 10 that is administered in English (Mean = 1.852).

The interview results also show that the use of Amharic as MOI will negatively affect
students’ 10" grade national examination scores. Parents, whom I have interviewed,
expressed their believe that using Amharic throughout the primary education could
adversely affect students achievement in Grade 10 national examination for it
minimizes the exposure to English, which is the MOI from Grade 9 on wards and the
language of the examination. They further stated that there had been unfair
competition between 10" grade examinees of the region and other regions that are
using English as MOI in these grade levels. They believed that students who came
from the English medium region are more advantageous since they have exposure to
English as MOI for four years. Students from this region, however, had only two years
of practicing English as MOI (i.e. only in Grade 9 &10) before the 10" grade national
examination. Students used to learn in Amharic from Grades 1 to 8 and then find it
difficult to cope with the English medium when they reach Grade 9. They assert that
two years is not enough to take the national examination. As a consequence students
of this region had been disadvantaged in this regard. These points are also shared by

teachers and students.

Thus, the majority of sample population participants expressed their strong belief that
a shift from Amharic to English medium at Grade 7 is better than at Grade 9. They
stressed that students who learn only in Amharic up to Grade 8 do not have enough
English to take the Grade 10 examinations. This is because when students transfer to
grade 9 they face problems related to understanding subjects which are started to be
given only in English medium. As a result of this new medium, i.e. English, basic
concepts and terminology will appear strange for most students though they might
have learnt them before. This means that continuity of knowledge has to be some what
compromised since students might be required to study concepts with different terms
in the new medium. This will kill more time and energy. Moreover, it limits students’

involvement in the lesson. Some students said “if we have to learn new terms even n
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Ambharic, why don’t we learn these terms in English which will help us in the future.”

The view that many students fail exams in Grade 10 in the region is held by some
students and teachers as a direct effect of the MOI which had been used in Grades 7
and 8. This view was shared by some parents who told me that they were very
unhappy about the use of Amharic as MOI in grade 7 & 8 in the region. The reason
they gave was that the students of the region will score less in grade 10 national
examination for they have no practice in using English as a MOI in previous grades
compared to the students of other regions who passed through English medium in

these grade levels.

Some education bureau officials from the REB and EO, however, disagree with them.
They said that students’ of the region had been scoring better results in the 10™ grade
national examination compared to some of the regions that are employing English

medium starting from grade 7 or grade 5.

The researcher tried to observe documents to verify whether using Amharic as a MOl
for UPE has a negative impact on the students’ Grade 10 national examination score
or not. The following table summarizes the four consecutive years Grade 10 national
examinations performances of students from four different regions. The regions
involved were Tigray, Amhara, Oromiya and Addis Ababa. The percentage of
students of the four regions who scored bellow and above the passing mark (i.e. 2.0) in
grade 10 national examinations from the years 1993 E.C to 1996 E.C. were computed
in the table (4:7). During these periods all of the regions except Addis Ababa, were
using their respective MT as MOI for full primary education (Grade 1-8). In Addis
Ababa English is used for UP education. The MOI in Grade 9 & 10 is the same for the

all sample regions, which is English.
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Table 4:7. Comparative Results of 10" Grade National Examination

Year In | Exam Tigray Amhara Oromya Addis Ababa
e Typet <20 |>20 | <20 |>20 | <20 |>20 | <20 |>20
1993 EGSCE 34.54 | 65.46 | 53.35 | 46.65 | 63.19 | 36.81 | 70.5 |295
1994 EGSCE 5526 | 44.74 | 40.98 | 59.02 | 56.63 | 43.37 | 66.77 | 33.23
1995 EGSCE 51.22 | 48.78 | 34.87 | 65.13 | 56.26 | 43.74 | 5542 | 44.58
1996 EGSCE 32.83 | 67.17 | 28.63 | 71.37 | 49.71 | 50.29 | 49.33 | 50.67
Average% 43.46 | 56.54 | 39.46 | 60.54 | 56.45 | 43.55 | 60.5 | 39.5

Source: Amhara REB, 2005: EMIS, 2003 (here taken from Nugusie & Workineh 2005)
EGSECE: Ethiopian General School Education Certificate Examination

As can be seen from table 4: 7 above, Amhara region is the top in the average
percentage of students who scored greater or equal to the passing mark (2.0). The
regions student who scored greater or equal to the passing point (2.0) between the year
1993 and 1996 E.C. is 60.54% on average. This is followed by Tigray region in which
on the average 56.54% students who took their 10™ grade national examination in
those periods have scored the passing mark and above. On average, 43.55% of
students scored the passing mark and above in Oromiya region between the stated
periods. Only 39.50% of students from Addis Ababa have scored the passing mark and
above in these periods on average. In other words, all of the three regions which were
employing their MT for UP education surpassed Addis Ababa that uses English for
UP education in having greater number of students who have scored the passing mark
and above. One may ask the question “Does this mean that using MT for UPE has a
positive effect on 10" Grade National Examination which is set in English?” The

finding of table 4: 8 seems to suggest it may not be necessarily the case.

Table 4: 8 shows, Addis Ababa has the highest percentage of students who scored
greater than 50% which is 48.81% and this is followed by Amhara region 32.09% and
then by Tigray 26.72% and, finally, Oromiya 19.74%. Compared to students’
performance on EGSCE as shown in table 4: 7 above, the EHEECE result is the
opposite of EGSECE. In other words, Addis Ababa was the last in EGSECE but it is
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the top in EHEECE result. Is this due to the long term effects of MOI? Or MOI per se
do not have a significant effect on such kind of examination scores at all? In fact,
students academic success could also be determined by a number of factors such as
students individual effort, attitudes, and potential along with teachers’ quality and
support, availability of teaching materials, the nature and the objective of the

examination and so on (Baker 2001).

Table 4: 8. Comparative Results of Higher Education Entrance Examination

Year In [ Exam Tigray Amhara QOromya Addis Ababa
E.C Type*

<50% | >50% | <50% | >50% [ <50% >50% | <50% | >50%
1995 EHEECE 75.86 24.14 74.4 25.6 84.42 15.58 62.38 37.62
1996 EHEECE 80.58 19.42 66.95 33.05 85.18 14.82 61.59 38.41
1997 EHEECE 63.41 36.59 62.38 37.62 71.19 28.81 29.6 70.4
Average percent 73.28 26.72 67.91 32.09 80.26 19.74 51.19 48.81

Source: Amhara REB, 2005: EMIS, 2003 (here taken from Nugusie & Workineh 2005)
* EHEECE: Ethiopian Higher Education Entrance Certificate Examination

In both of the above national examination results, one can conclude that the Amhara
region’s students are relatively preformed well. This finding contradicts with the
views of many respondents of the study, which again can be evidence for the existence
of another misconception on the use of Amharic as MOI at UP levels and its impact on
national examination scores. Seemingly another related misconception held by
respondents is the belief that the use of Amharic as a MOI at UP levels weakens

students English language proficiency, which is presented in table 4:9 bellow.

F: 1 believe that the use of Amharic in UP education lowers students English language
proficiency significantly (a6). The response to this statement that deals with the
negative impact of Amharic medium in UP education on English language proficiency
is found to be considerably high. Both teacher and student respondents revealed that
their belief of the use of Amharic in UP education lowers students English language
proficiency significantly. Around 80% respondents are in agreement with the issue.

This implies that the vast majority of teachers and students held the view that English
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language proficiency of students is affected as a result of the use of Ambharic as MOI

in UP education.

Table 4: 9. I believe that the use of Amharic for UP education lowers students English
language proficiency significantly (a6)

Frequency Percent Valid Percent Cumulative Percent

Valid strongly agree 332 57.0 57.2 57.2

agree 127 21.8 219 79.1

disagree 54 9.3 9.3 88.4

strongly disagree 35 6.0 6.0 94.5

no opinion 32 55 5.5 100.0

Total 580 99.7 100.0
Missing System 3 3
Total 582 100.0

E Mean = 1.;5
In the interview, many teachers, students and parents confirmed that students’ English
language proficiency lowered due to the use of Ambharic as MOI for full primary
education. Learning English as a subject only cannot help students to become
proficient in the language. To become proficient in the language, it should be used as a

MOL

Contrary to teachers’, students’ and parents view, Education bureau officials of the
REB and the OE in their part claimed that if students’ learn by proficient English
language teachers with the provision of the required instructional materials, they will
become more proficient in the language. They further said that making English a
medium per se could not be taken for granted in order to enhance students’ English

language proficiency.

The results of both the questionnaire and the interview above have shown that
students, parents and teachers held the view that the use of Amharic instead of English
as a MOI in the UP education diminishes students English language achievement. To
the contrary, education bureau officials form the REB and the OE, believe that using

Ambaric as MOI do not affect students’ English proficiency. It is, therefore, necessary
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to question whether these points of argument are based on research or just mistaken
belief. To find out which of these contradictory points of view are supported by
studies, documents were examined. The table bellow presents the percentage of
English score of Grade 8 students from regions that pass through English medium on
the one hand and through their MT on the other. This is to determine whether the use
of MT or English as MOI notably affects students’ English score.

Table 4: 10. Percentage of Students’ English Achievement against home and Foreign
Languages as MOI in upper primary education

Region MOI Sample Number English Achievement score
1 Tigray MT-Tigrinya 390 39%
2 Ambhara MT -Ambharic 580 34%
3 Oromya MT -Oromifa 599 39%
4 Harari FL-English 372 45%
5 AddisAbaba FL-English 548 46%
6 Benshangul FL-English 268 40%
7 DireDawa FL-English 377 39%
8 SNNP FL-English 1235 37%
9 Afar FL-English 394 34%
10 | Gambella FL-English 400 36%

Source: MOE, 2001b, (adapted from Mekonnen 2005)

39% is the calculated average English achievement score of all the regions (Mekonnen
2005). Amhara regional state students have scored the lowest of all (34%) and which
is below the average English achievement score. Students in the other two regions,
which are using mother tongues as MOI in the entire elementary education (1-8),
Tigray and Oromiya, have scored equal to the average (39%). Of the seven regions
which are using English, three regions, Hareri, Addis Ababa, Benshangul scored
above the average, (45%, 46% and 40% respectively). One region — DireDawa scored
equal to the average-(39%), and three other regions — SNNPS, Afar and Gambella,
scored below the average (37%, 34% and 36% respectively). Besides, Mekonnen
(2005) found that students whose MOI is their MT have 37.3% English Mean

achievement score while those students whose MOI is English have 39.6% English
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mean achievement score. However, he computed an independent T-test to determine
the statistical importance of the mean difference of the two variables and his finding

indicates that there is no statistically significant difference.

This means that the reason that students of the Amhara region have scored low
English mean is not the use of Amharic as MOI at the entire primary levels. In other
words, there are other factors that might lead for the low English score of the regions’
students. This supports the idea that the use of Amharic as MOI in UP levels does not
have a negative impact on students’ English language achievement and proficiency.
This is also further supported by the finding of this paper, which will be discussed
later (see 4.3 next). The finding revealed that students who passed through the old
Amharic-only medium have scored better than students from the present MOI policy
including English. In support of this finding, Phillispson (1999: 208), cited in Vuzo
(2005), based on his studies across the world identified “five key tenets of ESL/EFL
[English as a Second Language/English as a Foreign Language]” and one of them is
“the earlier English is introduced the better the results”, he referred it as the “the early

start fallacy” which is scientifically false.

What we have seen so far (A to F) is about participants’ view towards the use of
Amahric as 2 MOI in UP levels in relation to related studies in the area. The results of
students’ and teachers’ questionnaires on the issues related to the use of Amharic as
MOI in UP levels is negative. One can understand this by comparing the sum of the
total mean, which is 14.745 against the expected average total mean, which is 18.
Thus, since the sum of the total mean (14.745) is less than the average (18), teachers’
and students’ views towards the use of Amharic as MOI in UP school level are

negative.

Interview results also showed that teachers, students and parents held negative views

towards the use of Amharic for UP education. Education Bureau Officials of REB and
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the officers from Gondar town education office (OE), on the other hand, showed

positive views towards the use of Amharic as a MOI for UP education.

Besides, classroom observations indicated that Amharic is frequently used for
classroom interaction between students and their teachers, and among themselves
during English medium classes. The documents examined and other related works also
witnessed that the use of MT has a positive impact on students’ achievement score
particularly in math and science. Thus, students’ teachers’ and parents’ negative views
are found to be based on misconception and lack of awareness on the advantages of
MTE. Now we move to the views of participants towards the use of English as a MOI

for UP education, which is the language that competes for education at these levels.

4.2. Views Towards the Use of English as a MOI for UP education in
Ambhara Region

In order to assess participants’ view towards the use of English as MOI in UP
education of Amhara region, three questions were included in the questionnaire. In
addition, interviews and observations were conducted to gather supportive data on the
issue. As mentioned above, the questions in the questionnaire are set in the five
linkert-scales that ask participants degree of agreement on the issues. They are
composed of one positive and two negative statements that are presented randomly.
They include issues of favoring English medium, difficulty of learning in English and
teachers English language proficiency in order to use it for academic purposes. In the
same way, these questions were raised during the interview with education bureau
officials of the REB and the OE, parents, teachers and students. The results are

presented in the following subsequent subsections.

A: I find teaching/learning only in English difficult (e2): The question in table 4: 11
bellow asks respondents how they feel when they use English-only in classes. 57%
respondents are in agreement with the statement. The figure implies that many

respondents find learning/teaching via in English-only medium very difficult. On the
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contrary, 36% respondents do not find learning/teaching by using English-only
difficult. This means that some teachers and students do not admit that they have
difficulty of using English-only for the entire class though majority of them confirmed

that they have difficulty of learning/teaching through English-only medium.

Table 4: 11. I find teaching/learning in English-only difficult (¢2)

Frequency Percent Valid Percent Cumulative Percent

Valid strongly agree 175 30.1 31.6 316

agree 140 24.1 253 57.0

disagree 125 21.5 22.6 79.6

strongly disagree 74 12.7 13.4 92.9

no opinion 39 6.7 7.1 100.0

Total 553 95.0 100.0
Missing System 29 5.0
Total 582 100.0

* Mean = 2.6?
The interview results confirm what has been found in response to the questionnaire.
Some teachers and students found using only English for classroom interaction is
difficult, whereas other found it less difficult and interesting. In classroom
observation, however, it has been witnessed that many teachers and students indeed
have found it difficult to use English appropriately. It is observed that students have
problems of understanding lessons in English especially in Grade 7. Classroom
teaching-learning interaction in English MOI settings exhibited few instances of any
meaningful exchange of ideas. Many teachers are observed reading and translating
into Amharic and some times they use it with much trouble and often ungrammatically
that may potentially affect students’ motivation towards learning via in English and
their ability in the subject. Moreover, they ask questions that can be answered simply
by saying “yes” or “no”. For instance, in one classroom, the teacher write notes on the
black board and read it line by line and asked students that “do you understand?” and
they replied “yes”. This could not be taken that a genuine interaction is taking place

between students and teachers. In practical terms the use of English for UP education
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in the region has been not put into effect and appears not to be realized since both

teachers and students found it very hard to use the language.

As it has been discussed in Chapter two many research works in the field indicated
that both teachers and students in Ethiopia face great problems in using English for
education purposes. A study in Tanzanian English-only primary schools also had a
similar observation where teachers do not code-switch between English and Kiswabhili;
they employ what has been known as ‘safe talk’ by Heller and Martin-Jones (2001:
13):

Classroom talk that allows participation without any risk of loss of face
for the teacher and the learners and maintains an appearance of “doing
the lesson”, while in fact little learning is actually taking place ... This
particular style of interaction arises from teachers’ attempts to cope
with the problem of using a former colonial language, which is remote
from the learners’ experiences outside school, as the main medium of

instruction (cited in Rubagumya 2003:162).

The results of the questionnaire, the interview and the observation witnessed the fact
that both teachers and students of Grades 7 & 8 have difficulty of using English as a
MOL It has been mentioned that a similar problem has been encountered in Tanzania.
This is because English has limited role outside the classroom for many teachers and
students in the region and in all over the country. Thus, the ambition to use English as
a MOI at these levels will be deterred by teachers’ and students’ incapability of using
it. The findings of table 4: 12 bellow weaken the ambition towards the use of English
as MOI at these levels.

B: Teachers do not have sufficient knowledge of English to use it as the MOI (e3):
This question asks respondents to judge teachers English language proficiency to use
it as a MOI for grade 7 & 8. As can be seen from table 4: 12 bellow, the majority of

respondents (47%) denied the fact that teachers do not have adequate performance and
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competence in English for instructional purpose. (14.5%) respondents were hesitant to
reveal their opinion, which might indicate that they have doubts about teachers’
English competence. On the other hand, 34% respondents disclosed that teachers do

not have enough competence of English.

Table 4:12. Teachers do not have sufficient knowledge of English to use it as the MOI (e3)

Frequency Percent Valid Percent Cumulative Percent

Valid disagree 177 30.4 31.9 31.9

agree 129 222 233 55.2

strongly disagree 86 14.8 15.5 70.8

no opinion 82 14.1 148 85.6

strongly agree 80 13.7 14.4 100.0

Total 554 95.2 100.0
Missing System 28 4.8
Total 582 100.0

*Mean = 3.103

Similarly, in the interview participants responded differently regarding whether
teachers have the necessary English language ability for academic purposes. Some
teachers and students admit the fact that teachers’ level of proficiency in English is not
to the standard. Some other teachers blame the old policy for their limited proficiency,
which provides no opportunities for teachers and students to use English. Students and
teachers who took part in the interview have expressed their hope that English
language proficiency will be improved in the process of using it as a MOIL. Officials
with REB and the town, nonetheless, told me that “English is the most difficult aspect
of the policy to put into practice for the reason that teachers lack of sufficient

competence.”

Classroom observations witnessed that, teachers are unable to express themselves and
they are not confident. Sentence construction for many teachers is a problem and some
times teachers speak one sentence in English and the next sentence in Ambharic. If
some able teachers try to maintain to use English consistently for their teaching,

students’ classroom participation become so limited. This can be observed when
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Amharic medium classes begun, students’ classroom participation become more

interactive.

The above two table (table 4: 11 & 4: 12) clearly indicated that both teachers and
students have difficulty to use English as a MOI at UP levels in the region. If teachers
and students unable to use the MOI, one can argue that students can not be benefited
from the English medium. In this regard Tekeste (1990:54), cited in Heugh et al.
(2007), said that “[The use of English as a medium of instruction] from grade 7
onwards has been extremely negative. The foreign medium has functioned as a batrier
between students and their relatives at home.” Another point against English medium
related to students and teachers inability to use English as a MOI particularly in

primary education. In this connection Stoddard said the following:

Students do not possess sufficient English even to understand what they
hear from their teachers or read in their textbooks, let alone to
participate actively through their own speaking and writing. ... as a
result of the inability of students to function through English, the
quality of teaching and learning in schools has been very adversely
affected. At best, it means that mere rote learning often prevails, with
no critical and creative participation of students, and little enough of
even simple comprehension by them of what they are being told. And
at worst it means that some — possibly many — students whose English
is not sufficient even for rote-learning spend most of their class hours
copying down notes that the teacher has written on the blackboard, and
transforming them in the process into complete nonsense. In such a
situation it is no longer appropriate to call English a medium of
instruction; rather it has become a medium of obstruction (Stoddart

1986: 18-19, cited in Heugh 2007).

According to the quotation above in a situation where there is lack of sufficient
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English by students and teachers, the use of English as MOI can not be helpful in
improving students’ English proficiency rather it is significantly affecting the quality
of education. Stoddart (1986:19) cited in Haugh (2007: 54), further suggested

«..replacing English as a medium and restricting its teaching as a subject”.

Surprisingly, teachers and students response for the next question (table 4: 13) is
completely contrary to the above findings, which may clue for their prejudice towards

English medium.

Table 4: 13. I believe that English should be the MOI in UP education for better results (el)

Frequency Percent Valid Percent Cumulative Percent

Valid strongly agree 282 48.5 48.9 489

agree 163 28.0 28.2 771

disagree 58 10.0 10.1 87.2

strongly disagree 48 8.2 8.3 95.5

no opinion 26 4.5 4.5 100.0

Total 577 99.1 100.0
Missing System 5 9

Total 582 100.0

*Mean = 3.993

C: I believe that English should be the MOI in UP education for better results (el):
When asked about the use of English medium in UP education for better results, the
majority of respondents (77.1%) are in agreement with the statement (Mean = 3.993).
This implies that the large majority participants of the study are in favor of English

medium for UP education.

The researcher interviewed all parties concerned on the issue of using only English as
MOI for grade 7 & 8 education. From our discussions with teachers, students and
parents in the region, it became apparent that they indeed would like English to be
used as a MOI at these levels. They provide a number of reasons for their claim. The
most frequently given explanations are the fact that

o English becomes the ultimate MOI as of grade 9;

e the belief that students English language ability will improve when they use
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Englishasa  MOI;

e the perception that students will not have any problem using English as a medium
when they reach Grade 9;

e the trust that it promotes quality education;

e English is an international lingua franca and it will make students successful in
their future lives;

e the role of the language plays in technology, development and modernization;

e Since English language and literature is well developed, it enables students to
develop their communication skills;

e the language is rich in teaching and learning materials, and supplementary
materials; and

e Finally it is considered as a sign of civilization that is the most communicative

language with the rest of the world so that the society wants mastering it.

Conversely, education bureau officials from REB and the town’s EO reported to have
a different view point. They accept most of the advantages that are given for the use of
English for UP education and admit that students face a shortage of reference
materials in Amharic especially for math and science subjects. They, however, do not
support the use of English as MOI at these levels, and firmly believe that the best MOI
for Grades 7 & 8 education would be Amharic because students understand better
when they are taught in Amharic. Moreover, some of them expressed that Ambharic
should become the MOI even beyond elementary levels because the language has
passed through relatively long period of development and it should be the model for
the rest of other Ethiopian languages. Although they accepted the fact that students
face a shortage of reference materials in Amharic especially for math & science
subjects, they are in strong belief that learning in English medium is not possible at
least in grade 7 & 8 due to teachers and students difficulty of using the language.
Moreover, it limits students involvement in the lesson, creates communication barrier

between teachers and students, and it complicates concepts and ideas that would have
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been much easier had it been Amharic employed especially at these Grade levels. In

relation to the use of English in education, a similar opposition has been noted:

...From a pedagogical point of view, the use of a second language
[English] is an objective disadvantage affecting both the easiness and,
one might say, the comfort with which knowledge is acquired by
students, and the extent and depth of the acquisition (Mammino 2000:
94, quoted from Prah 2003: 18).

Thus, there seems to have two groups from the above findings. These are officials
from the REB and the EO on one side teacher, students and parents on the other side.
The Argument between them should be measured with reference to the educational
objectives across the curriculum and other empirical facts. As Bekale (2002) pointed
out primary education is general education, which has different educational goals with
that of secondary or tertiary education and Grade 8 is a terminal for most students of
Amhara region. All citizens are to be given general primary education with skills,
attitudes and knowledge that can serve him/her in every aspect of his daily life (ibid.).
he, then argued that in the Amhara region “it is Amharic that can enable adequate
communication to impart knowledge, skills and attitude one can meaningfully utilize

in everyday life” (Bekale 2002: 12).

From this point of view, therefore, many of the arguments raised in favor of English
medium have little relevance in achieving the stated educational goals of the region.
Nevertheless, no one can deny the need to learn English as a foreign language for
international communication. The argument should be directed towards the teaching
of English as a subject rather than as a MO, then. It is common to meet people in the
streets of Addis Ababa who have learnt through their MT such as French, German,
Japanese, Norwegian, Swedish, Iceland, Belgian and so on yet they speak more
fluently than most of us who have been taught through English medium for several

years. The reason is clear and simple which is they have been taught English as a
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subject effectively. This weakens the argument that English proficiency will be
improved by making it as a MOI One can conclude from this discussion that, many of
the points which are mentioned by respondents to support their claim for English
medium are not in line with the objectives of the curriculum and are based on

misconceptions.

To summarize what has been said so far, both students and teachers are incapable of
using English as a MOI and yet they would like English to be used as a MOI at UP
school levels. There are a number of fallacious and unattainable justifications
provided by respondents for their aspiration towards English medium. This may be
due to their negative attitude towards their own MT as far as its role in education is
concerned. Next we move onto views towards the differential use of both English and

Ambharic as MOI for UP education in Amhara region.

4.3. Views Towards the Differential Use of English and Amharic Medium
in UP education of Amhara Region

In this section, findings regarding participants’ views towards the compartmentalized
language use for UP education in the region will be presented. Four questions were
used to gather the data. The first two statements are positive; which state its
advantages for helping learning and teaching process and for smoothening the
transition of MOI from Ambharic to English; whereas the last two are negative
statements that stress its disadvantage. Moreover, there are two other closed ended
questions which require ‘yes’ or ‘no’. The first (ae5) asks whether respondents are
satisfied by the reasons given for the introduction of the new MOI policy in UP
education. The second question (ae6), which is basically similar to the first one, asks
them whether they accept the new MOI policy or not. Some of these questions also
forwarded for parents and education bureau officials in addition to teachers and

students during the interview sessions. Besides, classroom observations were
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conducted in order to examine the issues further. The findings are presented,

interpreted and discussed as follow.

Table 4: 14. T feel that the use of Amharic for social science & English for math
and natural science subjects in UP education is helpful (ael)

Frequency Percent Valid Percent Cumulative Percent

Valid strongly agree 198 34.0 35.0 35.0

agree 141 242 25.0 60.0

disagree 108 18.6 19.1 79.1

strongly disagree 78 13.4 13.8 92.9

no opinion 40 6.9 7.1 100.0

Total 565 97.1 100.0
Missing System 17 2.9
Total 582 100.0

—

*Mean = 3.483

A: I feel that the use of Amharic for social science and English for math & natural
science subjects in UP education is helpful (ael): in order to get what respondents are
feeling about the new policy, they were asked to express their level of agreement
whether the teaching of math and science through English and other subjects through
Ambaric is helpful. Accordingly, table 4: 14 above reveals that 60% respondents have
found that the differential use of Amharic and English as MOI in UP education is
useful. This may indicate that the new MOI policy for UP education in the Amhara
region has been accepted by a good number of the sample population. However, 32%
respondents indicated that they do not think that the differential language use of
English and Amharic for different subjects is helpful.

While the vast majority (60%) of the respondents supports the shift, relatively a small
percent (32%) doesn’t support the new move. Interviews brought out a mixed reaction
to the ‘new’ program. Surprisingly, not everyone in the region knows about the new
change. For example, some parents think that English is the MOI for all subjects. An
official from REB told me that there is no as such systematic way of

compartmentalizing the languages into different subjects; basically the MOI for UP
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education is English. He added that the use of Ambaric as MOI for some subjects is
similar to what had been in use during the previous regimes with the exception of civic
and ethical education, which is the new subject. He remembered me that history and
sport were given in Ambharic during the Derg regime. Social science teachers,
however, do not support the use of Ambaric for their subjects saying that most of the
topics are repetitive and similar to what students has been learning in grade 5 & 6, and
as a result, students are not motivated to learn and often complain about the
redundancy. These teachers suggest that instead of repeating what they have learnt

already, it is good to introduce the basic concepts in English.

As far as the use of English for science and mathematics is concerned, many of the
respondents whom I interviewed were positively inclined towards the use of English
in teaching these subjects. They agreed that English is the language of science and
mathematics because all materials that they use are written in English. They also
stated that scientific and mathematical terms are very difficult to translate in English
and that there is an abundance of terms that do not have any equivalents in Amharic.
Parents also expressed their positive feelings towards the use of English at least for
these basic subjects in the curriculum, but they would have been happier if the MOI
for all subjects become only English in grade 7 & 8. They said that their children

should have the same access to English as students of Addis Ababa and elsewhere.

Some education bureau officials, on the other hand, believe that Amharic can be a
language of science and technology. They asserted that science and technology should
be introduced in a language that the society uses and understands. They further said
that Amharic is a language that students and teachers understand best and it should be
the MOI for science teaching so as to use science and technology for development.
Moreover, as far as the comments givn on the redendency of civic and ethical
education, an official from the REB responded that civic and ethical education

designed in cyclic manner based on the 11 core values of the subject, which are not
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redundant rather the concepts and the contents are getting deeper and larger as one

moves from one grade level to the next.

These point are supported in some literatures. A.Mahinda Ranaweera (1976), states the
advantages of the introduction of Sinhala and Tamil rather than English as the MOl in
Sri Lanka for the teaching of science and technology:

The transition from English to the national languages as the medium of
instruction in science helped to destroy the great barrier that existed
between the privilege English educated classes and the ordinary people;
between the science educate elite and the non-science educated masses;
between science itself and the people. It gave confidence to the
common man that science is within his reach and to the 12 teachers and
pupils that a knowledge of English need not necessarily be a
prerequisite for learning science (Ranaweera, 1976: 423, cited in Brock-

Utne 2005).

Ranaweera admits the fact that the change of MOI in science and mathematics always
delayed behind the other subjects due to difficulties such as shortage of scientific and
technical terms, textbooks, and proficient teachers. He, nevertheless, stressed the use

of local languages for science education for the following two reasons:

= First, science education is the main tool by which national development goals and
improvements in the quality of life of the society could be realized. He said that
the English medium is a huge obstacle that deters the development of science
education.

= Secondly, he points out that attaining the objectives of science education requires
more dialogue, discussion, and interaction between and among the students and

the teachers.
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He concludes "Such an approach makes a heavy demand on the language ability of the
pupils and will be more successful if the medium of instruction is also the first

language of the pupils" (Ranaweera 1976: 417, cited in Brock-Utne 2005).

In addation to what has been mistakenly believed about the use of English for sciecne
and math subjects, it is believed that using English for same subjects presumed to
facilitate the transition towards english medium. The next table (4: 15), therefore,

presents respondents view towards such a statement.

Table 4: 15. The use of Amharic and English for different subjects in UP education creates a smooth
transition from Amharic in primary to English medium in secondary and tertiary levels (ae2)

Frequency Percent Valid Percent Cumulative Percent

Valid strongly agree 212 36.4 36.9 36.9

agree 164 28.2 28.5 65.4

disagree 92 15.8 16.0 81.4

strongly disagree 72 124 12.5 93.9

no opinion 35 6.0 6.1 100.0

Total 575 98.8 100.0
Missing System 7 1.2
Total 582 100.0

¢¢¢¢¢

—______

B: The use of Amharic and English for different subjects in UP education creates a
smooth transition from Amharic in primary o English medium in secondary and
tertiary levels (ae2): this statement asks respondents to express their position
regarding the assumed advantage of the new program. It is assumed that instead of
introducing English as MOI for all subjects at once starting from grade 7, it is
preferable to use it for selected subjects ( in this case math and science subjects). It is
also assumed that, this in turn will help students to have smooth transition from
Amharic medium (which has been used for the last 6 grades in primary level) to
English medium (which is going to be used from secondary level and beyond). 65.4%
respondents are positively responded towards the statement. Which implies that

majority of the sample population are in support of the decision to use English and
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Ambharic for different subjects at UP levels. Like ael above, this statement has got a

strong support from the sample population.

In the interview the majority of respondents are happy with the fact that the regional
government has took concrete action to address the demand of the public. However,
they still need English to be used for the other subjects too. The education officials
from REB explained the advantage of using Ambharic for social science subjects by
saying that most of these subjects are content subjects and use little technical terms of
science and technology. They said that since the topics of social science subjects are
often concerned with local issues, they are better taught in Ambharic than in English.
Students of grade 9, however, told me that they found these subjects, which are given
in Amharic in grade 7 & 8, are more difficult than the other subjects. This implies that
many respondents are in agreement with the use of English for math & science
subjects in UP levels because they believe that this will help the transition into English
medium whereas the use of Amharic for social science subjects in grade 7 & 8 deters

the transition into English medium in grade 9 for these subjects.

To investigate the feeling of respondents towards the new MOI policy further, the

question in the following table (table 4: 16) was forwarded.

Table 4: 16. 1 don not see any advantages of using English and Ambharic for different subjects (ae3)

Frequency Percent Valid Percent Cumulative Percent

Valid strongly disagree 149 256 26.4 26.4

disagree 143 24.6 25.3 51.7

agree 93 16.0 16.5 68.1

strongly agree 91 15.6 16.1 842

no opinion 89 153 15.8 100.0

Total 565 97.1 100.0
Missing System 17 2.9
Total 582 100.0

*Mean = 3.293
C: I do not see any advantages of using English and Amharic for different subjects

(ae3): This question asks respondents Jevel of agreement on the statement that opposes
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the new program. In this regard, the majority of the sample population (51%) are
against the statement whereas 32.6% respondents do not see any advantages of using
of both English and Amharic for different subjects at UP level. This means that
respondents welcomed the compartmentalized language use for MOI purpose at UP

school levels.

A related question was asked in table 4: 17 bellow in order to find out whether the new
policy creates problems in the teaching-learning process since it allows two different

languages to be used as MOI in a shift manner.

Table 4: 17. If we continue using Amharic and English for different subjects in UP education,
students will experience difficulties in learning through two languages with different scripts (aed)

Cumulative
Frequency Percent Valid Percent Percent
Valid disagree 175 30.1 30.5 30.5
agtes 140 24.1 24.4 55.0
strongly disagree 107 18.4 18.7 73.6
strongly agree 102 17.5 17.8 91.4
no opinion 49 8.4 8.6 100.0
Total 573 98.5 100.0
Missing System 9 1.5
Total 582 100.0

*Mean = 3.07-§
D: If we continue using Amharic and English for different subjects in UP education,
students will experience difficulties in learning through two languages with different
scripts (ae4): This statement asks respondents level of agreement on learning with two
linguistically dissimilar languages as MOI with a shift for different subjects. As
represented in table 4: 17 above, roughly half of the respondents (49.2%) do not
accept the claim that students are facing problems in learning with two different
languages due to temporary confusion as a result of syntactic and script differences of
the languages involved. In contrary, 41.6% respondents responded positively to the
statement. This means that although many participants found differential language use

as MOI do not obstruct sound learning, for many other participants it creates
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problems.

Respondents were also asked whether they support the new program or not and
whether they accept reasons given for the introduction of the new program and their

responses are presented in table 4: 18 bellow.

Table 4: 18. Acceptance of the given reasons for the new policy (aeS) and support the new program (ae6)

acceptance of the given reasons for the new policy (ae5) support the new program (ae6)

Count % Count %
no 8 13.8% 207 38.6%
yes 50 86.2% 330 61.5%
Total 58 100.0% 537 100.0%

—
—

|
|
1

E: Do you support the use of both Amharic & English as MOI for different subjects in
UP education (ae6)? When respondents asked whether they support the new MOI
policy for grade 7 & 8 or not, out of the total sample size, 330 (61 .5%) respondents are
in favor of the new program whereas 207 (38.6%) opposed to it. This implies that
respondents are happy with the fact that the authorities start realizing their
dissatisfaction with the use of Amharic throughout the primary levels.

F: In your view, the rationales given for the revision of MOI policy in the region were
acceptable (ae5)? This question is prepared for only teachers for it requires judging
the reasons given for the introduction of the new program in the region. As table 4: 18
above indicates, 50 (86%) teachers accept the rationales for employing English for
math & science, and Amharic for other content subjects as a MOL Mentioned has
been made regarding the main reason for changing MOI policy in the region, which

was the alleged growing demands of the society.

This implies that the people of the region had demanded that the Amharic-only
medium policy at UP levels needs to be changed. If this is the case, which language or
languages the society needs to be used for MOI for UP education then? To answer this

question attempts were made to find out whether or not studies were conducted to
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assess the needs of the society before making the decision.

To begin with, some respondents condemns the decision because it was so fast with
out any serious study on the issue prior to the decision though there was general
discussion in which the public expressed their opposition towards Amharic medium
for UP education. An education bureau official, however, rejected this comment by
saying after a public debate; studies were conducted and presented by the four teachers
training colleges in the region on the matter. He did not specify what the findings were
and whether they were used as inputs for the decision. He rather accentuated the fact
that the decision was basically political. This is related to what the Regional
Government Cabinet (2005) officially and regretfully stated with regard to the
decision “in response to the high demands of the society we [the regional government]
are obliged to employ English and Amharic for Grades 7 and 8 education but we
belicve that using the mother tongue is just and acceptable,” (my translation from the
Ambharic version). What does this suggest? A numbers of speculation could be made.
For instance, as one of the REB official admitted more public awareness efforts should
have been made in order to change the misconceptions that resulted in negative
attitudes towards the use of Amharic in the schools. This is again, subsequently
followed by such a strong public pressure. The implication of this response solidifies
the argument that the decision is made so hurriedly. If this argument turned out to be
acceptable, the decision seems contradict with the recommendation of UNESCO

Committee, which states that:

...the Committee recommends that educators try to win the confidence
of the people and convince them of the advantages of mother tongue
instruction. If a total program in the vernacular is not acceptable,
perhaps some parents can be persuaded to accept an experimental
program, which the Committee believes will convince the skeptical that
vernacular-language education is sound policy. The Committee accepts

the right of the people of a country to choose the language their
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children will be instructed in, but only ‘in the last resort’ (UNESCO
1968: 696, quoted in Fasold 1984:296) (emphasis added).

Although the use of Amharic in UP education was faced opposition from its inception,
it was assumed that the opposition of the society towards the use of Amharic would be
changed as they experienced the advantages of MTE during its implementation stages
(1994/5-2003/4). However, according to the official from the REB there were little
attempts were made to convince the public that the system in use at the time was
advantageous. In a situation where there ware no adequate public awareness raising
offorts to convince the society to accept the MTE program by showing its results,

making a decision against MTE appears to be immature and unjust.

As far as the criticism of lack of prior study and preparation is concerned, I found out
that there was an attempt to back up the decision with studies. I met one of the
instructors involved in the study which was conducted in Gondar Teachers’ Training
College and he told me that the decision was taken in the middle of their study. When
he and his associate asked the officials what to do with their study, they were ordered
to continue with it. In the end, they proposed all subjects to be taught in English,

which is different from the already made decision.

Next, attempts will be made to compare both grade 7 and 8 students academic
performances of before and after the implementation of the new MOI policy in order

to give a preliminary evaluation of the effects of the new MOI policy in the region.

G: Comparative Assessment of Students’ Score between Pre- and Post- Introduction
of the New MOI Policy in Amhara region. Since one of the main objectives of this
study is to assess and indicate the effectiveness of the new MOI policy in the region,
the researcher attempted to compare both grade 7 & 8 students results of before and
after the introduction of the new MOI policy. Although it is too early to assess the
effectiveness of the new MOI policy with in such brief period of time, it was thoght

that it would provide some indicative assessment results. To this end, I have tried to
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compare the number of students who scored passing mark and students’ average score
of each subject between the years before and after the implementation of the new MOI
policy using the row date from education bureau of the region and from one of the

sample schools.

Thus, the table 4: 15 bellow presents and calcultates the number and the percentage of
students who registered for examination, who took the examination, who passed the
examination over the last three years and the cut-off point for passing/failing mark.
And, the second one, table 4: 16 bellow, presents the average score of Grade 7 and 8
students per subject taken from Meseret elementary school, which is one of the sample

school in Gondar town.

Table 4: 19. Amhara region’s total number of grade 8 students’ regional examination result

number of students students who took the | students who passed
year | sex resisted for the examination the examination passing
examination Count % count % mark
M 346868 332184 95.8 254311 76.6
1997 | F 265866 256937 96.6 164664 64.1
E.C. | Total | 612734 589121 95.6 418975 71.1 45
M 115649 111782 96.7 101247 90.6 45
1998 | F 87760 86283 98.3 78275 90.7 43
E.C. | Total | 203409 198065 97.3 179522 90.6 44(average)
M 114764 108501 94.5 88827 82.2 40
1999 | F 94941 95330 100.4* 71265 74.8 39
E.C. | Total | 209705 203831 97.2 160036 78.5 39.5(average)

Source: Amhara Region Education Bureau
* Over 100% female students took the examination!?

Beginning with the information in table 4: 15, in all the three academic years more
than 95% of the total number of students who are registered have taken the
examination. When we compare the percentage of students who passed the
examination during the three academic years, the highest number of students who
passed the examination (which are more than 90%) was in the year 1998 E.C. These
students are the last batch that went through the Ambharic-only medium. The number
of students who passed their examination from the new differential language use for
MOI policy (78%), those who took their examination in 1999 E.C, is significantly
lower than the last batch of the old Ambharic-only medium policy (90%). They,
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however, are slightly greater than the number of students who passed the examination

in 1997 E.C. (71.1%), who were learnt in Amharic-only medium.

Here, attention should be given for the cut-off point for passing/failing mark since it
has a significant effect on the number of passing students. The average cut-off point
for passing/failing mark for 1999 E.C. examinees was 39.5 (40), which is the lowest of
the three. On the contrary, cut-off point for passing/failing mark for thel997 EC.ds
45, which was the highest of the three. This may lead us to think that the percentage of
students who passed their examination in 1997 E.C. (71.1%) is lower compared to the
1999 E.C. examinees probably because the cut-off point for passing/failing mark in
the former (45) was higher than the latter (39.5/40). All things being equal (the type of
examination adiminstered at these different times, the materials used, the teachers
taught, the state of confusion due to the change of the policy etc.) except the difference
in the MOI in these two different times, what would have been the percentage of
students who passed the examination if the passing mark for the year 1999 E.C. had
been 45? To answer this question, we need to know the frequency of average mark
score in the region. Then after, add the frequencies of scores between 40 and
44(40=8792, 41=7595, 42=9298, 43=8104, 44=9800), which is 43595. This tells us
that more than 43595 students would have been failed, if we had had 45 instead of
39.5 (40) cut-off point for passing/failing mark for the year 1999 E.C.

Likewise, the percentage of students who passed the examination would have been
lowered into 57.1%, which is much lower than the 1997 E.C result (ie. 71.1%).
Hence, this may strengthen what has been frequently argued by the education bureau
officials in support of Amharic medium. As it has been mentioned, REB officials
contend that students perform better when the MOI was Amharic. An education
bureau official, who is an expert of Students’ Assessment and Examination section at
the bureau, told me that the Grade 8 regional examination score for the year 1999 E.C

is much lower than the previous years. Furthermore, he and other experts in the field
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have suspected that the reason for this significantly low performance is due to the

change of MOI for many of the subjects in grade 7 & 8.

Many teachers and students in the sample school, however, defended this by saying it
is a temporary problem which is not related to the change of MOI. The fundamental
reasons were the measures taken abruptly and teachers were not given enough time to
prepare themselves. They added they heard the decision through the state and the
national media during their summer vacation, which is less than a month period of
time before its implementation. Teachers also complained the fact that they were not

given special short term trainings and proper orientations as to its implementation.

According to some teachers, the implementation stage has had huge problems. At the
beginning, there were no text books for English medium subjects even for the teacher
himself. In sociolinguistics terms, stages of language policy and planning are not
respected which is the major problem of this policy that brought all (decision,
planning and implementing) at once. Thus, the counter argument for students low
score with the new policy seems that students’ low score for the year 1999 E.C. is an
index of their being the first in a situation where all the aforementioned problems
prevailed. Moreover, they hoped things will be changed for the good of English
medium as students and teachers pass through it. Some teachers and students stressed
the need of English medium as early as possible though it lowers their performance.
This is because; as they put it, “English is everything in the world particularly in
education” and “it is the key for success in education and in life at large.” This
switches the argument from the question of performance into the desire or aspiration

towards English language. It does not necessarily mean it make no sense at all, though.

I have also tried to get more specific results of Grade 8 regional examination in order
to compare the results between the two MOI policies over the years. I was informed
by the region’s students’ Assessment and Examination expert that they do not

document examination results per subject for it is the duty of each and every school.
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He further said that individual schools are expected to calculate and document it in
order to identify how well students have done in each subject and design mechanisms
for improving subjects with low scores. Then, I went to each and every sample schools
and requested for it. Surprisingly, I succeed in getting what I want only from a single
school out of the four sample schools included in the study. What I was told from
other schools was that they don’t have the roster summary because either they did not
prepare it at all or they have sent it as a report with out a copy of it. Though I wished
to summarize from all sample schools, thanks to the poor roster handling and
documenting traditions in the schools, only the results of one sample school is
analyzed which at least help us to give indicative assessment of the new MOI policy

for UP education.

Table 4: 20. Meseret elementary school’s average score of Grade 7 & 8 students per subject

Year | Grade | Amharic | English | Math | Biology | Chemistry Physics | Social Civic &
Studies Ethical
Education
1997 7 73.8 61.1 66.4 72.8 70.1 72.2 74.4 80.7
E.C. 8 63.7 63.8 57.5 61.2 67.7 62.2 71.8 64.2
1998 7 79.7 58.3 52.8 52.1 57.4 60.9 65.6 60.1
E.C. 8 62.7 54.8 56.6 61.9 64.5 55.6 65.1 779
1999 7 719 56.4 54.7 56.9 56.9 55.6 69.1 66.0
E.C. 8 62.1 48.6 49.9 56.9 54.9 61.4 67.2 73.4

Source: Meseret elementary school roster

The table above indicates the average score of grade 7 & 8 students of Meseret
Elementary School of all subjects for the last three years. The aim is to compare the
results between the old (Amharic-only) and the new (differential use of Ambharic &
English as MOI) policy. For the new policy has been implemented sine 1998 E.C.,
only the 1999 E.C. results of grade 8 students can be considered, but for grade 7 it
includes the results of both 1998 E.C. and 1999 E.C. As can be seen from the table,
the scores of all subjects, with the exception of physics for the year 1999, the year

when students of the new policy took their examination, is lower than the results of the
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previous years (in this case 1997 E.C. & 1998 E.C.). Similarly, in grade seven students
of the old (Amharic-only medium) policy (ie. 1997 E.C. & 1998 E.C) has scored
better results in all subjects except Amharic, which has nothing to do with the issue of
MOI for it has been the same in both cases. More surprisingly, the average English
score is better when Amharic was the MOI than English medium for most subjects in
the curriculum. This may weaken the argument that English proficiency will improve
by using it as a MOL This means that both students and teachers are unable to cope up
English medium education in the school. This has been seen during classroom
observation too. Many teachers and students were not communicating in English

unless translation is employed into Amharic.

Thus, the results from the above two tables are in agreement with other previous
studies, which compared the effect of using MT visa-avis English as a MOI on
English, math and science achievement scores across the nation (Mekonen 2005;

heugh et al. 2007).

To summarize the main findings of this section; the majority of teachers, students and
parents have welcomed the new MOI policy. Mentioned has also been made that there
were oppositions towards Ambharic-only medium for UP education due to the
commonly held misconceptions and other practical implementation problems. of the
old Amharic-only medium policy. However, the decision taken to replace Ambharic
with English for math and science subjects seems immature and unjust solutions for
the underlying problems. Moreover, an indicative assessment on the effectiveness of
the new MOI policy revealed that students of the old Ambharic-only policy have

performed better than students from of the new policy.

The next sections will discuss the findings on respondents view towards the de facto

practice of the new policy.
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4.4. Views Towards the Mixed Use of English and Amharic as MOI in
UP levels of Amhara Region

This section will present findings from the analysis on mixed use of English and
Ambharic for UP education in the region. Towards this end, the respondents were asked
two questions. The first one states the mixed use of both languages in the same class
with different functions, i.e. English as the MOI and Amharic as a support language.
The second statement presents its advantage over the smooth transition from Ambaric

onto English medium. The tables bellow presents the findings of the analysis.

Table 4: 21. For better results, English should be used as MOI and Amharic should be used as a

support language in UP education (dm1) _ _ _
Frequency Percent Valid Percent Cumulative Percent

Valid strongly agree 284 48.8 49.4 49.4

agree 147 233 25.6 75.0

disagree 72 124 12.5 87.5

strongly disagree 48 8.2 83 95.8

no opinion 24 4.1 4.2 100.0

Total 575 98.8 100.0
Missing System 7 1.2
Total 582 100.0

|
|

“*Mean = 3.95130

A: For better results, English should be used as MOI and Amharic should be used as
a support language in UP education (dml): This item is asked to elicit respondents’
opinion regarding the possibility of using both English and Amharic for one subjects
simultaneously. From the response in table 4: 21 above, it is clear that the majority
(75%) of respondents want mixed use of both English and Amharic as MOI for UP
education in the region; in fact 284 (49.4%) and 147 (25.6%) participants said that
they would strongly agree and agree in that order that English should be used as a
MOI and Ambharic as a support language. Interestingly one can see that the number of
respondents increase considerably as one moves from no opinion to strongly disagree

to disagree to agree and to strongly agree.
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This response is also supported by Grade 7 students, whom I talked to in one of the
sample schools who told me that they have difficulty of following lessons delivered in
English. They said they would usually want their teachers to translate into Ambharic,
which they said provides better understanding. They also find it difficult to express
their ideas in English. Regarding the mixing of languages (or code switching), subject
teachers complain about the very low English language ability of their students. They

say they are forced to translate almost everything into Amharic.

Likewise my classroom observations confirm that Amharic is often used by the
teachers whenever they sense that whatever they have taught has not been well
understood by the students. Teachers have then to resort to code switching and
concurrent translation so as to make the students understand what they are teaching.
Classroom observations conducted in all sample schools, including the secondary
school, revealed that they are employing mixing Ambharic intensively during the so
called English medium classes. Many teachers use unsystematic intre-sentencial and
intrasentential code switching. Other teachers in the sample schools were observed
employing a sort of systematic use of Amharic and English in which the former is
used for explaining and discussing and the later used for writing and reading notes,

and examinations.

This kind of code-switching exists across Africa (Brock-Utne 2003). In Tanzanian
secondary school classrooms, for instance, teachers have been observed code-
switching back and forth between English and Kiswahili while teaching, often using
predominantly Kiswahili, but writing in English on the blackboard but students who
write their exams in Kiswahili are punished with zero mark (ibid.). Similarly, in South
Africa teachers teaching in the black schools code-switch between one of the African
languages and English. School-children in South Africa may choose to write their
exams in either English or Afrikaans, but not in a language of the African majority
population (ibid.). As Eastman (19992), cited in Mwinsheikhe (2003), pointed out

failure to communicate successfully in the foreign language forces teachers and
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students to code-switch, which is an attempt to facilitate understanding and

internalizing the many concepts of the lesson.

As the findings of table 4: 22 bellow depicts, this kind practice assumed to have

advantages of facilitating the transition to English medium.

Table 4: 22. I think the mixed use of English and Ambharic as MOI in UPE creates a smooth
transition from Amharic in primary to Engli@_eiimi_rﬁcondary and tertiary levels (dm?2)

Frequency Percent Valid Percent Cumulative Percent

Valid strongly agree 220 37.8 38.4 38.4

agree 190 32.6 33.2 71.6

disagree 86 14.8 15.0 86.6

strongly disagree 51 8.8 8.9 95.5

no opinion 26 4.5 4.5 100.0

Total 573 98.5 100.0
Missing System 9 1.5
Total 582 100.0

—————————————————————————————

*Mean = 3.7713

B: I think the mixed use of English and Amharic as MOI in UP education creates d
smooth transition from Amharic in primary (0 English medium in secondary and
tertiary levels (dm2): This item is important to bring out participants level of
agreement on the suggestion of initial mixing of the two languages for instruction
purposed before a complete shift from Amharic to English medium. Accordingly, as
can be observed from table 4: 22 above, the number of respondents increases as one
goes from no opinion (4.5%), to strongly disagree (8.9%), to disagree (15%), to agree
(33.2%) and to strongly agree (38.4%) as in part A above. It is also clear to see that
more than 70% of the respondents believe that mixed language use before changing

from one MOI to another softens the transition.

Teachers, who took part in the interview, have also expressed the fact that students are
finding the transition to English MOI in Grade 9 very difficult, and they felt that the
use of English as MOI and Amharic as a support language at UP levels may help
students to cope up the challenges they face at secondary level due to a change of MOI
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particularly for plasma instruction, in which lessons are not accompanied by code-

switching or translation at all.

To sum up the findings of this section, both teachers and students admitted that mixing
of English and Amharic is a common practice in UP schools of the region and they
believe that such practice will help students to cope English-only medium by plasma
teachers at Grade 9 in addition to enhancing teaching-learning process at UP levels.
The findings of the next section will also strengthen the arguments in favor of cod-

switching for classroom interaction at UP levels.
4.5.Respondents Preferred Language/s of Instruction For UP Education

In order to identify respondents preferred language or languages for MOI at UP school
levels; respondents were asked choose among the possible candidates for this purpose.
They were also given a chance to suggest other than the given options, if any. The
question asked was ‘Which language/s do you think is/are the best MOI for UP
education in the region?’ Table 4: 23 bellow summarizes respondents’ preference as

to which language shall be used for grade 7 & 8 education in the region.

From the total sample size, nearly half of the respondents (265 i.e. 46.4%) prefered
English as MOI and Ambharic as a support language, which supports the responses
given for dml & dm?2 above. Moreover, 149 (26%) respondents believe that Ambharic
should be used for social science subjects and English for math & natural science
subjects as MOI, which is presently implemented. 90 (15.8%) agreed on the use of
English-only as the only MOL 67 (11.7%) participants suggested the retention of
Amharic-only as MOI for all subjects.This findings imply that respondents prefered
the mixed use of both languages for teaching all subjects except the languages

themselves.
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Table 4:23. Respondents Preferred Language/s for MOI at UP School Level

Frequency Percent Valid Percent Cumulative Percent

Valid English as MOI & Amharic as a support 265 455 46.4 46.4
Ambharic & English for different subjects 149 25.6 26.1 72.5
English-only 90 15.5 15.8 88.3
Amharic-only 67 11.5 11.7 100.0
Total 571 98.1 100.0

Missing System 11 1.9

Total 582 100.0

— —— — — —
— — — — —

One can wonder why respondents prefered the present policy, that states both English
and Amharic should be used for different subjects, to English-only medium. This is
because in the previous sections, it has been found that respodents would like English
to be used for all subjects. I have speculate two possible explanation for the observed
discripancy between the two findings. First, when they gave their response for the
previous questions, they might not noticed difference between the de facto practice
(which allows them to mix the two languages frely for the so called English medium
subjects) and the de jure ( ideal) English-only medium (the use of only-English
throughout the class). And secondly, realizing what the de jure english-only medium
demands, which they can’t afford to do so due to thier limited English competence,

they might have changed their mind.

Thus, respondents would like to have a mixed use of English and Ambharic for all
subjects across the curriculum. Both teachers and students have also confirmed this
during the interview. Most of them want English medium but they equaly aware of the
fact that using only English as MOI at these level is impossible because of limited
competency of both teachers and students. In agreement with the findings of the
questionaire and the interviews above, teachers are observed struggling with the
English language to teach science subjects, and they relay much on reading the note on
the board. They use Amharic for discussion and explanation but not systematically and
sometimes in a manner that leads students to confusion. I learned that normal

classroom teaching involves regular and unsystematic use of mixing language between
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English and Amharic. This happened consistently to a great extent at grade 7 where

transition to English medium occurred in that region for math and science subjects.

From the foregoing discussion, it is apparent that there is no a such English-only
medium classes in the region. Instead, what is being practice across the region
particularly at UP levels is that code mixing/switching in order to cover thier inability
of using only english as a MO, which may indicate the gab between the need and the

performance.

What should be done to fill such gabs? I would propose the need to systematize and
legitimatize what is being practice in the real classrooms. How? I again suggest
detailed and further study which may come up with clear methodology and policy
implications as to how?’. But for this study, systematizing the coping strategies which
have used by both teachers and students may give a short term solutions to bridge the

existing gab between the policy and the practice.

When there is such gabs, what is bieng practiced and sometimes recommended is to
systematize the coping strategies that are being employed. The most frequently used
coping strategies are code switching ( here, a switch from English to Amharic and
viseversa between sententences-intersentential change), code mixing (here, a switch
from English to Amharic and viseversa within a sententence-intrasentential change)
and translation from English into Amharic. Such strategies and practices are common
in many african countries in order to fill the linguistic gabs as noted by Brock-Utne et

al.(2003: 5):

In classrooms in both countries [South Africa and Tanzania] the main
survival technique is to be found is the practices of code-switching,
code-mixing and regular translations; practices that are not approved.
Even though these are the practices through which students have been
learning, they are not allowed to use them when exams are set. An

answer, even a completly correct one, is regarded as wrong if it is
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expressed in the mother tongue or in a code-mixed fashion and not in

the official language of instruction.

The practice of code-switching has also been observed and found to be an effective
teaching strategy in many other African countries where a foreign/second language is

used as MOI in the presence of native languages:

From my own experience sitting in the back of class-rooms in twelve
different African countries — both in east and west Africa — I know that
African teachers code-switch all the time between a language they and
the children master well and the official language they are supposed to
teach in. It may be a completely necessary teaching strategy, but in
many countries it is outlawed or discouraged (emphasis added) (Brock-

Utne 2007).

Many of the points raised in both South Africa and Tanzania are also observed in
Amhara region and the country at large. For instance, since the practice of code-
switching, code-mixing and translation are not legitimate, students are not allowed to
code-switch/mixed at all during examinations. Making legitimate may take several
bureaucratic steps which may demand a policy change. Leaving legitimatization
process for detail and further investigations, let me focus on some advantages of code-

switching/mixing and translations as coping strategies for classroom interactions.

In classrooms, code-switching/mixing comes into use either in the teachers’ or the
students’ conversation. Although it is not favored by many educators, one should have
at least an understanding of the functions of switching between the native language
and the foreign language that students are expected to gain competence in and its

underlying reasons (Sert 2005).

Firstly, the functionality of code switching in teachers’ classroom discourse is listed as
topic switch, affective functions, and repetitive functions by Mattson and Burenhult

(1999:61), cited in Sert (2005). In topic switch cases, the teacher alters his/her
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language according to the topic that is under discussion. In these cases, the students’
attention is directed to the new knowledge by making use of code switching and
accordingly making use of native tongue. In affective functions, which serve for
expression of emotions, code-switching/mixing is used by the teacher in order to build
solidarity and intimate relations with the students. In a repetitive function, the teacher
uses code switching in order to transfer the necessary knowledge for the students for
clarity. However, the tendency to repeat the instruction in native language may lead to
some undesired student behaviors. A learner who is sure that the instruction in foreign
language will be followed by a native language translation may loose interest in
listening to the former instruction which will have negative academic consequences.
This has been witnessed in may classroom observation that students did not pay
attention to the teacher when he try to discuss his lesson in English only and they start
to follow him when he begun translating into Amharic. This implies that translating as

a coping strategy should be done less frequently with care.

Secondly, Eldridge (1996:305-307), cited in Sert (2005), names functions of students’
code-switching/mixing as: equivalence, floor-holding, reiteration, and conflict control.
The first function of student code switch is equivalence, in which the student makes
use of the native equivalent of a certain lexical item in target language. This process
may be correlated with the deficiency in linguistic competence of target language,
which makes the student use the native lexical item when he/she has not the
competence for using the target language explanation for a particular lexical item. It
gives the student the opportunity to continue communication by bridging the gaps
resulting from English incompetence. The next function to be introduced is floor-
holding, which is a mechanism used by the students in order to avoid gaps in
communication, which may result from the lack of fluency in target language. The
third consideration in students’ code switching is reiteration, in which the message in
target language is repeated by the student in native tongue through which the learner

tries to give the meaning by making use of a repetition technique. The reason for this
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specific language alternation case may be two-folds: first, he/she may not have
transferred the meaning exactly in target language. Second, the student may think that
it is more appropriate to code switch in order to indicate the teacher that the content is
clearly understood by him/her. The last function of students’ code switching is conflict
control. For the potentially conflictive language use of a student, the code switching is

a strategy to transfer the intended meaning.

In supporting the existence of code switching in classrooms, Skiba (1997), cited in
Sert (2005), suggests that in the circumstances where code switching is used due to an
inability of expression, it serves for continuity in speech instead of presenting
interference in language. In this respect, code switching stands to be a supporting
element in communication of information and in social interaction; therefore serves
for communicative purposes in the way that it is used as a tool for transference of
meaning. All these in general lead to the idea that the use of code switching somehow
builds a bridge from known to unknown and may be considered as an important
element in teaching when used efficiently. Therefore, it may be suggested that code
switching in classroom is not always a blockage or deficiency in learning a language,
but may be considered as a useful strategy in classroom interaction, if the aim is to

make meaning clear and to transfer the knowledge to students in an efficient way.

44 Correlations between respondents’ views and independent variables

This section will investigate the relationship between respondents’ views and the
independent variables in this case type of respondents, sex, educational level,
residence, experience and field of teaching subject. It also tries to determine the
strongest indicator, if any. This investigation is important since the study involved
participants with different category, gender, education level, place of residence and
field of teaching subjects. In other words, it analyses whether respondents’ view
towards MOI policy and implementation for UP education in Amhara region is

affected due to differences in those factors.
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To this end, the Bivariate Correlations procedure is employed. Correlations measure

how variables

are related. In this study, Kendall's tau-b is chosen which measure the

association between rank orders since the data in this study are not normally

distributed or have ordered categories. Two-tailed test of signific

selected since the direction of association is not known.

Correlation coefficients range in value from

relationship. A value of 0 indicates no linear relationship.

Table 4: 24. Correlations between respondents view and Indi

pendent variables

ance probabilities is

—1 and +1. -1 correlation coefficient

indicates a perfect negative relationship whereas +1 shows a perfect positive

Field of
Respondents Level of Place of Teaching Year of

Statistics type Sex | Education | Residence Subjects Experience
Respondents Correlation ] s i .
vie“[') Coefficient 023 | .064 .065 T49(%%) 001 217(%)

Sig. (2-

tailed) 557 | 104 .064 .001 994 045

N 462 | 460 462 380 3| 59
¥* Correlation is significant at the 0.01 level (2-tailed).
* Correlation is significant at the 0.05 level (2-tailed).
The table above reveals that there is a negligible association between respondents’

views and

the independent variables (category of respondents, sex, education level,

residence, field of teaching subjects and year of experience). In other words, the

correlation between respondents’

view and these factors is not statistically

significance. The scale of the association from the smallest to the largest, however, is
at .994, N=59 for field of teaching subjects; r=.023, sig. at .557, N=462 for
r=.064, sig. at .104, N=460 for gender; r= -.065, sig. at .064, N=462 for

r=.001, sig.

profession;

level of education; r=.149, sig. at .001, N=380 for place of residence; and r=-.217, sig.

at .045, N=59 for year of experience. This implies that respondents do not held a

positive of a negative view

towards the MOI policy whether they are student or

teacher, male or female, grade 6 or grade 9 students, from urban or rural, etc.
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CHAPTER FIVE
5 SUMMARY, CONCLUSION AND RECOMMENDATIONS

This study has assessed the views of participants’ towards the MOI policies that have
been used and their effectiveness for UP education in the Amhara region. Thus, this
chapter presents, first a short summary of the major findings of the study; second, the

conclusions and recommendations drawn from the major finding of the study.
5.1 Summary and Major Findings

As a background to the fundamental research problems, that in most parts of the
Amhara Regional State Amharic was used as a MOI throughout primary schools
including grade 7 and 8 for all subjects and that English was used from grade 9 on
wards until 2005/6 have been discussed. However, the Amharic only medium in grade
7 and 8 has been changed into the differential use of English and Ambharic for UP
education in the region since 2005/6 due to the alleged strong public pressure. In this
revised regional policy students learn mathematics and science subjects in English and

other content subjects in Amharic.

The main research objectives of this study have been to assess the views of students,
teachers, parents and education bureau officials towards the MOI policies that have
been used and their implementation in UP education of Amhara region. In doing so,
the study assesses the mechanisms employed in implementing BLEd and investigates

the possible implications. Thus, it has addressed some pertinent questions:

e How and why has the region moved from Ambharic only medium policy into a

differential use of both Amharic and English for UP education?

e To what extent has Amharic only medium education been viewed as infective and
as a threat to the quality of education and of English proficiency? On the other

hand, the research has shown the extent of respondents’ aspirations towards
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English medium for UP education as a way of enhancing quality in education and

English proficiency.

e To what extent is the regional new MOI policy consistent with the practice in the

real classroom situations?

As far as the research methodology is concerned, this study has used both quantitative
and qualitative methods. Research instruments like questionnaire, interviews,
observations, and document examination have been incorporated. In addition to using
a qualitative type of data analysis, the SPSS program has been used for analyzing the

quantitative data.

The following key findings have been obtained from the various data analyzed which
could principally assist educational policy makers, language planners and
implementers to consider policy revision and implementation repercussions in

relation to the views and practices of MOI policies for UP education in the region.

i, The region, having made a transition from only Ambharic medium policy into a
differential one, has on the one hand relegated the Amharic language which has
in turn empowered English as MOI for mathematics and science subjects in
grade 7 and 8. This seems to weaken the use of the mother-tongue in education

for UP education in the region.

ii. In the study, many teachers, students, and parents do not prefer Amharic to be
used as MOI for UP education though the use of it facilitates the teaching
learning process. The majority of respondents hold negative view towards

Ambharic as a MOI because of their belief that:

a. The use of Amharic as MOI in UP education had lowered the quality of

education though empirical evidences do not support their claim.

b. Using Amharic as a MOI for UP education could adversely affect

students’ achievements in their national examination at grade 10
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administered in English. The empirical data, however, did suggest the

other way round.

Amharic does not have the capacity of teaching mathematics and science
subjects in UP levels in the region. Research on the area, however,
revealed that in the entire country, students whose MOI is their MT,
including the students of Amhara region, have had higher achievement in
mathematics, Chemistry and Biology at grade 8 examination than

students whose MOI is English.

English language proficiency of students is affected as a result of the use
of Amharic as MOI in UP education, which is not also apparently

supported by researches.

{ii.  Although teachers and students face difficulty of using English as a MOI, they

would like the language to be used as MOl at UP levels due to a commonly held

mistaken beliefs of their that:

a.

b.

English is the ultimate MOI as of grade 9,

Students English language ability will improve if it is used as a MOL,
which is disproved by studies.

Students will not encounter any problem of using English as a medium
when they reach Grade 9 if they start using it at UP levels;

Fnal ish

It promotes quality education for the fact that Amharic 1s rich in teaching
and learning materials, supplementary materials, and trained teachers in

different subjects.

The use of English as MOI for UP education in other regions put the
students of the Amhara region in unfair competition during national

examination. In contrary to this view, the 10" Grade national examination
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iv.

vi.

vii.

assessments have shown that the Amhara region students have performed

better than those students who used English as MOI at UP levels.

The new MOI policy for UP education in the Amhara region has been accepted
by a large number of participants. A close inspection of the data revealed that
many informants are not clear with the policy, particularly the use of Amharic for
social studies, and civic and ethical education. Those who are aware of the policy
are divided on the use of Amharic for social science subjects. Many social
science teachers do not support the use of Ambaric for social science subjects.
People at the bureau have expressed emphatically that social science subjects
will continue to be given in Amharic for they do not involve many technical

terms and they include a lot of local issues.

The main reason given for the introduction of the new MOI policy has been
accepted by many participants. For some, however, the decision was made
without prior study and with minimum participation of the main participants. It
was found out, however, that there was an attempt to back up the decision with
studies though the decision was taken abruptly in the middle of the process of

these studies.

Since one of the main objectives of this study was to give an indicative
assessemnt of the effectiveness of the new MOI policy in the region, the
researcher has attempted to compare both grade 7 and 8 students’ results of pre-
and post-introduction of the new MOI policy. Although it is too early to assess
the effectiveness of the new MOI policy within such a brief period of time, it was
found that students performed better when the MOI was Ambharic-only than the

present policy.

The other important finding of this study is the existence of considerable
mismatch between the policy statement and policy implementation. Although the

new regional policy stipulates that the MOI for UP education should be English
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for math and science subjects, the fact on the ground is quite different. It was
clear that cod-switching/mixing and translation between Ambharic and English
are used by both students and teachers quite commonly and unsystematically.
Therefore, the fact that teachers resort to code switching and concurrent
translation so as to make the students understand what they are teaching reveals

that the de facto policy is quite different from the regionally set policy.

viii. Many participants in the study would like a systematic code-switching/mixing of
English and Amharic to teach one subject. This positive inclination of
participants towards the mixed medium is due to the fact that both students and
teachers lack of English competency though they have great aspiration towards
English. It is also presumed that mixed medium will make the transition to

English medium smooth.
5.2 Conclusions and Recommendations

This study has tried to assess participants’ views towards the MOI policies that have

been in use in light of the practices in UP schools of Ambhara region.

The results and findings of this study suggest that many students, teachers and parents
held negative views towards the use of Amharic as a MOI and they would like English
to be used as MOI at UP levels for all subjects across the curriculum. The practices in
Grade 7 & 8 classes, however, suggest that both teachers and students lack the
required English language proficiency for teaching and learning via the language.
Moreover, some research works indicate that students who had used Amharic for UP
education has scored better results in many subjects than those students who have been
using English for UP education. The negative views towards Amharic as a MOI,

therefore, are mainly based on unproven and mistaken beliefs of the respondents.

Considering the fact that students and teachers lack of English competency, many
respondents’ greatly supported the idea of using both languages for each subject in a

systematic manner, i.e. English as a main medium and Ambharic as a support language.
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In this respect, this study, having assessed the views of participants and the practices

of MOI policies for UP education in Ambhara region has come up with the following

recommendations.

i.

The most commonly used point of argument raised against the use of Amharic
for UP education is that compared to English it is believed as less developed to
be a language of science and technology, which is contrary to a scientifically
proven truth of the fact that any language can be developed to express science
and technology. when we take the use of English from grade 7 on, in spite of the
fact that English is a well developed language and has all the qualities stated by
respondents, this study reveals that students who were taught in Ambaric, have
achieved higher than those students who were taught in English. This could
confirm that the use of Amharic in education does assist the teaching learning

process much better than the use of English in the region.

In principle, therefore, it sounds logical to suggest the use of Ambharic in
education should be encouraged further not only to facilitate the teaching
learning process but also to localize science and technology, and to integrate and
promote native knowledge. However, it should not be at the expense of
participants’ interest and in the form of imposition rather it should be by raising
the awareness of the participants. Decision makers and the society at large are
seemingly naive of the significance of the MTE policy, and they lack dedication
towards its execution. Therefore, much has to be done to raise parents’, teachers’
students’ and policy planners’ consciousness on the significance of the use of
MT in education. In this regard, parents, students, teachers and other
stakeholders have to see and understand the misconceptions on which they base
their arguments for their preference of English medium in UP schools of the
region. To this end, there is a need to conduct sensitization activities by the

concerned bodies particularly on:
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a. The ill-effects of using English, a language most teachers and students do
not understand very well, as a MOI at UP school levels. For example,
little learning of the subject matter, learning incorrect English from the

negative exposure, rote learning and being unable to think critically.

b. Some of the theories of language learning, which assert that one can learn
a foreign language better when he/she has learnt in a familiar language to

a high level.

c. The best way to learn a foreign language goes through the language that

we already know and understand.

d. The need to teach both English and Ambaric as subjects by those who are

trained very well to teach them.

e. Using English to teach science and math subjects, on the assumption that
students will learn English in the process is not a short-cut to get
knowledge. There is no need to give up one’s first language in order to

learn a second.

To sensitize stakeholders on the above points and to change such long
established negative attitudes towards Ambharic as a MOI, the use of print and
clectronics media, conferences, continuous public debate and dissemination of
related research findings to the public by translating into Ambaric etc. are
important. This sensitization process requires serious commitment and resources,
which may take long term process. In the meantime, a more effective strategy for
dissemination and revision of Amharic terminologies should be designed and put
into effect. Although I firmly believe that Ambharic should be the MOI for UP
education and even beyond in Amhara region; the aforementioned sensitizations
and massive public participations processes must be done adequately before the
re-introduction of Amharic medium in the region. Meanwhile, I have the

following short term suggestions (ii bellow) in order to narrow the existing gab
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ii.

iil.

between the regional policy and the classroom practice, which in a way may
facilitate the re-introduction process of Amharic as a MOI at UP levels in the

region.

This study has found that there is a concrete mismatch between what is being
practiced in the real classrooms and the MOI policy of the UP education in the
region. The policy states that English should be used as MOI for math and
science subjects and Ambharic for other subjects. In practice, it has been noted
that both teachers and students use code-switching (mixing of English and
Amharic) so as to fill the linguistic deficiency of English in the so called English
medium subjects. Although students are allowed implicitly to use Amharic for
classroom communication, they are not allowed to use it in the examinations.

These have been obstacles for an easy and smooth teaching-learning process.

Thus, it is recommended that teachers should be allowed to code-switch and
students should be permitted to answer their exams in Ambharic or in both if they
cannot be able to answer it in English. It may help learners to acquire both the

subject matter and linguistic knowledge, proficiency in Amharic and English.

Since teachers are not trained on mixed medium of English and Amharic for
teaching one subject, they are not systematic and uniform in using these
languages, which is a major problem in the teaching learning process at present.
In order to make teachers more effective in their code-switching, they have to
get training either as part of the curriculum in the training institutions or in-
service training which will enable them to be proficient in English language, and

to acquire bilingual methodologies and subject matter knowledge.

Confession has been made in the limitation of the study that the findings of this
thesis can not be comprehensive in a manner to offer a full print of the views
and the practices of MOI policies for UP education in Amhara region. Hence, it

could be appealing to suggest conducting a similar research in the other parts of
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the region and the country at large. More to the point, it could be fascinating to

carry out a regional and/or a national level research on:

= Assessing advantages/disadvantages of early entry (from grade six or
bellow) /late entry (grade 9) to English as a MOI, over grade 10/12 students’

English, and Science and Math national examination score.

= An experimental research on a systematic alternate use of both Amharic and

English for teaching one subject.
= A pilot study and research on bilingual assessment strategies.

= An assessment on the effect of the use of only monolingual text (e.g.
English) vs. bilingual books (e.g. the use of both Amharic and English) on

students’ English, and math and science result.

117



Bibliography

Abdulaziz, Mohammed H. (2003). The History of Language policy in Africa with
reference to language choice in Education. In Ouene, Adama (ed.): Towards a
Multilingual Culture of Education. Hamburg: UNESCO, Institute for Education.
pp.103-112

Abudarham, Samuel (1987). ‘Terminology and Typology' in Bilingualism and THE
BILINGUAL An interdiciplary Aproach and Remedial Issues: ed. by Samuel
Abudarham, Windsor, NEERNELSON, Publishing Company Ltd.

Adgbija E. (2000). “Language Attitudes in West Afvica.” In International Journal of the
Sociology of Language. Eds. Ayo Bamgbose. Mounton De Gruyter Berlin . New
York. No. 5. 141 (pp. 75-100).

Adegbija, Efurosibina (2003). Central Language Issues in Literacy and Basic Education:
Three Mother Tongue Education Experiments in Nigeria. In: Towards a
Multilingual Culture of Education, ed. by Adama Ouane, Alidoy, Hassana, Aliou
Boly, Birgit Brock-Utne, Yaya Satina, Diallo, Kathleen Heugh, H. Ekkehard
Wolff, Optimizing Learning and Education in Africa — the Language Factor, A
Stock-taking Research on Mother Tongue and Bilingual Education in Sub-
Saharan Africa, ADEA 2006

Alidou, Hassana; Boly, Aliou; Brock-Utne, Birgit; Diallo, Yaya Satina; Heugh, Kathleen
& Wolff, H. Ekkehard. (2006). Optimizing Learning and Education in Africa —
the Language Factor. A Stocktaking Research on Mother Tongue and Bilingual
Education in Sub-Saharan Aftica. Association for the Development of Education
in Africa (ADEA). Available at:
http://www.adeanet.org/biennial-ZOO6/doc/document/133_1_MTBLE_en.pdf

Baker, C. (2001). Foundation of Bilingual Education and Bilingualism. Clavedon:
Multilingual Matters.

Baker, C. (2006). “Bilingual Education.” ENCYCLOPEDIA OF LANGUAGE AND
LINGUISTICS. 2™ ed. vol. 1 Elsevier.



Bamgbose, A. (2004). Language of Instruction Policy and Practice in Africa. Available

at: www.unesco.org/education/languages_2005/1anguageinstruction_africa.pdf

Bamgbose A. (2000). “Language Planning in West Africa.” In International Journal of
the Sociology of Language. Eds. Ayo Bamgbose. Mounton De Gruyter Berlin .
New York. No. 5. 141 (pp. 101-118).

Bekale Seyum (2002). “Implementation and Problems of the Language of Education
Policy at Primary Schools of the Amhara Region.” Kotebe College of Teachers

Education.

Benson, Carol. (2005). Girls, Educational Equity and Mother Tongue-based Teaching.
Bangkok: UNESCO.
http:/fwww2.unescobkk.org/elib/publicationS/Girls_Edu_Equity/Girls_Edu.pdf

Benson, Carol. (2004). The importance of mother tongue-based schooling for educational
quality. Background paper for EFA Global Monitoring Report 2005. Paris:
UNESCO.
http://portal.unesco.org/ education/en/file_download.php/301903 707a556115649¢

7e3cf06¢1 c3Benson+Language-+instruction.doc

Brock-Utne, Birgit, Zubeida Desai, Martha Qorro (eds.). (2003). Language of Instruction
in Tanzania and South Africa (LOITASA). E & D Limited; Dar es Selaam,

Tanzainia.

Brock-Utne, Birgit, Zubeida Desai, Martha Qorro (eds.). (2005). LOITASA Research in
Progress: Language of Instruction in Tanzania and South Africa. KAD

Associates; Dar es Selaam, Tanzainia.

Brock-Utne (2005). “But English Is The Language Of Science And Technology” On The
Language Of Instruction In Tanzania in Brock-Utne, Birgit, Zubeida Desai,
Martha Qorro (eds.). (2005). LOITASA Research in Progress: Language of
Instruction in Tanzania and South Africa. KAD Associates; Dar es Selaam,

Tanzainia.

Clegg, J (2007). Moving toward Bilingual Educatin in Africa. Bilingual Education in

Affica. Available at: Http//www.journal bilingualeducation.pdf.//




Cummins, Jim. 2003. Bilingual children's mother tongue: Why is it important for
education?
In I teach I learn.com for teachers.

http://www.iteachilearn.com/ cummins/mother.htm

Daniel S. Alemu, Abebayehu A. Teleselassie (2000). Instructional Language Policy in
Ethiopia in Planning and Changing Vol.37, No.3&4 pp. 151-168 Available at:

http//:www.journal _planning/changing_instructionallang.pdf.

Ejieh Michael U.C. (2004). “Attitudes of Student Teachers towards Teaching in Mother
Tongue in Nigeria Primary Schools: Implications for Planning.” Language,
Culture and Curriculum; Vol. 17, No. 1.

Fasold. R (1984). The Sociolinguistics of Society. Basil Blackwell.

FDRE (2002). “ 0090897 Ad9” 771 ntetg nat+s TCIed" "

Grosjean F. (1982). Life with two Languages: An Introduction to Bilingualism. Harvard

University Press; Cambridge, Massachusetts and London.

Heugh, K. (2006). Theory and Practice — Language Education Models in Africa:
research, design, decision-making, and outcomes. In: Alidou, H., Boly, A,
Brock-Utne, B., Diallo Y. S., Heugh, K., & Wolff, H.E. Optimizing Learning and
Education in Afvica — the Language Factor. A Stocktaking Research on Mother
Tongue and Bilingual Education in Sub-Saharan Afvica, 56- 84. Paris:
Association for the Development of Education in Africa (ADEA).

Heugh,Kathleen et al. (2007). Final Report Study on Medium of Instruction in Primary
Schools in Ethiopia. Commissioned by MOE September to December 2006.

Hu, Guangwei (2008). “The Misleading Academic Discourse on Chinese-English
Bilingual Education in China.” Review of Education Research Month xxxx, vol.

xX, No. X pp. XX-XX.

Kamwangmalu Nkonka M. (2000). “Language Policy and Mother-Tongue education in
south Africa: the case for Market-Oriented Approach”. George Town University

round table on language and linguistics.



Krashen, S. (1996). Under Attack: The Case Against Bilingual Education. Culver City,
Ca.: Language Education Associates. Krashen, Stephen. N/d.

Bilingual education accelerates English language development.
http://www.sdkrashen.com/articles/krashen_intro.pdf

Krashen, Stephen & McField, Grace. November/December (2005). What works?
Reviewing the latest evidence from bilingual education. Language Learner online.
http://users.rcn.corn/crawj/langpol/Krashen-McField.pdf

McNab, Christine, (1989): Language Policy and language Practice: Implementation
Dilemmas in Ethiopian Education. A Dissertation for the PhD in International

Education. University of Stockholm, Institute of International Education

Mekonnen Alemu Gebreyohannes. (2005). Socio-cultural and educational implications

of using mother tongues as languages of instruction in Ethiopia. Master thesis.

University of Oslo.
Mitiku Mekuria (2005). Attitudes of Students, Teachers, Parents and Educational Bureau

Officials towards Dawarogna as d Medium of Instruction in primary schools in

Dawuro Zone. Addis Ababa University, unpublished MA thesis.
MoE (Ministry of Education of Ethiopia). (2004). Education and Training Policy of

Ethiopia. Addis Ababa. April 1994.

MoE (Ministry of Education of Ethiopia)/NOE (National Organization for
Examinations). (2001). Ethiopian Assessment on Grade Eight Students'’
Achievement. MOE/ NOE, 2001a: Ethiopian National Baseline Assessment on
Grade Eight Students’ Achievement. Addis Ababa, April 2001

MOE/ NOE, (2001b) Ethiopian National Baseline Assessment on Grade Eight Students
Achievement: Executive Summary of Study Results. Addis Ababa, April 2001

Mwinsheikhe, H.M. (2003). Using Kiswahili as a Medium of Instruction in Science

Teaching in Tanzanian Secondary Schools in Brock-Utne, Birgit, Zubeida Desal,
Martha Qorro (eds.). (2003). Language of Instruction in Tanzania and South
Africa (LOITASA). E & D Limited; Dar es Selaam, Tanzainia.



Ngussie Tamru and Workineh Ngatie (2005). "eTnt09¢ 8 ¢ gocen,y Ntooant
ethe  OFIT THT"

Obanya, P. (1999). Popular Fallacies on the Use of African Languages in Education in
Social Dynamics. UNESCO Regional Office For Education in Africa, UNESCO-
BREDA (Daker — Senegal)

Obanya, P, (2003). Language Education in Africa: Lessons for and from Nigeria.
Fafunawa Foundation Internet Journal of Education.

http:// faﬁmwafoundation.tripod.com/fafunwafoundation/id 1.html.

Oladejo, James (2006). Parents’ Attitude Towards Blingual Education in Taiwan.
National Kaoh kaohsiungnorma siung Normal University.

Available at: http//: www. university_art8pdf.

Ouane, Adama (ed). 2003. Towards a Multilingual Culture of Education. Hamburg:
UNESCO Institute for Education.

http://www.unesco.org/education/uie/publications/uiestud41 .shtml

O-saki, K.M. (2005). Reflections on the Problems of Medium of Instruction and
Ineraction: A focus on Science Teaching and Learning in Brock-Utne, Birgit,
7ubeida Desai, Martha Qorro (eds.). (2005). LOITASA Research in Progress:
Language of Instruction in Tanzania and South Africa. KAD Associates; Dar es

Selaam, Tanzainia.

Prah, K. (2003). Going native: Language of instruction for education, development and
African emancipation. In Brock-Utne, Birgit, Desai, Zubeida & Qorro, Martha
(eds.) Language of Instruction in Tanzania and South Africa (LOITASA), pp.14-
31. Dar es Salaam: E&D Limited.

Poon, Anita Y.K. (n.d.). Chininese Medium Instruction Plocy and its impact on English
learning post 1997 Hong Kong. Auvailable at:
http// -www.chanellviewpuplications.net/beb/ 002/0131/be

Rubagumya, C. (ed.) (1990). Language in Education in Africa. Clevedon. Multingual
Matters Ltd. Available at: http//: www.language_education/africa. pdf.



Rubagumya C. (2003). Engilish Medium Primary Schools in Tanzania: a New ‘Linguistic
Market’ in Education in Brock-Utne, Birgit, Zubeida Desai, Martha Qorro (eds.).
(2003). Language of Instruction in Tanzania and South Africa (LOITASA). E & D
Limited; Dar es Selaam, Tanzainia.

Sert. O. (2005).The Functions of Code Switching in ELT Classrooms. Available at:
http://iteslj.org/Articles/ Sert-Codeswitching.html

Stroud, Christopher. 2002. Towards a Policy of Bilingual Education in Developing
Countries. (New Education Division Documents; 10). Stockholm: SIDA.

Teshome Nekatibeb (2008). “The Use of Mother Tongue and Non-Mother Tongue in
Academic Achievement of Grade 8 Primary Students in Ethiopia”

Tollefson, J.W. (1991). Planning Language, Planning Inequality. Language Policy in the

Community. London and New York: Longman.

Vizconde, C.J.(2006). Attitudes of Students towards the use of English as Language of
Instruction for Science and Mathematics in the Philippines. Center for Education
Research and Development (CERD), University of Santo Tomas, Manila,
Phillipines. Available at:
http://www.linguistics-joumal.com/November 2006 ¢jv. php

Vuzo, M. (2005). Using English as a Medium of Instruction in Tanzanian Secondary
Schools: Problems and Prospects in Brock-Utne, Birgit, Zubeida Desai, Martha
Qorro (eds.). (2005). LOITASA Research in Progress. Language of Instruction in

Tanzania and South Africa. KAD Associates; Dar €s Selaam, Tanzainia.

Wolff, Ekkehard. 2006. Background and History - Language and Language-in-Education

Policies in Africa: Problems and Prospects, in Alidou et al.
Walfson, N and Manes, J (1985). Language Inequality. Walter De Gruyte and Co. Berlin.
Yip, Din Y., Tsang, Wing K. & Cheung, Sin P. (n.d.). Evaluation of the effectiveness of

medium of instruction on the science achievement test. Available at

http://brj .asu/content/voi27-no2/art7.pdf



Appendix I
Teachers’ Questionnaire
Direction: The purpose of this study is to collect information which will assist the study.
Your response will assist ';c’{’ifality of the research. When you select an answer, please

place in the appropriate box or boxes in each line.

Section A: General information about yourself
l.Sex: Male Female
2. Your level of education:
T.T.L Certificate (12+1) __
Diploma (12+2)
1243

Student teacher (10+3)

3. What subject do you teach?

4. Year of Teaching experience

5. Name your school

Section C: Language use in Education

Indicate your degree of agreement or disagreement on the following issues by putting a
tick (/ ) mark in one of the boxes. SA: Strongly Agree  A: Agree  DA: Disagree
SDA: Strongly disagree  NOP: No Opinion

No. | Item SA | A | DA | SDA | NOP |

1 I believe that the use of Amharic as MOI in UP levels

had made students to become more successful (al)

2 I think using Amharic as MOI in UP education had

lowered the quality of education (a2)

If the school can only offer poor teaching of English,

(%)

then it would be better to continue using Amharic as

MOI in UP education (a3)




If students are taught in Amharic in UP education,
they will fail to do with their national examination in

grade 10 which are set in English (a4)

Ambharic does not have the capacity of conveying
mathematics and scientific concepts taught at UP
levels because there are concepts which can not be
explained in Ambharic, that only English serves the

purpose (ad)

[ believe that the use of Amharic for UP education
lowers students English language proficiency

significantly (a6)

[ believe that English should be the MOI in UP

education for better results (el)

[ find teaching/learning only in English difficult (¢2)

Teachers do not have sufficient knowledge of

English to use it as the MOI (e3)

10

[ feel that the use of Amharic for social science &
English for math & natural science subjects in UP

education is helpful (ael)

11

The use of Amharic & English for different subjects
in UP education creates a smooth transition [rom
Amharic in primary to English medium in secondary

& tertiary levels (ae2)

12

I don't sce any advantages of using English &

Ambharic for different subjects (ae3)

13

If we continue using Amharic & English for different
subjects in UP education, students will experience
difficulties in learning through two languages with

different scripts (ae4)




14 | For better results, English should be used as MOI &
Ambharic should be used as a support language in UP
education (dm1)

15 |1 think the alternate/mixed use of English & Ambharic

as MOI in UPE creates a smooth transition from
Ambharic in primary to English medium in secondary

& tertiary levels (dm2)

Section C: General Questions
1. What do you think the main reasons for changing the Ambharic-only medium into
English for math and science subjects for UP education in the region are? And do you

accept the rationales given for the introduction of the new MOI policy by authorities?

2. Do you support the use of Ambaric for social science subjects and English for math

and natural science subjects at UP levels? Why? Yes NO

3. Which language/s do you think is/are the best MOI for UP education in the region?
a. Ambharic & English for different subjects
b. Amharic-only
c. English-only
d. English as MOI & Amharic as a support

e. Other (specify if any)

4. Give your reasons for your choice.

Thank you,




Appendix II

Students’ Questionnaire
Direction: The purpose of this study is to collect information which will assist the study.
Your response will assist the quality of the research. When you select an answer, please

place in the appropriate box or boxes in each line.

Section A: General information about yourself
1. Sex: Male Female
2. Your level of education (Grade level):

3. Name your school

Section C: Language use in Education

Indicate your degree of agreement or disagreement on the following issues by putting a
tick (/ ) mark in one of the boxes. SA: Strongly Agree  A: Agree DA: Disagree
SDA: Strongly disagree NOP: No Opinion

No. | Item SA | A | DA | SDA | NOP

1 I believe that the use of Amharic as MOI in UP levels

had made students to become more successful (al)

2 |1 think using Amharic as MOI in UP education had

lowered the quality of education (a2)

3 f the school can only offer poor teaching of English,
then it would be better to continue using Amharic as

MOI in UP education (a3)

4 If students are taught in Ambharic in UP education,
they will fail to do with their national examination in

grade 10 which are set in English (a4)

5 Ambharic does not have the capacity of conveying
mathematics and scientific concepts taught at UP

levels because there are concepts which can not be




explained in Ambharic, that only English serves the

purpose (a5)

I believe that the use of Amharic for UP education
lowers students English language proficiency

significantly (a6)

I believe that English should be the MOI in UP

education for better results (e1)

I find teaching/learning only in English difficult (e2)

Teachers do not have sufficient knowledge of

English to use it as the MOI (e3)

10

I feel that the use of Amharic for social science &
English for math & natural science subjects in UP

education is helpful (ael)

11

The use of Amharic & English for different subjects
in UP education creates a smooth transition from
Ambharic in primary to English medium in secondary

& tertiary levels (ae2)

12

I don't see any advantages of using English &

Ambaric for different subjects (ae3)

13

If we continue using Amharic & English for different
subjects in UP education, students will experience
difficulties in learning through two languages with

different scripts (ae4)

14

For better results, English should be used as MOI &
Ambharic should be used as a support language in UP

education (dml)

15

T think the alternate/mixed use of English & Amharic
as MOI in UPE creates a smooth transition from
Ambharic in primary to English medium in secondary

& tertiary levels (dm2)




Section C: General Questions
1. Do you support the use of Amharic for social science subjects and English for math

and natural science subjects at UP levels? Why? Yes NO

2. Which language/s do you think is/are the best MOI for UP education in the region?
a. Amharic & English for different subjects
b. Ambharic-only

c. English-only
d. English as MOI & Ambharic as a support
e. Other (specify if any)

3. Give your reasons for your choice.

Thank you,



Appendix III

Interview Guide

The following are the basic interview guide questions used for education officials,

education office expert, school teachers, college instructor, students and parents.

What are your views towards the ‘new’ form of bilingual education in majority

languages in the upper primary (grade 7 and 8) education in the region?

What factors necessitated the revision of educational language policy in the
region?

Has the revision system answered your demands as part of the society? , if *no”
What were your demands?

What do you think the mechanisms and the rationales used to assign medium of
instruction to different subjects?

What is your view towards the use of English as MOI for mathematics and
Science subjects in upper primary schools?

Can Ambharic replace English as MOI in teaching mathematics and Science
subjects in upper primary schools?

What were the educational effects of the past Amharic only policy in upper
primary schools in the region? What about the current dual language policy?
The upper primary schools in this regional state are employing code- switching
(mixing of English and Amharic) as a MOI while teachers are supposed to teach
in schools in which the MOI is English-only for math and science subjects. Why
is this so?

Doesn’t this contradict with what is stipulated in the new Regional MOI policy?
What problems did you encountered when the use of Ambharic and English as a
MOI for different subjects was introduced in the regional state in upper primary
schools of the region? How did you solve it?

Do students experience difficulties in using different languages or scripts?
Explain.

If you could make recommendations to the Woreda or Regional Bureau about

the new program in upper primary schools, what would you like to suggest?



Appendix IV: Respondents’ Bio-data

Frequencies
Statistics
Field of
Student or Level of Place of Teaching Year of
Teacher Sex Education Residence Subjects Experience
N Valid 582 579 582 488 69 69
Missing o 3 0 94 513 513
Frequency Table
Respondents Category: Student or Teacher
Frequency Percent Valid Percent Cumulative Percent
Valid student 513 88.1 88.1 88.1
teacher 69 11.9 11.9 100.0
Total 582 100.0 100.0
Sex
Cumulative
Frequency Percent Valid Percent Percent
Valid male 271 46.6 46.8 46.8
female 308 52.9 53.2 100.0
Total 579 99.5 100.0
Missing System 3 5
Total 582 100.0
Place of Residence
Cumulative
Frequency Percent Valid Percent Percent
Valid urban 294 50.5 60.2 60.2
rural 194 33.3 39.8 100.0
Total 488 83.8 100.0
Missing not applicable g4 16.2
Total

582

100.0




Level of Education

Cumulative

Frequency Percent Valid Percent Percent
Valid grade 6 92 15.8 15.8 15.8
grade 7 158 i 27.1 43.0
grade 8 169 29.0 29.0 72.0
grade 9 50 8.6 8.6 80.6
grade 10 44 7:6 7.6 88.1
certificate 4 7 7 28.8
Std teacher  og 4.8 4.8 93.6
diploma 37 6.4 6.4 100.0
Total 582 100.0 100.0
Field of Teaching Subjects
Cumulative
Frequency Percent Valid Percent Percent
Valid Science & Math 31 5.3 44 .9 44.9
social 16 27 23.2 68.1
others 29 3.8 31.9 100.0
Total 69 11.9 100.0
Missing not applicable 513 881
Total 582 100.0
Year of Experience
Cumulative
Frequency Percent Valid Percent Percent
Valid 0-5 47 8.1 68.1 68.1
6-10 1 2 1.4 69.6
11-15 1 R 1.4 71.0
16-20 1 B 1.4 72.5
21- above 19 3.3 27.5 100.0
Total 69 11.9 100.0
Missing not applicable 513 388.1
Total 582 100.0
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Appendix VI: Teachers’ Questionnaire (Amharic Version)
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naILE me WYIAHG PULelTmy CTINTUNL Y R
AT Nhan b amoe$ey? (Smooth transition)
entatPa N anfnlk::

12. | avInHGS A09257 Atnfe  TIRUCTT  O9n+o9e.eht
PP THIP HLF0TI0::

13, | niInAS1S A99253 ATAEe  TIPUCTT  T9AT094.8it
QUUIMeIe niry POAPF Nkt ehaLe A2aS CRTE
pret  nafm P1EPE N89S  A9Ed oot
e enT14Tm Loupnta::

14. | n7% n8% hn&a TIOUCT wYIAHST NoYNTIY4 01T
(Medium of Instruction) A"¢5% £79° NAJWIT (Support
Language) mum+9® atiin mmt PRCAQ:

15. WG TS ao9esy  ARTIR D)4 WOR AR
(Context) Noue PeL (Bilingual Education) nogh+oge eyt
NImeye naYes 228 me 25 248 NOAIC NATILS
De HYIAHE 009.e27 CMATUYLe ¢ AmTY Ohan
(Smooth transition) ne&CTmF LFAA::

hen Yot Tea TPEPT

L. N7% %5 N8% h&A TIUUCT euddtadl aLhn TIUCTTY NAUICS ChAAS
et TE 87N FIOUCHET L0 NEYIAHE W IntIle etmaint 9010t
goy §AC? 9PN ORER AADYT GNL?




2. N7% w5 N8% h&a TICULT euNetaf ag%h FIUUCTHY NAmMCs ChAadls
SHATE A2TN TIRUCTRY L7790 NATIAHS WI&FNTIv4 LT
TR 14T ? ng0F ?

3. Nam$ne 0755 8% hGa TINUCTY WILFatIve e 9V MU
touCmatu-?
U, 90 F9UUCT NAR09CE NSn+IeCe:-
n. 90 FOOUCT NaYIAHS N1S0P9oC:- S
h. AANTS AR FINUCHTT NaYINHT E'fh'ﬂd'l"l'l-ﬂ neIn TOOUCT T
esqu NAICE N5htIoC:-
go, G390 FOOUCTF Na¥IAHE US ATICT 77 NAJHYE 6 eeh
Noom<9e N5n+9°C:-
w. aa N TP

4. AL AUSMEFLT CO9ATINAE ¢ JUNGERTL YO TI?




Appendix VII: Students’ Questionnaire (Amharic Version)

It 2000 9/9°
fi%n 6NN eLichtk
eeye i /Nt
et TIRUCT hEA

N1o929F 009909 gom e P

OT5E _Lon:- “Views towards the Newly Introduced Medium of Instruction Policy in Amhara

Region: A Case in Upper Primary Schools(Grade 7 and 8) of Gondar Town™

ey TST NeCA Nhan NFNC AL NPam €75 w5 €85 h&a eoIntose 9% TLI7&9"
A8 Ptiren:: MHLUID TCI&0° mact &1IHE AdANS Attt PARSA TOOUCHT AUICT
e Ay EA AR FIOCETR NUYate e eIEYT WIS LTI TRCAA: ETSE PS 9A09
NHA TCI49° He® Nn fomanntt A2 poed madindl jm:: Noolrd® wCa? emAmt
geE ATSE pant NEHE wNEPAY daam €TaPY Anteet Nthhas NTYPE WILTH
NS amedeatk: eMAMTY mdE CATLEYT Ammid W18 Fa a0 oul6 mEeyr
MYy mIng APNEATII0:: ATLELLT 5 TAC noAlk ad en JOnISeT aeLnalk::

hen 538:- fmPne mols

1. 90:- mi%: n:
2. 0809,

3. OhGn ReE.-
4
5

. TOOUCT M-

. THAE PRé:-
hen Unt:- HCHE ouds
NOUnEAD ATMEH AT eFAMET MANT NTES WiNk 032 NheI8% FAE AL uATIMF
AADATYODTPY AUYguAnt NPATRS 4T nhemomt NET NFPE A 0 Sty (V)
guant NU9EeT BTnB:: MY QURATIEE Ny N 1 ¢ CULATEn Ny 0 2 ¢ PUYENTIm
DY 0 3F MY QUYEATIgm MY N 4 WILUYY NFEE AL Yadl CAnPT mEI° Lamnt
NP LM 05 M JOANET PAPUemb: NHA mowet:-

1. MMy AAUIOYAL

2 . ®WATYOYALL

3, AONOYTYO

4, MMy FAATIOYYo

5. guigs madl BAI° mETT AADATRI® Ut BUSA::




TA¢F (Items)

kn9e @75 &S 085 h&A TIUCTT NADIZE  nmr
nnent mdt +9LPY  OHdn mmAm  yne fie
Ao ALk::

TLPT  N755 85 h&a  TVNUCTY NAUICE  n,09e
weeF T CrIPUCT T kT HP w1884 7m0 AANAL:

NTUCT NFFT eOAmm IS P3¢ TIOUCT
HeH8 NPy AO9ET  A755 8% hEQ  09atURZ Pyt
mmeIe CHin o N1C ATOSAL::

075 w5 85 h&A TYRUCTT NATICE QUUI09C  IFy
mest N&YINHE NULAmm €10 § hea Ahe$ 15
A8 mmAFT He+tS w1807 PLCTPA N€ AnNALk:

Mat w999t 60945 €75 WS €85 h&AT ChANS Al
TYCUCTHT AMATOIC NPT CAmID ORI EEY0 HYETE
A270F  NPOLPEIS A AADTT  NAYIAHS  nalk
NoteC NATLE mlng ANILFD jm-::

07 § %5 08 & h&n TUUUCTY NATCS QOO nIFy
CHTIAHT FaedF 1T HE PECTPA NE AUOGAL::

Nat w997 OFan omd® amiPY s TINHET 07 & 85
85 NEN MAT0YL 01T gumeIe LA IA::

W1 WYt NavIHE NF mOIC AATIs Tme::

myviuey WIAHEY ATIAT0IL et amumeIe P0LPhTA
Ne CaTINHE hmet eatmyo::

10.

N7% &% 85 hEA 228 AAEY audltadl B0
TYPULHF (Social Studies and Civic Education) &3 1HE
2 ahANs  atdTC AR FINUCTF  (Physics,
Chemistry and Biology) mom#9y? T¢ YL LAMTEAH::

11.

AT IHEYS  AD925Y  Atn PR FIOUCTY oy, eyt
momeoyTsT N1 L8 me 25 848 NIAIL NADILE
me  wYIAHT Q09R/7mY eMAt0YLe ¢ AmTY
Ntan Fid Amoeeye Eatasa M€ aaNaLk:

12.

ATIVESS  A09LET  ATAPR  TIOUCTE  TIATO9e T
COYPA TPIU [ LFGY0::

13.

ATTAHEYS  A09¢57  AtAPR  FOPUCTT  guogl @t
e meye Ny Nt OPNEe ALAS e PLOT
natm ¢3¢P+ Novdes MO0 gomMC Q0 0TIl
Lmanga::




i4. N7%5 n8% n&a TURUCT avIAHEY  ATINTOIL Pt
(Medium of Instruction) #09¢57% 2719° NaJHYT (Support
Language) mom+9° A+in mmt LLLAGA:

15. N3 I HES  NAD9CE N9 NJe wheeliiar
wOte 00 ML NATRE RAE mE 25 2R NOAIC
Na0YLE me wWYINHG CULELT CONTOYL e P AT
Ntan i NoPEI® EatnSa::

nea Ynt:- Tea TPEPF
1. N7% %S N8% h&a T9ouCt eunédtnd aLin rIUCHTT NATICS Chads
S TC ARTN TICUCTFY L7790 NATIAHG W18T09¢ pull Tty TRTLATUH?
nyey ?

2. NAMPAE 0755 8% h&a TIPUCTT CIUto9ent ¢7d 9°7% MUY
TouCmATL?
U. Whe9e FOCUCT NATICE N09C-
n. e300 FIRUCT MavInHS A15090:-
h. hANTS CALTN FIUUCTET NadIAHE Chfletadl 480 TIOUCTTY
efqu NA%YCs NYme--
gu, Ba190 FORUCHT N IAHS US ATICS 17 NAJTT a0k
Noom<9e N509C.-
w. na nn TP
3. N8 aoudmTUT Coutis e e IPhhRrRL JURT Ym?
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