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Executive Summary

Overview

The Reading for Ethiopia’s Achievement Developed Monitoring and Evaluation (READ M&E)
Language Transition study, conducted by the American Institutes for Research (AIR), aims to
identify transition thresholds for the effective introduction of literacy instruction in English
subsequent to the introduction of mother tongue (MT) literacy instruction in four Ethiopian
languages: Afaan-Oromo, Ambharic, Berta, and Wolayttatto. These languages represent each of
the four language families of Ethiopia: Cushitic, Semitic, Nilo-Saharan, and Omotic,
respectively. The research component aims to identify “readiness” for English reading and
writing instruction as part of English as a subject. The standards development part of the research
led to the development of draft standards for medium of instruction transition (MOI) to English
for the four language group regions; however, the MOI transition policies were not determined
by this research.

READ M&E’s mixed-methods study (2017) on language transition found that there was no
existing empirical evidence to guide the development of effective standards or thresholds for
bilingual/biliteracy education in Ethiopia—nor are MOI policies implemented consistently. This
research study aims to address this gap by identifying if—and when—there is a threshold level
of MT reading skills that triggers a boost in English reading acquisition. Identifying this
threshold level will enable decision makers to set a standard that signifies a child is ready to
benefit from instruction in English and become a successful biliterate. This research builds on a
similar study conducted in India (Nakamura & de Hoop, 2014), and the findings will inform
more effective MOI policy, as well as biliteracy teaching and assessment strategies and methods
in Ethiopia.

Methods

This study tested students’ abilities on a series of language and reading subtasks in their MOI
and in English. The tasks in this assessment were letter-sound correspondence (LSC),
phonological awareness (PA) at both the syllable level (PA-syllable) and the phoneme level (PA-
phoneme), real word decoding (RWD) and nonsense word decoding (NWD), listening
comprehension (LC), and reading comprehension (RC). The English assessment also included a
letter name subtask.

We first analyzed the relationship between MT decoding outcomes and English decoding
outcomes by examining the two-dimensional scatterplots between these two variables. The two-
dimensional scatter plots indicated whether a threshold value of decoding exists and, if so, how
high that threshold value might be. Second, we formally tested for the existence of a threshold
value of MT decoding by constructing a test statistic for a structural break without imposing a
known break by combining the test statistics computed for each possible break score in MT
decoding in the sample. Third, we used linear multivariate regression analysis to determine the
linear relationship between MT decoding and English decoding both below and above the break
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identified in the second stage. Specifically, we tested whether children who are below and above
the break have a different statistical relationship between their MT and English decoding skills.

Findings and Discussions

The findings from this study provided clear evidence of the existence of structural breaks for first
language (L1) to second language (L2) decoding transfer in all four languages that were studied.
The thresholds identified for each of the four MTs were as follows on a specifically designed
decoding task:

e Afaan-Oromo and English = 50.00%
e Ambharic and English = 81.67%

e Berta and English =45.00%

e Wolayttatto and English = 73.00%

This is one of the first studies in the Ethiopian context to confirm that the relationship between
MT reading scores and English is, in fact, not linear. These percentage numbers indicate the
score that a child would need to obtain on a specific decoding (sounding out) test in each MT to
achieve the most benefit when introduced to English literacy teaching. We recommend that these
numbers be interpreted as estimates, but the results clearly indicate that the relationship linearity
is “breaking” or changing, i.e. it is not linear in its nature around these numbers. In other words,
the degree to which MT skills support English skills changes significantly at some point of
mastery in the MT decoding acquisition process. This change is characterized by a sudden,
exponentially higher increase in the English decoding scores for the same increase in MT after
the threshold “break.” The main implication of these results is that if you introduce English
literacy below the MT decoding threshold levels, a child is unlikely to benefit as much in
terms of English reading proficiency as if English literacy instruction is introduced above
these MT threshold levels. In other words, when students begin English as a subject in grade 1,
they should be introduced only to oral English instruction. It would be most effective to wait
until students have achieved this threshold to begin reading and writing instruction in English as
part of the subject. The actual MOI transition grade to English would need to be determined after
further evidence is collected on how many students in all grades have this threshold, along with
oral language proficiency in English. These findings have implications with respect to the
optimization of resources.

There are three important caveats for utilizing these thresholds in education decision making in
Ethiopia:

e First, these thresholds are pertinent only for English reading development and not
for broader educational goals. As such, they must be taken into consideration
along with English oral language comprehension ability. Although our results did
not detect a “structural break” in English oral language and English reading
comprehension, there is still a significant relationship between the two.

e Second, while there were clear thresholds detected for the Berta—English and
Wolayttatto—English groups, these two were less pronounced than the thresholds
detected for Afaan-Oromo—English and Amharic—English. The scores for Berta

READ M&E: Language Transition Study 2




MT decoding and Wolayttatto MT decoding were lower than the scores for
Afaan-Oromo MT decoding and Amharic MT decoding scores; and the difference
between MT and English scores for the Berta and Wolayttatto language groups
were much smaller than for the Afaan-Oromo and Amharic language groups.
Therefore, the threshold results for the Berta—English and Wolayttatto—English
groups need further study.

e Third, these threshold results do not necessarily indicate the level of children’s
reading achievement in these languages, nor do they translate directly into the
grades at which English literacy instruction should be introduced. The only
purpose of this study was to detect thresholds (or structural breaks in the linearity
of the correlation between L1 and L2 reading skills, and L2 oral language skills
and L2 reading skills). In order to determine an effective grade for MOI transition
to English, it would be critical to test students in all grades (or at least a
reasonable range of grades such as grades 3-9) to see what percentage of students
in each grade have achieved the threshold, along with testing for English oral
language proficiency levels and other key prerequisites for learning in a new
MOL.

e Fourth, there is still a need for several other systemic components to be in place
for a child to transition successfully from an MT to English in the Ethiopian
context—including, for example, more research on what the child’s MT is in
different contexts, whether there is a match between teaching language
proficiency and the language(s) being taught, quality materials developed for
transitioning between languages, and teacher quality for multilingual education.

e Finally, the findings from this study are correlational, and no causal claims can be
made.

The findings from this study make a case for skill-based transitioning in multilingual education
systems in Ethiopia. While it is outside the scope of the study to determine how many children in
each grade achieved these threshold levels in each of the languages studied, the research does
point to which skills are required to empirically determine that a child is ready to optimally
benefit in terms of reading skills gains from high-quality English literacy instruction.
Importantly, the threshold can help make the most of limited resources. If the child transitions
before the requisite thresholds, they are less likely to learn to read even when English instruction
is of high quality; and therefore, it behooves decision makers to pay heed to the available
resources — L1 reading skills — especially in contexts of possibly low instructional quality.
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Introduction

The Reading for Ethiopia’s Achievement Developed Monitoring and Evaluation (READ M&E)
project is a 5S-year U.S. Agency for International Development (USAID)-supported activity
implemented by AIR. READ M&E is one of the four READ projects on reading launched by
USAID Ethiopia. READ M&E focuses on monitoring and evaluating early grade reading as well
as on the M&E needs of the overall USAID READ program. The project works closely in
partnership with the Ethiopian Ministry of Education (MoE) and the National Educational
Assessment and Examinations Agency (NEAEA). The project also works in collaboration with
regional state education bureaus (RSEBs) and city administration education bureaus (CAEBs).

READ M&E tracks progress and measures the performance and impact of key interventions
supported by USAID through (a) regular monitoring of READ projects to determine whether
implementation is on track and whether outputs are leading to desired results and (b) evaluations
of READ projects at defined intervals to gauge the results. These efforts provide information to
USAID and other stakeholders—including the federal MoE, the NEAEA, RSEBs, and CAEBs—
about how combined investments across the READ projects are producing the desired changes
and how implementation can be improved.

The objectives of READ M&E are as follows:

e Assess student learning progress by analyzing and synthesizing nationally
representative Early Grade Reading Assessment (EGRA) data collected for seven
local languages, collect additional EGRA data annually to show reading skill
gains for the same seven local languages, and collect nationally representative
EGRA baseline data for English;

e Undertake National Learning Assessments (NLAs) at Grades 4 and 8 for reading,
comprehension, and writing aligned to the new national reading curriculum
developed through Reading for Ethiopia’s Achievement Developed Technical
Assistance (READ TA) program;

e Support continuous assessment in schools;

e Monitor the performance of USAID’s READ projects as well as other key
projects related to the READ program, and conduct midterm and final evaluations
of the three READ projects and other projects that may supplant or enhance any
of the major functions of these READ projects;

e Conduct impact evaluations and research studies on issues aligned with USAID’s
global- and mission-level learning agendas that relate to the evolving needs of the
READ program and related key projects; and

e Build the capacity of the NEAEA of the MoE; provide technical assistance to the
MoE, RSEBs, and other development partners whom USAID has designated as
key partners; collaborate and coordinate with key partners, including other donors
and nongovernmental organizations as well as projects in other sectors that relate
to READ; and adapt to the evolving M&E needs and priorities of the READ
program.
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READ M&E’s Language Transition study is one of four policy-relevant research activities
designed to support the development of evidence-based recommendations for early grade reading
practice and policy in Ethiopia. The Language Transition study aims to identify transition
thresholds for the effective introduction of literacy instruction in English after the introduction of
mother tongue (MT) literacy instruction in four different languages of Ethiopia: Afaan-Oromo,
Ambharic, Berta, and Wolayttatto, which represent each of the four language families of
Ethiopia—Cushitic, Semitic, Nilo-Saharan, and Omotic, respectively.

Problem Statement

Millions of children in Ethiopia—and across the world—are educated in multilingual contexts.
Decades of research and advocacy efforts in the international education community have
confirmed that there are multiple benefits to MT-based, multilingual education (United Nations
Educational, Scientific and Cultural Organization [UNESCO], 1953; UNESCO, 2003).
Examples of these benefits include a higher likelihood of staying enrolled in school (Ball, 2010;
Kosonen, 2005); more parental and community involvement in education (Benson, 2005);
support for the most marginalized children, including children from rural areas (Hovens, 2002)
and girls (Benson, 2005); cognitive benefits, such as abstract reasoning, working memory,
selective attention etc., which are required for reading acquisition (Engel de Abreu et al., 2012);
a higher likelihood of transferring L1 reading and language skills to the L2 (Koda & Reddy,
2008); and greater cost-effectiveness, when implemented with fidelity (Heugh, 2004).

However, several large-scale reviews have confirmed that language remains a significant
obstacle to learning to read in many countries (Alidou, Boly, Brock-utne, Diallo, Heugh, &
Wolf, 2006; Kim, Boyle, Simmons Zuilkowski, & Nakamura, 2017; Nag, Chiat, Torgerson, &
Snowling, 2014), because children are often required to begin school and literacy instruction in a
language(s) they do not speak at home or in their communities (Arnold, Bartlett, Gowani, &
Shallwani, 2008; Ouane & Glanz, 2010). The reasons for this are complex, but some of the main
explanations include a lack of teaching and learning resources in the MT, a lack of political will
to implement education in a local MT, higher correlations between national or global languages
and socioeconomic mobility (Azam, Chin, & Prakash, 2010; Coleman, 2011), multiple MTs in
one area or school, and limited or no empirical basis for determining optimal linguistic
conditions for learning.

This leads to the critical point at which there must be an evidence-based reconciliation of these
two facts: Children learn optimally only in languages they understand and use. There is high
demand for languages that children may not understand and use. As such, the goal of any
research endeavor to further support decision makers in such richly multilingual contexts should
be to develop cost-effective, efficient ways to support biliteracy development and effective
language transition policies.

The challenges of reading acquisition in Ethiopia are exacerbated by the use of two kinds of
writing systems—the Fidel and the Latin scripts—each having different cognitive demands and
learning trajectories (Nag & Perfetti, 2014; Share & Daniels, 2015). There is limited systematic
empirical evidence on how to train educators to teach children effectively in multilingual and
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multi-scriptal contexts. In Ethiopia, specifically, medium of instruction (MOI) policy decisions
are neither evidence based nor consistently implemented, especially in terms of timing the
transition from MT to English MOI.

This research study aims to address this gap by identifying if (and when) there is a threshold
level of MT reading skills that triggers a boost in English reading acquisition. Identifying this
threshold level will enable decision makers to set a standard that signifies when a child is ready
to optimally benefit in terms of reading skills gains from instruction in English and become a
successful biliterate.

This research builds on a similar study conducted in India (Nakamura & de Hoop, 2014), and the
findings will inform more effective biliteracy teaching and assessment strategies and methods in
Ethiopia. The immediate implications of this research will support the following:

e Standards and benchmark setting for MT-to-English transition,
e Reading curriculum development in both the MT and English,

e Reading material development that can highlight appropriate aspects of Fidel
versus Latin scripts (such as phonemic vs. syllabic awareness),

e Teacher training methods and resources that focus on biliteracy acquisition in
both the MT and English,

e Policymakers who will be able to determine optimal timing for initiation of
formal instruction in English and how that instruction might differ in urban and
rural schools, and between and among language groups, and,

e Education stakeholders across Ethiopia who are interested in catalyzing the bridge
between research and practice by utilizing empirical evidence for multilingual
reading programs and policy design.

Background

The READ M&E project, in collaboration with the MoE, produced a research report that
examined the current and historical contexts of multilingual education in Ethiopia as well as
stakeholders’ perspectives on MT-to-English literacy instruction transition. Through in-depth
qualitative research with a range of stakeholders and descriptive quantitative analyses of survey
data, the READ M&E researchers found the following:

e There are regional differences in when English is introduced as an MOI after the
MT, with some regions transitioning at Grade 5, some at Grade 7, and others at
Grade 9.

e Most stakeholders are unsure of who makes the decision about the transition and
how the transition is done.

e There is wide disagreement from experts in the various regions about when the
transition time is appropriate.

e Teachers and parents generally prefer early transition models that identify the best
time to start English as an MOL.
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e There is consensus among stakeholders that there are inconsistencies concerning
when teachers can start using English as an MOI.

e No standards are followed in the regions while making decisions about what
grade level the transition should be made in.

The qualitative study showed that although some stakeholders prefer earlier transition times from
MT to English, there is widespread disagreement and contention about precise timing.
Furthermore, the study shed light on the fact that no empirical evidence is available to guide the
development of effective standards or thresholds for bilingual/biliteracy education.

READ M&E proposed to empirically test which skills are required for a child to be cognitively
and linguistically ready to optimally transition from MT instruction to English. The AIR study
team examined what level of MT reading skills and English oral language skills are required for
successful biliteracy acquisition. By determining these language acquisition thresholds, the team
aims to support biliteracy outcomes in MT and English and not focus on one language at the cost
of another. Multilingualism is a powerful resource—not an obstacle—if evidence is used to
amplify available resources.

Historical Context of MOI Policy in Ethiopia

1908-1941

Formal schooling started in Ethiopia in 1908, when Emperor Menelik II opened the first primary
school, Ecole Imperial Menelik, in Addis Ababa (Fasika, 2014). According to Pankhrust (1969),
schools used foreign languages, such as French, English, and Italian, as MOIs. The aim of
schooling was to ensure peace, develop the country, and enable Ethiopia to resist European
geopolitical influence (Fasika, 2014).

During the Italian Occupation from 1935 to 1941, Ethiopia officially changed the MOI to the MT
(Heugh, Benson, Berhanu, & Yohannes, 2007; Fasika, 2014). The Italians divided Ethiopia into
six administrative regions in which the MOI was different in all regions (Pankhrust, 1969).
Without a common language across the regions, the Italians created a system in which regions
were controlled by local governments and only the elites were able to communicate and thus rule
the citizens.

1941-1973

After the Italians withdrew, Emperor Haile Selassie’s government chose English as the MOL.
The first national curriculum, published in 1947, stated that Amharic should be the MOL.
According to Areaya (2008), the first official curriculum (published in 1947) stated that Amharic
should be the MOI for all subjects in the first two grades (Grades 1 and 2), with gradual
transition to English beginning in the third grade. Both the second curriculum (8-4 system) and
the third curriculum (6-2-3 system), which were operating in the pilot schools, were changed to a
6-2-4 system in 1963—64. With this structure (6-2-4), Amharic became the MOI at the
elementary level for the first time (Solomon, 2008, pp. 40—45).
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In the revised constitution of 1955, Amharic remained the MOI in the elementary schools
throughout the country, and English continued to serve as the MOI for the secondary level and
above (Heugh et al., 2007, p. 40). In the 1960s, the department of Research and Curriculum
Development (RCD) of the Ethiopian MoE conducted a study on the use of MT instruction in
Ethiopia. After the study, the RCD recommended Ambharic as the MOI for primary schools. The
logic was that children should be taught in a language with which they are relatively familiar. It
should be noted, however, that a majority of children did not speak Amharic (Heugh et al.,
2007).

1974-1991

During the Derge regime (1974-91), “all the reforms and amendments on the curriculum were
decided centrally and sent to the schools directly from the MoE” (Areaya, 2008, p. 53). In 1976,
the government declared—though only on paper—that nationalities were given the right to use
their languages for educational and administrative purposes (Fasika, 2014; Getachew & Derib,
2006; Heugh et al., 2007). After the declaration, 15 Ethiopian local languages (Afaan-Oromo,
Wolayttatto, Somali, Hadiya, Kambata, Tigirigna, Sidama, Gedeo, Afar, Kafa, Kefa-Mochigna,
Saho, Kunama, Silti, and Amharic) were used for a national literacy campaign (Getachew &
Derib, 2006; Katrin & Janine, 2009; Zahoiik & Wondwosen, 2009) in nonformal education
modes. In formal education, however, Amharic continued as the only “language of instruction
and administration” (Heugh et al., 2007, p. 48).

1991-Present

After the fall of the Derge regime, the Ethiopian People’s Revolutionary Democratic Front
established a decentralized policy that gave regions the right to choose their MOI for Grades 1-8
and the grade level of transition from MT to English. The Education and Training Policy, issued
in 1994, has ensured the practical use of the MT as the MOL.

Literature Review

Monolingual, Alphabetic Reading

The ultimate goal of reading is to understand printed information. This complex learning process
requires effortless, rapid, and accurate integration of visual (orthographic), sound (phonological),
and meaning (semantic) information (e.g., Perfetti, 1985). Importantly, this process progresses in
stages, from less complex integration when a child is learning to read to much more complex
integration when a child is reading to learn. Chall (1996) presents a commonly used framework
for the stages of English reading, in which the primary stages of reading are emergent literacy
(birth to Grade 1), decoding (beginning Grade 1), and automatic word recognition and fluency
(end of Grades 1-3).

The kinds of teaching approaches and resources necessary to support reading development differ
depending on the child’s stage of reading. There is ample evidence of the importance of the
home literacy environment in supporting emergent literacy skills (e.g., Sénéchal & LeFevre,
2002). Some of the most effective methods for teaching decoding and word recognition are
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explicit instruction of sound-symbol correspondence and sight words (those that are frequently
used in English but do not have a one-to-one sound-symbol correspondence pattern, such as you,
said, have, and one) (Snow, Burns, & Griffin, 1998). For fluency and comprehension, repeated
exposure to word meanings in multiple contexts and teaching children to use reading
comprehension strategies are likely to have the most impact (Shanahan et al., 2010). Thus, each
stage is characterized by different cognitive acquisition mechanisms and different teaching
approaches that are the most impactful.

Reading development is also a componential process that requires a well-orchestrated set of
cognitive and linguistic subskills. According to one well-established model of reading
comprehension, the Simple View of Reading, reading is a product of two important subskills:
oral language comprehension and decoding ability (Gough & Tunmer, 1986; Joshi & Aaron,
2000). Building on these two main skills, the National Reading Panel (2000) points to five main
component skills of reading: phonological awareness, decoding and word recognition,
vocabulary knowledge, oral reading fluency, and comprehension. Each of these skills is a
complex construct that develops differently. For instance, vocabulary might include receptive
oral vocabulary recognition or expressive written vocabulary knowledge—skills that develop
over different time periods and require different kinds and intensities of pedagogical support in
the classroom (Beck, McKeown, & Kucan, 2013). Thus, reading comprises a set of component
skills, each of which requires various amounts of time, resources, and approaches to successfully
teach.

Monolingual, Alphasyllabic Reading

Although some universal processes are involved in reading any language, many aspects of the
stages and components of reading are language dependent (e.g., Perfetti, 2003). Alphasyllabaries
(e.g., Amharic) differ from alphabetic (e.g., English, Spanish, Kiswahili), syllabic (e.g., Japanese
Kana), and morphosyllabic (e.g., Chinese or Japanese Kanji) writing systems (e.g., Nag &
Perfetti, 2014) in important ways. For example, given the hybrid representation of syllables and
phonemes in alphasyllabaries (Vaid & Gupta, 2002), both syllabic and phonemic awareness need
to be taught for successful early word reading (e.g., Reddy & Koda, 2013). This contrasts with
the “phonics” approach in English and other alphabetic languages, in which it is important to
teach the sound of individual phonemes (e.g., Adams, 1990). A second difference is that it takes
longer to acquire all the symbol-sound mapping rules in alphasyllabic languages, and thus to
acquire a mastery level in decoding (until Grades 4 or 5) (Nag, 2007; Nakamura & Joshi, 2014)
compared with learners of alphabetic languages (Grades 1 or 2) (Liberman, Shankweiler,
Fischer, & Carter, 1974). A third difference is that alphasyllabic languages are visually more
complex and do not represent their symbols in a linear fashion, requiring extra time and practice
to acquire (Kandhadai & Sproat, 2010; Nag & Snowling, 2011). Finally, alphasyllabic scripts are
transparent; that is, they have a clear, one-to-one correspondence between sounds and symbols.
For example, & is always sounded out as /ki/. But in English, “c” can be sounded out as /k/, /s/,
/ch/, etc. Consequently, to nurture successful, independent alphasyllabic readers, pedagogical
practice should teach sound-symbol rules and patterns (Rao, Vaid, Srinivasan, & Chen, 2011),
instead of whole words or sight words.
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Thus, even in monolingual learning environments, nonalphabetic languages require pedagogical
and assessment methods that differ in terms of the skills taught, as well as the sequence and
timing of those skills, when compared with learners of alphabetic languages.

Multilingual Reading

This section briefly reviews the literature on multilingual education and biliteracy acquisition.
Language is the foundation of literacy acquisition; thus, there is an inextricable link between
multilingual education and biliteracy acquisition research. However, the former tends to focus
more heavily on education systems and educational attainment in all subjects, whereas research
on the latter deals more closely with literacy development mechanisms in more than one
language.

Looking first at multilingual education, ample evidence shows that the language of the schools in
many developing countries does not match a child’s MT or the language of the home (see Ball,
2010, for a review). There are several reasons for this, including the following:

e Sociopolitical forces that motivate decision makers to maintain or obtain access to
power (or thwart access to power) through language policies (Tollefson & Tsui,
2004)

e Demand from families and communities for education in the postcolonial
language because of its proven link to socioeconomic mobility (Azam et al., 2010;
Coleman, 2011)

e Perceived “global” identity that comes with achievement in a “global” language
(e.g., de la Piedra, 2006)

e Difficulty in determining which MT or L1 to teach in many linguistically
heterogeneous contexts (Nag et al., 2014)

Despite this demand for education in the postcolonial global language, multiple studies from
various low-income countries (e.g., Alidou et al., 2006; Bamgbose, 2000; Heugh et al., 2007)
and high-income countries (Genesee, Geva, Dressler, & Kamil, 2006) have demonstrated that
education programs that transition from an MT/local language “too early” are likely to lead to
poor educational outcomes in both languages, or to children dropping out of the education
system altogether.

Studies that further probed these findings in African contexts found that at least 6 to 8§ years of
local language education are required in high-resource environments for successful bilingual
education (Heugh, 2006). Furthermore, there are within-language threshold levels at which a
child may be able to benefit from the introduction of literacy instruction, such as ensuring a child
understands 95% to 99% of the words in a text in order to benefit from literacy instruction of that
text (Hu & Nation, 2000). Evidently, children must understand the language in which they are
learning, but determining that language is not a straightforward decision. Furthermore, and most
importantly, until now no studies have formally determined a cross-language threshold point
below which children fail to acquire a second language reading skills. To the best of the AIR
team’s knowledge, this study is one of the first to formally and empirically examine and establish
such a threshold for the Ethiopian context.
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Turning to the processes of biliteracy acquisition, we know that one of the defining
characteristics of L2 reading, which differentiates it from L1 and monolingual reading, is dual
language involvement in the L2 (Cummins, 1979; Koda, 2007, 2008). In other words, there are
several different manifestations of L1 influences on L2 that must be considered when designing
bilingual reading programs (for reviews, see August & Shanahan, 2006; Koda & Reddy, 2008).
For example, studies have shown that (a) there are significant correlations between L1 and L2
reading subskills, especially metalinguistic awareness, such as phonological awareness; (b) L1
subskills support L2 reading outcomes (e.g., a child who has strong L1 phonological awareness
ability is likely to have strong L2 decoding ability in two alphabetic languages); (c¢) L1 reading
subskills and L2 oral language skills jointly predict reading scores in the L2; and (d) transfer
depends on the linguistic and script distance between the two languages. Thus, the impacts of L1
on L2 reading are predictable and significant. Understanding such cross-linguistic influences is
critical to supporting biliteracy development.

Very few studies have focused on alphasyllabic-alphabetic biliteracy acquisition, but the
emerging consensus—in line with other biliteracy studies—is that there are both language-
neutral and language-specific acquisition processes (Kim, 2009; Reddy & Koda, 2013).
Specifically, certain reading subskills, such as phonemic awareness, are shared across languages
and, therefore, do not need to be taught twice. Once developed in one language, these skills will
support reading in a new language. In addition to these language-neutral transferable skills, there
are also language-specific skills that need particular attention in each language separately, such
as oral vocabulary knowledge. Furthermore, the nature of cross-linguistic transfer changes as
children progress through the early grades of reading development, with more language-specific
skills required after Grade 4 (Nakamura, Koda, & Joshi, 2013). These psycholinguistic studies,
therefore, explain some of the mechanisms concerning the necessity of continuing to teach
certain subskills of the L1 (versus others) for improving biliteracy impact.

In summary, the main theoretical notion framing this study is that much of cognitively
demanding tasks that underlie reading in multilingual children are shareable, transferable, and
facilitative across languages. According to the Transfer Facilitation model (Koda, 2007, 2008),
the mechanism of biliteracy transfer is as follows: Skills that are required in both languages are
shared in the multilingual mind, and through this process, L1 literacy outcomes directly transfer
to L2 literacy outcomes. This has two implications. First, learning to read two or more languages
is a facilitative—not interruptive—process if it is based on an understanding of how to build on
available skills. Second, these teachable skills predict reading success in multilingual learners,
even when those learners have limited or no print resources and support in their homes and
communities (Reddy, 2011), and these skills must be harnessed for higher impact reading
planning in multilingual environments.

Conceptual Framework

To guide the research in Ethiopia, we turn to existing evidence of how children learn to read in
bilingual and multilingual countries worldwide. Several studies suggest that L1 reading is one of
the most significant predictors of L2 reading (August & Shanahan, 2006; Cummins, 1981; Koda,
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2005, 2007, 2008; Koda & Reddy, 2008). Through the transfer of cognitive, metacognitive,
linguistic, and metalinguistic resources that are shared between the two languages, L1 reading
supports the development of L2 reading. In other words, through the experience of learning to
read L1, children develop these resources, and when they have to learn to read a new language,
they do not need to relearn any skills that are the same in both languages. However, these skills
cannot be efficiently utilized for learning L2 until they are sufficiently developed in the stronger
language. This L1-to-L2 reading transfer usually manifests empirically as significant correlations
between L1 and L2 reading scores (August & Shanahan, 2006; Koda & Reddy, 2008).

There are some important characteristics in Ethiopia that diverge from the existing research
described above. First, the terminology of L1 and L2 is drawn mostly from Western contexts and
bears little (if any) resemblance to Ethiopia’s rich, multilayered multilingualism. Furthermore,
Ethiopia is a multilingual country, and bilingualism may be an inadequate descriptor for
educational policy. For instance, some children may speak more than one language at home and
therefore already have two L1s, or children may have one language at home (L1), learn a second
“mother tongue” in school (L2) because their family is from an area where the language is not
the same as that of the school, and then learn English later (L3). There are many permutations
and combinations of these multilingual situations, and it is clearly not a linear progression from
L1 to L2. To reflect complexity, we will change the terminology to Lit / (for the Ethiopian
language being acquired in the school) and Lit 2 (for English) as the primary and secondary
literacy. This is consistent with the terminology and conceptualization by Nakamura and de
Hoop (2014) for a biliteracy transfer threshold study in India.

Second, most extant biliteracy studies conducted are done with two alphabetic (Latin/Roman)
scripts. However, Ethiopian MTs use either Fidel or Latin, alphasyllabic (sometimes called
abugida; Share & Daniels, 2015) and alphabetic writing systems, respectively. Although transfer
occurs to some extent regardless of the language pairs (Bialystok, 2001; Wang, Park, & Lee,
2006; Wang, Perfetti, & Liu, 2005), the timing of transfer is likely to depend on the two writing
systems that have to be acquired (Koda, 2007). There is increasing evidence of literacy
acquisition in alphasyllabic writing systems (Nag & Perfetti, 2014; Nakamura, Joshi, & Ji, 2017)
that shows some of the differences in learning to read these languages. For example, phonemic
awareness is of less importance in alphasyllabaries as it is in alphabetic languages (Nakamura et
al., 2017). In terms of transfer, when the L1 and L2 both use alphabets, transfer may be
somewhat faster than when the two writing systems differ. In some contexts of Ethiopia, a child
learns an alphasyllabic language first (any language that uses the Fidel writing system), followed
by English, an alphabetic language. Because of several cognitive and linguistic demands,
alphasyllabaries take longer to acquire than alphabetic languages (Nag, 2007; Reddy & Koda,
2013). Thus, we expect the transfer facilitation from alphasyllabic to alphabetic writing systems
to be relatively late in primary school, namely when the resources from the local language
achieve an adequate level of development to be usable in learning to read the L2.

Based on this literature on transfer and sharing of subskills between languages for biliteracy
acquisition, and on Ethiopia’s multilingual education context, we present a conceptual model of
transfer in biliteracy acquisition in Figure 1. Lit 1 has some language-specific skills (such as oral
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vocabulary) that will predict Lit 1 reading outcomes in combination with Lit 1 shared subskills
(such as phonological awareness). Those shared subskills (phonological awareness in Lit 1) are
“transferred” through cognitive resource sharing to Lit 2 (phonological awareness in Lit 2),
which will also predict Lit 2 reading outcomes. In addition to the shared Lit 2 subskills, Lit 2
language-specific subskills (English oral vocabulary) will predict Lit 2 (English) reading
outcomes. This study proposes to test how many of these skills are required for successful
transfer from MT to English and, as such, successful biliteracy outcomes in both languages in
any pair of languages.

Figure 1. Conceptual Model of Transfer in Biliteracy Acquisition

Lit1 Lit1 Lit2 Lit2
Language-Specific . < > . Language-Specific
Subskills Shared Subskills COGNI-IS-IXE ;IEZOURCE Shared Subskills Subskills
Lit 1 g Lit 2
Reading Outcomes TRANSFER " Reading Outcomes

In the literature, the transfer relationship between L1 and L2 has, thus far, been measured as a
linear one (August & Shanahan, 2006; Koda & Reddy, 2008). However, as discussed above,
conceptual transfer can occur only when sufficient language resources are available to be shared.
The relevance of this point to the research questions at hand is that if the relationship between
the MT and English in Ethiopia is linear, then there may not be a particular standard or threshold
at which the child is ready for English instruction; rather, the case is made that the longer the
child is exposed to the MT, the better, leaving the timing and standards of transition to be a
subjective rather than an empirical decision.

In addition, transfer is dependent on the oral language proficiency in the L2 (English) (Coady &
Huckin, 1997). In low-income communities in Ethiopia, English oral language skills can be
expected to be relatively low when a child begins school and will need several years for
sufficient development. We hypothesize a nonlinear relationship between L1 and L2 reading
skills due to the need for sufficient acquisition of L1 cognitive and linguistic resources and the
need for sufficient acquisition of L2 oral language skills. Specifically, we expect the relationship
between L1 and L2 skills to be relatively weak below a threshold level of mastery and to
increase exponentially above that threshold value. This exponential increase can enable a
successful transition from L1 to L2 for biliteracy achievement.

According to the evidence collected from the READ M&E transition study (2017) already
conducted, the following findings were presented:

e There are regional differences in when English is introduced as the MOI after the
MT.
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e Most stakeholders are unsure who makes the decision about the transition—and
how they make the decision—and there are different preferences across the board,
although there is no empirical evidence regarding the “best” time for learning
outcomes in both languages.

e No standards are followed in the regions while making decisions about what
grade level the transition should be made in.

Given the evidence that such a research study has not been conducted thus far for the Ethiopian
context, and given the relevance it has to education policy dialogue, the AIR research team
proposes to answer the following research questions:

1. Is there a structural break in the relationship between MT decoding and English
decoding?

2. Is there a structural break in the relationship between English listening comprehension
and English reading comprehension?

A structural break in the relationship enables us to test whether there is a sudden change in how
one variable (MT, for example) relates to another variable (English, for example). If there is a
change (a break), then up to a certain point (wherever the break is), an increase in MT reading
scores will lead to a small increase in English reading scores. However, above the point of the
break (say, 60% for illustrative purposes) on an MT reading test, the same amount of gain in the
MT will lead to significantly larger gains in English reading. A finding like this will enable us to
determine precise threshold levels for children to transition—and to better benefit from—English
literacy instruction.

Methods

Sample
Our study focuses on four specific language pairs:

e Afaan-Oromo and English
e Ambharic and English

e Berta and English

e Wolayttatto and English

Afaan-Oromo, Ambharic, Berta, and Wolayttatto are languages from all four language families of
Ethiopia. Amharic uses Fidel scripts, and the other three languages use the Latin script. To
investigate the research questions for a given language pair (i.e., MT-English pair), we sampled
approximately 41 schools for each language. Therefore, with four language pairs, the sample
included a total of 163 public schools. In this context, public schools are schools owned by the
government. A sample of approximately 25 children (a sample of 12 or 13 children in Grade 6,
and 12 or 13 children in Grade 7) were tested in each school. Thus, observations were collected
for a total of 3,902 students. The sample was balanced by gender and included data collected in
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urban and rural schools. Table 1 describes in detail the number of students and schools that are
part of the sample.

Table 1. Students Sampled by Language, Grade, Location, and Gender

Language 6th 7th Urban | Rural | Female | Male | Students | Schools
Afaan-Oromo 426 402 372 456 417 411 828 39
Ambharic 531 530 504 557 528 533 1,061 42
Berta 518 537 111 944 534 521 1,055 42
Wolayttatto 477 480 148 810 480 478 958 40
Total 1,953 | 1,949 | 1,135 | 2,767 1,959 1,943 3,902 163

For power calculations, the AIR study team selected 12 students per grade and 41 schools per
language. Also, we set o = 0.05, which is related to the level of confidence that we are using to
construct the confidence interval. The margin of error (ME), which is the number such that we
can be 100(1—a)% confident that an estimate will not differ from the true value, depends partly
on the intraclass correlation (ICC). The ICC measures the similarity in reading outcomes among
students within (and between) schools. The relationship for estimating a proportion that is
representative for a particular language is given by the following formula:

1+ (m—1DICC

Based on the formula, we estimated that the ME is 0.07 assuming an ICC of 0.20, which is
consistent with actual EGRA data collected for the READ M&E project. That is, based on our
sample, we can be 95% certain that the estimate we obtained from the true value of the reading
outcomes for a given language will not differ from the true value by more than 0.07.

Each language group has a different transition grade, with Afaan-Oromo transitioning from the
MT MOI to English MOI at Grade 9, Amharic at Grade 7, and Berta and Wolayttatto at Grade 5.
The instruments (described in the next section) were piloted in Grades 4-7, and due to high zero
scores on all reading subtasks in Grades 4 and 5, especially in English, only Grades 6 and 7 were
included in the final data collection for all language groups.

Instruments

This study examined students’ abilities on a series of language and reading subtasks in their MOI
and in English. The tasks in this assessment included letter-sound correspondence (LSC),
phonological awareness (PA) at both the syllable level (PA-syllable) and the phoneme level (PA-
phoneme), real word decoding (RWD) and nonsense word decoding (NWD), listening
comprehension (LC), and reading comprehension (RC). The English assessment also included an
assessment of letter name. The tests were all untimed. Table 2 presents a summary of the number
of tasks per language.

READ M&E': Language Transition Study 15




Table 2. Assessments by Language

No. of Tasks

Language per Language Tasks

Afaan-Oromo 7 LSC, RWD, NWD, RC, PA-syllable, PA-
phoneme, LC

Ambharic LSC, RWD, NWD, RC, PA-syllable, LC

Berta 7 LSC, RWD, NWD, RC, PA-syllable, PA-
phoneme, LC

Wolayttatto 7 LSC, RWD, NWD, RC, PA-syllable, PA-
phoneme, LC

English 8 Letter Naming, LSC, RWD, NWD, RC, PA-
syllable, PA-phoneme, LC

Letter Naming

This task, which was conducted in English only, involved assessing the student’s ability to
identify letter names. Our original instrument design during the pilot did not include a letter-
name assessment for English. In English, unlike in the MT languages that we also studied, letter
name and letter sound are distinct from each other. Letter-name awareness is a key predictor of
early decoding skills in English, but letter-sound correspondence is a far more significant
predictor of literacy skills in English (Adams, 1990).

During data collection training, enumerators, made up of teachers and MoE officials, raised
concerns that students are taught only letter names given the lack of teacher training in letter-
sound correspondence. During data collection, the AIR study team found that students often
confused letter-name and letter-sound correspondence and did not understand them as two
distinct categories. Additionally, we found that many enumerators were not able to distinguish
between letter name and letter sound. Enumerators reported that children who were not able to
consistently answer letter-name or letter-sound assessments were still able, in some cases, to
attempt and complete some items on the real and nonsense word subtasks. We used the findings
from pilot data collection to reorder the letter-name correspondence task from easiest to hardest,
as defined by students’ performance. In addition, we reduced the number of letters in the
assessment from 60 to 30. See Table 3 for the letter naming assessment in English.

Table 3. Letter Naming: English

B s a 0O D m c ] b e
f L T n \% U E K
R T W q V4 i Y Q

Letter-Sound Correspondence

The letter-sound correspondence tasks measured students’ ability to associate the orthographic

symbols, or letters, with their phonological unit (phoneme or syllable). The ability to sound out
individual letters is an important step toward sounding out whole words and learning to decode
new written words. The AIR study team used the findings from pilot data collection to reorder
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the letter-sound correspondence task from easiest to hardest, as defined by students’
performance. In addition, we reduced the number of letters in the assessment from 60 to 30. See
Table 4 for the letter-sound correspondence assessment in English and Appendices 1 through 4
for letter-sound correspondence in the MT languages.

Table 4. Letter-Sound Correspondence: English

O d t B f A m C S g

v E u D h L j n k p

sh Y W i CH Z r X q TH
Real Word Decoding

Real word decoding measured students’ ability to sound out real words. In the pilot data
collection, AIR found that students were largely unable to read words longer than three syllables.
We reduced the number of words in the assessment from 60 to 30 and reordered them from
easiest to hardest based on student performance in the pilot. See Table 5 for the real word
decoding assessment in English and Appendices 1-4 for real word decoding in the MT
languages.

Table 5. Real Word Decoding—English

man fat sad run near
sharp floor many goat jump
deep CToSss student finger gravel
slowly prevent matter angle forest
internal unhappy exercise merchant understand
umbrella important ability elephant ambulance

Nonsense Word Decoding

Nonsense word decoding assessed students’ ability to sound out nonsense words—pseudo strings
of letters that make up orthographically legal words that are not real in the language in which
they are being tested. Because students are unable to memorize nonsense words, this assessment
tested their ability to use letter-sound correspondence to read unknown words. During the pilot,
students scored at floor levels on nonsense words that contained more than three syllables. As a
result, the AIR team reduced the number of complex, multisyllabic words and cut the total
number of words from 60 to 30. We also reordered the words from easiest to hardest based on
student performance in the pilot. See Table 6 for the nonsense word decoding assessment in
English and Appendices 1—4 for nonsense word decoding in the MT languages.
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Table 6. Nonsense Word Decoding—English

labi vedo regish gaki kagi
sana bako rella zina puga
damo gatra shocka nepud leeti
sijaz thadilat wonolu gorafi phomisa
fodgora himmana althoga hittano quesoran
semikuta ilamandu tudashema hadokalum perolakosta

Reading Comprehension

Reading comprehension assessed students’ ability to read, comprehend, and answer questions
about two short passages (Figures 2 and 3). During the pilot data collection, the AIR team found
that reading comprehension scores were low. Therefore, we made the passages shorter, simpler,
and more culturally relevant for the final data collection. In addition, we reduced the number of
questions for each reading passage to five and allowed the students to refer to the passage while
they answered questions.

Figure 2. Reading Comprehension 1—English

Lemmi is ten years old. He lives with his family in the village near Bishoftu. He is now in grade
three. He has one younger sister and two elder brothers. Lemmi’s parents are farmers. They own
a small farmland. They have two oxen, three cows, one donkey, two goats and two sheep. In
their garden, they grow lemon and mango trees.

1. How old is Lemmi? [ten years old]

Which grade is Lemmi now? [three]

2

3. How many sisters does Lemmi have? [one]

4. What type of fruit do Lemmi’s parents grow in the garden? [lemon and mango]
5

What do Lemmi’s parents do? [farmers]

Figure 3. Reading Comprehension 2—English

Two weeks ago, ten guests came to our house. They were all friends of my parents. They came
to celebrate the Ethiopian New Year with us. They brought us a lot of gifts. The guests and
members of our family had a nice time eating, drinking and dancing. Next year, we will celebrate
the New Year at one of the guests’ house.

1. When did the guests came to our house? [two weeks ago]

Who were the guests? [they were all friends of my parents]

2

3. What did they bring to the family? [a lot of gifts]

4. Why did they come to us? [to celebrate the Ethiopian New Year]
5

What do people do during the New Year celebration? [they eat, drink and dance
together]
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Phonological Awareness—Initial Syllable Deletion

The phonological awareness tasks measured students’ ability to identify, manipulate, and
distinguish aurally presented syllables (the largest sublexical chunk in a phonological unit). This
assessment was entirely aural: The syllabic tasks were presented through spoken sounds and
words and, therefore, did not test any aspect of writing or orthographic knowledge. This
assessment specifically tested a student’s ability to manipulate syllables. A syllable is a unit of
pronunciation that contains only one vowel sound, preceded or followed by any number of
consonants, or standing alone.

In the pilot data collection, the AIR researchers tested for initial and final syllable deletion. For
the final data collection, we tested only for initial syllable deletion to reduce the length of the test
and lower the level of difficulty. See Table 7 for the phonological awareness—syllable
assessment in English and Appendices 14 for the PA-syllable assessments in the MT languages.

Table 7. Phonological Awareness—Syllable Deletion: English

paper per mercy cy
elbow bow father ther
active tive delete lete
driver ver clever ver
tiger ger support ort

Phonological Awareness—Initial Phoneme Deletion

The phonological awareness—phoneme assessment measured a student’s ability to manipulate
phonemes. A phoneme is the smallest possible unit of sound. In the pilot data collection, the AIR
study team tested for initial, medial, and final phoneme deletion. To reduce the length of the test
and lower the level of difficulty, we modified the assessment to focus on initial phoneme
deletion. There is no phoneme deletion assessment for Amharic, because Amharic language
experts deemed it not relevant for their language. See Table 8§ for the phoneme deletion
assessment and Appendices 1, 3, and 4 for the assessment in the MT languages.

Table 8. Phonological Awareness—Phoneme Deletion: English

fit it now ow
cat at lip ip
Tow ow put ut
mud ud get et
dig ig red ed

Listening Comprehension

The listening comprehension assessment tested students’ ability to listen to two passages
(Figures 4 and 5) and answer five comprehension questions. See Appendices 14 for the
listening comprehension assessment in the MT languages.
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Figure 4. Listening Comprehension 1—English

Children are happy members of a family. They wash their hands before eating. They also wash
after eating. Their school uniforms are always clean. They do not come to school late. They ask
and answer questions in class. They do their homework at home every day. Sometimes, they play
football with their friends. They love their teachers. They help their parents.

1. Who are the happy members of a family? [children]

. What do children do before and after eating? [wash their hands]

2
3. What do they do in class? [ask and answer questions]
4. What do they wear in school? [school uniform]

5

. What do they do after school? [do their homework, sometimes play football and help
their parents]

Figure 5. Listening Comprehension 2—English

In Ethiopia, there are many kinds of plants, animals and birds. Elephants, lions and hyenas are
examples of wild animals. Cows, donkeys and goats are useful animals at home. There are many
kinds of birds in the forest. Most of the animals are very friendly to people. Some of the wild
animals can bite people. Trees are used for firewood and for making houses. Their leaves, roots
and fruits can be used as food and medicine.

1. What are the names of two wild animals? [elephants, lions and hyenas]

. Where do donkeys live? [at home]

2

3. What type of animals bite people? [wild animals]

4. What are trees used for? [firewood, making houses, food medicine]
5

. What parts of trees are eatable? [leaves, roots and fruits]

Data Collection Training

Data collection training took place over the course of 4 days. Most data collectors had also
participated in the pilot data collection training. Dr. Pooja Nakamura, the principal investigator,
contextualized the study for the data collectors by describing a similar study that was conducted
in India and the potential importance of the study for the Ethiopian MoE’s language policy
rollout. The training covered the logistics of each assessment and collected feedback from
enumerators. The study team leveraged the enumerators’ expertise to simplify the assessments
and make them more culturally relevant. They explained how to use Tangerine software on
tablets, data collection logistics, and sampling procedures.

The data collection training emphasized practice and group work. Each assessment was practiced
in pairs and role-played in front of the group, and participants were given pop quizzes throughout
data collection. See Appendix 6 for the training agenda.

READ M&E': Language Transition Study 20




Testing Procedure

The data collection decision tree (see Figure 6) is designed such that students who are unable to
complete the easier subtasks do not have to complete the harder subtasks. In order to reduce
wastage of testing resources and to minimize student and assessor fatigue, we assumed a logical
trajectory of literacy acquisition based on the evidence, and if a child could not identify a letter
sound or name, we did not require him or her to attempt reading words or passages.

Each student completed the letter-sound correspondence test (and the letter-name
correspondence test for English). If the students answered the first 10 questions incorrectly, they
stopped the subtask and moved to the phonological awareness section. If the students answered
nine or more questions correctly, then they moved to the real word and nonsense word decoding.
If the students answered the first 10 questions incorrectly for real word decoding and nonsense
word decoding, they moved to phonological awareness. If the students answered 15 or more
questions correctly, they moved to the reading comprehension 1 and 2 tests. All students
completed the phonological awareness tasks (syllable and phoneme deletion) and the listening
comprehension 1 and 2 tests.

Figure 6. MT Assessments Decision Tree

Syllable-Level Phoneme-Level
All students will take the Letter-Sound y . . Listening
s Phonological Phonological .
tests in this row. Correspondence Comprehension
Awareness Awareness

\ 4

Only stludents ) arllsw?r 9 or more Real Word and/or
questions correctly in either letter-
Nonsense Word
name or letter-sound correspondence Decodin
will move to this task. g
\ 4
Only students who answer 15 or .
. L Reading
more questions correctly in either Comprehension
RWD or NWD will move to this task. 2

Results

Analytic Method

The main goal of our conceptual framework was to test whether there is a threshold value of MT
decoding at which the child can transfer the MT reading skills to facilitate decoding acquisition
in L2 English. After pilot-testing the instruments with Grades 4—7 students, the AIR study team
determined that there was not enough variability in the MT and English scores to be able to
detect a threshold break, if one existed. As such, we decided to conduct the full data collection
with only Grades 6 and 7 students, who spoke one of the following four MTs: Afaan-Oromo,
Ambharic, Berta, and Wolayttatto. This was mainly to target the grades at which we are most
likely to see as close to a “normal” distribution as possible in both languages in each child. As
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described earlier, these four MTs were selected to represent the four different language families
in Ethiopia. In order to detect levels of sufficiency in the MT necessary to support L2 literacy
acquisition, all the students were tested in both their MT and in English.

The underlying premise of our hypothesis is that there might be a point of MT decoding skill
mastery (threshold point) after which English decoding skills will improve substantially, even
with marginal improvements in the MT decoding skill. In other words, students who have not
reached this hypothesized level of MT decoding skill “sufficiency” might improve their English
decoding skills marginally, even if their MT decoding skills improve substantially. In contrast,
students who have reached this hypothesized level of MT decoding skill “sufficiency” might
improve their English decoding skills substantially, even if their MT decoding skills are
increasing only marginally after the threshold point. Based on our conceptual model, the
anticipated mechanism is that at a threshold point of MT reading, the skills are mature enough
and ready to be transferred to L2 reading development; as such, the association between MT and
English decoding skills increases at a much faster rate. We tested this hypothesis by using a
three-stage statistical procedure to determine the nonlinearities in the relationship between MT
decoding outcomes and English decoding outcomes for students in our sample.

We first analyzed the relationship between MT decoding outcomes and English decoding
outcomes by analyzing the two-dimensional scatterplots between the two variables. These two-
dimensional scatterplots indicate whether a threshold value of decoding exists and, if so, how
high that threshold value might be. The threshold value can be approximated by determining the
value of MT decoding above which the correlation of the relationship between MT decoding
outcomes and English decoding outcomes increases substantively. This can be examined by a
visual analysis of the two-dimensional scatterplots. We also fit univariate, locally weighted
regression models for the association between MT decoding and English decoding. This model
allows for nonlinearities in the association between MT and English by fitting linear regression
models to observations in the neighborhood of a point that is associated with a certain MT
decoding skill. In other words, different levels of MT decoding skills are associated with
different levels of correlation between MT and English decoding outcomes. The locally weighted
regression model enables us to visually establish the existence of potential nonlinearities in the
association between MT and English decoding outcomes.

Second, we formally tested for the existence of a threshold value of MT decoding by
constructing a test statistic for a structural break without imposing a known break by combining
the test statistics computed for each possible break score in MT decoding in the sample. Then we
used the maximum of the tests computed at each possible break, known as a supremum Wald
test, which uses the maximum of the sample tests. The intuition behind these tests is to compare
the maximum sample test with what could be expected under the null hypothesis of no break
(Quandt, 1960; Andrews, 1993).

Third, we used linear multivariate regression analysis to determine the linear relationship
between MT decoding and English decoding both below and above the break identified in the
second stage. Specifically, we examined whether children who are below and above the break
have a different statistical relationship between their MT and English decoding skills.
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To perform this analysis, we defined a variable dummy D, which equals 0 for all students whose
MT decoding skills are below the identified break and 1 if the MT decoding skills are above the
break.

D. = {1 if MT decoding score greater than break
' 0 Otherwise

Then we ran the following regression:

DECgngiish = @ + B1DECyr + 2D + B3(D * DECyr) + €

The regression enables us to test the linear relationship between MT decoding skills (DECyr)
against English decoding skills (DECg, g;;5,) While allowing for the relationship of these two
variables to have a different intercept (f3,) and a different slope (fB3). If any of the 3, and 3
coefficients are statistically different from 0, there is evidence of a structural break in the
relationship between MT and English decoding skills.

In Figure 7, we provide a graphic representation of the analysis. Note that if 8, and 3 were both
equal to 0, then the relationship between MT and English decoding skills would be the same on
both sides of the break point; that is, the dashed line to the right of the break point would be a
continuation of the relationship before the break. However, if at least one of the coefficients £,
and B were different from 0, there would be evidence that the relationship between MT and
decoding skills is different before and after the break.

Figure 7. Graphical Representation of Structural Break

English Decoding i
Score | Change in slope = p3
_

Change in intercept = g2 —|: o

Mother Tongue
Decoding Score

Intercept=a —[

Break

3

'I'
D=0 D=1

In sum, this analysis enables us to test different components of the transfer model, namely
whether children require a minimal skill level in MT decoding proficiency before they can obtain
English decoding skills.
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Descriptive Results

As part of the initial data cleaning, the AIR study team ensured that all scores that were missing
after an auto-stop or skip rule were converted to zero. Please see the Testing Procedure section
for details on the testing procedures and all auto-stop and skip patterns employed in testing.

Table 9 presents the descriptive statistics for all the linguistic and cognitive subskills that were
measured, including means, standard deviations, and Cronbach’s alpha scores, which indicate
that the reliability of the instruments for the Ethiopian context was strong.

Table 9. Descriptive Statistics for Linguistic and Cognitive Subskills

Construct N Mean Min Max | Alpha
Afaan-Oromo

Decoding — MT 829 42.7 0 60 0.80
Decoding — English 829 21.8 0 60 0.83
Reading Comprehension — MT 829 5.5 0 10 0.81
Reading Comprehension — English 829 1.2 0 10 0.69
Listening Comprehension — English 829 1.0 0 10 0.86
Ambharic

Decoding — MT 1,063 49.3 0 60 0.94
Decoding — English 1,063 22.9 0 60 0.90
Reading Comprehension — MT 1,063 6.0 0 10 0.75
Reading Comprehension — English 1,063 1.5 0 10 0.65
Listening Comprehension — English 1,063 1.3 0 10 0.87
Berta

Decoding — MT 1,055 17.8 0 60 0.97
Decoding — English 1,055 19.6 0 60 0.97
Reading Comprehension — MT 1,055 2.3 0 10 0.96
Reading Comprehension — English 1,055 1.3 0 10 0.86
Listening Comprehension — English 1,055 1.5 0 10 0.90
Wolayttatto

Decoding — MT 958 28.0 0 60 0.93
Decoding — English 958 27.4 0 60 0.94
Reading Comprehension — MT 958 4.7 0 10 0.93
Reading Comprehension — English 958 2.3 0 10 0.82
Listening Comprehension — English 958 2.1 0 10 0.88

Structural Break Analyses for MT Decoding Threshold

Our first research question focused on identifying if—and where—a structural break might occur
in the relationship between the reading skills in the MT and in English. In other words, we

READ M&E': Language Transition Study 24




sought to determine whether there is a point at which the amount of increase in English scores
with an equal increase in MT changes significantly.

In the figures that follow, we present the structural break analysis results by language group. In
each language pair, the first graph (Figure 8 for Afaan-Oromo, Figure 11 for Amharic, Figure 14
for Berta, and Figure 17 for Wolayttatto) display the scatterplots of the joint locally weighted
regression models from the full sample for MT decoding scores predicting English decoding
scores. In each language pair, the second graph (Figure 9 for Afaan-Oromo, Figure 12 for
Ambharic, Figure 15 for Berta, and Figure 18 for Wolayttatto) presents a scatterplot that takes into
account the fact that that some combinations of MT decoding and English decoding are more
likely to happen. For example, in the Afaan-Oromo graph (Figure 9), the bigger circles at (0,0)
and (60,60) indicate that there are concentrations of scores at both of these points. Visual
inspection of these scatterplots reveals what appears to be an increase in the steepness of the
association between MT decoding scores and English decoding scores at a certain point (for
example, around 30 points for Afaan-Oromo).

To reiterate, our main goal was to formally, econometrically evaluate whether—and where—
a structural break might occur in the relationship between decoding in the MT and decoding in
English decoding.

We present a series of tables below that show the results for each language-pair. Tables 10, 11,
12, and 13 show the results of this formal test for the structural break in each language pair. The
final graphs in each language pair — Figures 10, 13, 16, and 19 — present the results of fitting
linear regressions on both sides of the structural break.

Afaan-Oromo Breakdown

As shown in Figures 8 and 9, the Afaan-Oromo English structural break analysis clearly
indicates a significant break in the structure of the relationship between Afaan-Oromo decoding
and English decoding at about 30 words decoded accurately out of 60 words.

Figure 8. Afaan-Oromo—English Pair
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Figure 9. Afaan-Oromo—English Pair
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Table 10 presents the results of a supremum Wald test for a structural break with an unknown
break. The results indicate that we reject the null hypothesis of no structural break at the 1%
significance level (i.e., p-value < 0.01) and that the estimated break occurs at a score of 30 in MT
decoding (i.e., 50% on the Afaan-Oromo decoding test).

Table 10. Afaan-Oromo English Pair

Number of observations 829
Estimated break in decoding MT 30

Null hypothesis (Ho) No structural break
Test statistic (supremum Wald) 306.2
p-value 0.00

Figure 10. Afaan-Oromo—English Pair
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Amharic Breakdown

Figures 11 and 12 from the Amharic—English structural break analysis indicate a significant
break in the structure of the relationship between Amharic and English decoding at about 49
words out of 60 words.

Figure 11. Amharic—English Pair
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Figure 12. Amharic—English Pair
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Table 11 shows the results of a supremum Wald test for a structural break with an unknown
break. As we saw in the Afaan-Oromo—English pair, the results suggest that we reject the null
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hypothesis of no structural break at the 1% significance level (i.e., p-value < 0.01) and that the
estimated break occurs at a score of 49 in MT decoding (i.e., 81.67% on the Amharic decoding
test).

Table 11. Amharic-English Pair

Number of observations 1,063
Estimated break in decoding MT 49

Null hypothesis (Ho) No structural break
Test statistic (supremum Wald) 293.7
p-value 0.00

Figure 13. Amharic—English Pair
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Berta Breakdown

The results for the Berta—English structural break analysis (Figures 14 and 15) also show a
significant break in the structure of the relationship between Berta and English decoding. The
break in this pair of languages occurs at around 27 words decoded correctly out of 60 words. It is
important to note that the relationship in decoding MT and decoding English in the Berta sample
is more linear than in the previous two language pairs. Furthermore, the Berta decoding mean
score was surprisingly low compared to English decoding, as well as compared to the MT means
for the previous two language pairs (Afaan-Oromo and English, and Amharic and English).
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Figure 14. Berta—English Pair
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Figure 15. Berta—English Pair
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Table 12 presents the results of a supremum Wald test for a structural break with an unknown
break. Even in this language pair of Berta and English, the results indicate that we reject the null
hypothesis of no structural break at the 1% significance level (i.e., p-value < 0.01) and that the
estimated break occurs at a score of 27 in MT decoding (i.e., 45% correct on the Berta decoding
task).
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Table 12. Berta—English Pair

Number of observations 1,055
Estimated break in Decoding MT 27

Null Hypothesis (Ho) No structural break
Test statistic (supremum Wald) 14.3

p-value 0.008

Figure 16. Berta—English Pair
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Wolayttatto Breakdown

Finally, the Wolayttatto—English biliteracy threshold structural break analysis results (Figures 17
and 18) show that there is again a significant break point at 44 words decoded accurately out of
60 words.

Figure 17. Wolayttatto—English Pair
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Figure 18. Wolayttatto—English Pair
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Finally, Table 13 presents the results of a supremum Wald test for a structural break with an
unknown break. As with all the other language pairs, the results indicate that we reject the null
hypothesis of no structural break at the 1% significance level (i.e., p-value < 0.01) and that the
estimated break occurs at a score of 44 in MT decoding (i.e., 73% on the Wolayttatto decoding
task). Similar to the results we found for Berta, and for the results we reported in Wolayttatto as
well, we see a less pronounced break in the relationship between MT and English decoding
scores. Again, importantly, there are considerably lower MT decoding scores than the decoding
scores seen for Afaan-Oromo and Ambharic; and again, the degree of difference between the MT
and English scores is lower for this language group than for the first two tested (Afaan-Oromo
and Ambharic).

Table 13. Wolayttatto—English Pair

Number of observations 958
Estimated break in decoding MT 44

Null hypothesis (Ho) No structural break
Test statistic (supremum Wald) 28.6
p-value 0.00

READ M&E: Language Transition Study 31




Figure 19. Wolayttatto—English Pair
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Structural Break Analyses for English Listening Comprehension Threshold

The second research question of interest was concerned with whether there was a structural break
in the relationship between English listening comprehension and English reading

comprehension. Our conceptual framework identified two independent predictors of English L2
reading outcomes: MT decoding, which was examined in the previous set of analyses, and
English oral language skills. For the purposes of this analysis, English oral language skills were
measured as listening comprehension.

The results from the English listening comprehension-to-English reading comprehension
threshold analysis did not present a clear threshold break, as we found from the MT decoding—
English decoding threshold analysis. Although listening comprehension skills were significant
predictors of reading comprehension skills in all language pairs, there was no clear structural
break in the relationship. This indicates that the more words and syntactic structures the child
knows in English, the better the child is able to read and comprehend English; however, there is
no clear point of mastery at which a child can be considered to have “enough” listening
comprehension ability. This can be explained in terms of our understanding of the difference
between so-called constrained skills and unconstrained skills in reading. The constrained skills
can be described as the more finite set of skills and rules that need to be acquired to learn to read,
such as all the sounds of the alphabet; whereas the unconstrained skills are all the skills and
knowledge that continue to be acquired even through the lifetime of an individual, such as
vocabulary knowledge (Snow & Matthews, 2016). Oral language comprehension skills are
clearly unconstrained skills and thus less likely to have a specific point on the acquisition
trajectory as a point of mastery. In contrast, decoding skills require the mastery of all sound-
symbol correspondences, which is more clearly to demarcate as “finished” after all or most of the
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letter sounds have been learned. Thus, while the importance of English oral language skills
remains critical, the “how much” is still an open question.

It should be noted that this may be an artifact of the extremely low average scores in English
listening comprehension and reading comprehension; as such, we cannot rule out the possibility
of the existence of structural break. However, it was certainly less pronounced than the MT-to-
English reading transfer threshold points.

Discussion and Recommendations

The main goal of this research was to empirically determine optimal “readiness” for English
literacy acquisition in the multilingual educational contexts of Ethiopia. We sought to determine
such readiness by investigating whether there was a point in the acquisition of MT reading skills
that would significantly hasten the development of English success through the transfer of skills
from one language to another. Specifically, the AIR study team examined (a) whether there is a
point of MT literacy acquisition that can be considered “good enough” for transfer of skills from
the MT to optimally benefit from literacy instruction in English in terms of reading skills gains,
and (b) whether there is a point of English oral language skills acquisition that can be considered
“good enough” to optimally benefit from literacy instruction in English in terms of reading skills
gains. The logic behind these hypotheses is based on the Transfer Facilitation model of biliteracy
acquisition (Koda, 2008), which postulates that English reading ability is significantly predicted
by a combination of L1 reading ability and L2 oral language skills. The question we wanted to
answer in this research was precisely “how much” of these two skills was necessary in order to
make policy and practice recommendations. In turn, we intend to develop evidence-based
standards and benchmarks for transition from MT to English literacy learning for increasing the
likelihood of success of learning to read in both the MT and English.

The findings from this study provide clear evidence of the existence of structural breaks for
L1 to L2 decoding transfer in all four language groups that were studied. This is one of the
first studies in the Ethiopian context to confirm that, in fact, the relationship between MT reading
scores and English is not linear. In other words, if you introduce English literacy below the MT
decoding threshold levels, a child is unlikely to benefit as much in terms of English reading
proficiency as if English literacy instruction is introduced above these MT threshold levels.
These findings have implications with respect to the optimization of resources. This kind of
knowledge is necessary to determine when and how to optimally transition from MT to English
in a context in which these decisions, thus far, have been made inconsistently and with little
evidence (beyond anecdotal and personal preferences) (READ M&E, 2017) to substantiate how
and why the choices for transition timing are made.

To reiterate, the threshold points were identified using an MT and English decoding task, which
measured single word reading (or naming or “sounding out” skills). The thresholds identified
for each of the four MTs were as follows:

e Afaan-Oromo and English = 50%
e Ambharic and English = 81.67%

READ M&E': Language Transition Study 33




e Berta and English =45%
e Wolayttatto and English = 73%

These numbers indicate the score that a child would need to get on a specific decoding test in
each MT to benefit the most when introduced to English literacy teaching. In other words, this
means that is students get 50% on the 60 word decoding tests in the Afaan-Oromo pair, for
example, they are able to transfer their MT reading skills to support their ability to start learning
to read in English. We recommend that these numbers be interpreted as estimates; however, the
results clearly indicate that the relationship linearity is “breaking” around these numbers,
suggesting that this is the point at which literacy transfer is occurring due to a certain degree of
mastery of the L1 decoding skills.

Our initial hypotheses suggested that there would be differences in the threshold levels because
of the differences in the scripts. Based on the research that alphasyllabaries (Ge’ez script) take
longer to acquire than alphabetic scripts (Roman script)}—even if they are easier to acquire (Nag
& Perfetti, 2014; Asfaha, Kurvers, & Kroon, 2009)—we expected that the Amharic thresholds
would be higher than those of the other three languages in this study (Nag, 2007; Asfaha et al.,
2009). We were surprised to find the high threshold in Wolayttatto decoding, but hypothesize
that this likely may be due to the high level of double consonants in the Wolayttatto orthography,
making it harder to acquire and thus transfer skills across languages. This warrants further
investigation.

The less pronounced thresholds in Berta and Wolayttatto warrant special discussion. In these two
language groups, the MT decoding scores were considerably lower than the MT scores for the
two other language groups (Afaan-Oromo and Amharic). The English scores were comparably
low across the four MT groups; however, in the Berta and Wolayttatto groups, there was nearly
no difference between the MT and English scores. This was also in sharp contrast to the other
two language groups, in which the MT was clearly much stronger than the English scores. This
would not be surprising given that the Berta and Wolayttatto samples had already transitioned to
English as the MOI in Grade 5; whereas the Afaan-Oromo and Amharic samples were still being
exposed to the MT MOI until Grades 9 and 7, respectively.

As such, it is possible that less pronounced nonlinearity results from Berta and Wolayttatto are
reflective of the low MT achievement level and the lack of a large difference between MT and
English scores, making cross-linguistic transfer and cognitive linguistic sharing between the two
languages a little more difficult. This makes us less confident in the thresholds for the Berta and
Wolayttatto regions, compared to those for the Afaan-Oromo and Amharic regions. While
acknowledging this reticence, it remains evident that there was, in fact, a slight nonlinearity that
could be detected in the Berta and Wolayttatto language groups as well. In light of this evidence,
the research team does caution that the use of the exact threshold value for this language group is
exploratory and will require further research—most likely in earlier grades in those two regions
where we can see more pronounced differences between the MT and English decoding scores,
and thus will be able to detect the transfer threshold with more confidence.
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Based on this first set of exploratory results, in Table 14 we provide a graphical representation of
the approximate point at which English skills can be introduced in each of these MT groups.

Table 14. L1 Decoding Thresholds for Each Language Group
40% MT 50% MT | 60% MT | 70% MT 80% MT | 90% MT

Decoding | Decoding | Decoding | Decoding | Decoding | Decoding
Ability Ability Ability Ability Ability Ability

Afaan-Oromo

Ambharic
Berta
Wolayttatto

There are three important caveats regarding how these thresholds should be utilized.

First, these thresholds must be taken into consideration along with oral language
comprehension ability. Although our results did not detect a “structural break” in English oral
language and English reading comprehension, there is still a significant relationship between the
two. For example, if a child has 50% decoding ability in Afaan-Oromo but does not know any
vocabulary or grammar in English, the child is unlikely to succeed in acquiring English literacy
skills, regardless of his or her achievement on MT decoding ability. Our research was not able to
pinpoint a particular number of words or a specific score on English oral language proficiency;
however, previous research has suggested that one most understand at least 95% to 99% of the
words in a text to be able to understand the meaning of the text “adequately” (Carver, 1994; Hu
& Nation, 2000). This means that the fulfillment of the decoding criteria threshold described
earlier is, in and of itself, not enough. It will be useful only if the child also has strong oral
language comprehension (oral vocabulary—receptive and expressive, and listening
comprehension skills).

Second, these threshold results do NOT necessarily indicate children’s reading achievement
level in these regions, nor do they translate directly into the grades at which English
literacy instruction should be introduced. The only purpose of this study was to detect
thresholds (or structural breaks in the linearity of the correlation between L1 and L2 reading
skills, and L2 oral language skills and L2 reading skills). Therefore, an incorrect conclusion
would be that children in the Amharic-speaking regions will have to wait longer to be introduced
to English literacy because they have a higher threshold level than the Afaan-Oromo-speaking
region, for example. Rather, children in the Amharic-speaking region may, in fact, have achieved
the threshold levels in MT decoding in an earlier grade than those in the Afaan-Oromo-speaking
region. This study only makes the case for what skills are necessary to transition from one
language to another in terms of optimizing reading skills gains, not the grades at which a
sufficient proportion of the students have achieved those skills. In order to determine those
grades, the next steps would be to trace how many students demonstrate the required skills in
each grade, and use that number as a basis for determining the best grade for transition.
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The findings from this study make a case for skill-based transitioning in multilingual education
systems in Ethiopia. While it is outside the scope of the study to determine how many children in
each grade have achieved these threshold levels in each of the regions studied, the research does
point to which skills are required to empirically determine that a child is ready to optimally
benefit from high-quality English literacy instruction in terms of increasing the likelihood of
success of learning to read in both the MT and English.

Conclusions and Next Steps

Based on the results of this research, we recommend the following next steps in order to shed
more light on the evidence base that can support Ethiopia’s new multilingual education policy.

1. We conducted a standards- and benchmark-setting workshop that took into account the
thresholds of L1 literacy required and co-interpreted the findings with key education
stakeholders. The sociopolitical and sociolinguistic context of the region may or may not
allow for this evidence base to be directly converted into policy discussions. Stakeholders
gained a deep understanding of what these numbers tell us and we discussed in detail
whether they should be converted into skill-based thresholds for standards and benchmarks—
as well as how they should not be utilized. The workshop was attended by 60 key education
stakeholders, including from the Ministry of Education, Regional Bureaus, National
Assessment Agency, Addis Ababa University, and other implementing projects such as
READ II. Two of the main outcomes of the workshop was a set of detailed content standards
for all skills for each linguistic region, including the L1 decoding threshold, leading up to
English MOI transition, as well as progression maps of which grades each of these skills
should be acquired.

2. An important next step would be to map the results of this study on the number of
students (through a representative sample) in each region who are at the threshold level
on the L1 decoding subskills, as well as to obtain a snapshot of children’s level of
English oral language proficiency in each grade. These data will enable education
policymakers to determine the degree of mismatch (how many children are not at the
requisite threshold levels to begin literacy instruction in English, but are already in English
MOI schools) they can tolerate and then decide which grade level is the best one to declare as
the transition year. Alternatively, students could be grouped in classes according to their
threshold levels, and remedial teaching activities could be conducted to help students bridge
to the necessary skills in MT decoding and English oral language skills, if they are not at the
requisite threshold levels. Recent research is beginning to shed light on the significant,
positive impact of grouping students by their proficiency levels on learning outcomes (called
the Teaching at the Right Level [TaRL] approach) (Banerjee et al., 2016). At the same time,
however, the research is highlighting the massive challenges that teachers face in trying to
conduct differentiated instruction in limited-resource settings (Carson et al., 2018). Clearly,
the importance of oral language skills for literacy acquisition warrants an empirical
investigation of English oral language skills in Ethiopia. Anecdotally and initial evidence
from the listening comprehension results shows that Ethiopian students’ English oral
language skills are relatively low which could potential pose a risk for the success to an
earlier English medium of instruction transition timing.
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3. The findings of this study enable us to design teacher tools that can be used in the
classroom—possibly as part of a formative assessment—to determine what proportion of
students have the requisite skills for transition. These “transition screeners” most likely will
include L1 decoding and L2 oral language modules that will quickly and easily support
teachers in determining how effective their English literacy instruction will be. As part of the
development of transition screeners, it is possible to include a set of recommendations for
how to manage classrooms in which some proportion of the students are at the threshold
level, while others are not, including, a variety of English oral language support strategies,
such as continuous support for teachers through peer exchanges, text message, and other
modes; as well as student-level strategies such as phonological games, word maps, word
flashcard searches, listening input through various media, listening comprehension
monitoring strategies etc.

4. Tt is important to note that the results of this study are correlational. They offer proposals
and recommendations for thresholds of biliteracy success; however, they do not point to
causality of any factors in determining success in English literacy skills in the Ethiopian
context. As such, we recommend rigorous, continuous monitoring and evaluation of any
decisions made to utilize these thresholds to determine whether they can be attributed to
successful biliteracy development in the four language groups of Ethiopia. The results of this
study are in line with the previous studies conducted on biliteracy acquisition thresholds in
India (Nakamura et al., 2018), and enable us to make the following recommendations for
classroom instructional practice to improve reading in both languages:

a. Integration of planning of lesson plans between teachers of the MT and English, so
that MT teachers can teach more “transferrable” skills, and English teachers can
capitalize more on the skills that children already bring to the classroom in terms of
the MT decoding abilities;

b. Training in some degree of differentiated instruction and universal design for learning
that enables teachers to provide students with the skills necessary to gradually bridge
into the L2 literacy;

c. Training on a host of teaching strategies that reflect the most recent research on
teaching bilingual and multilingual students, including the use of oral language
deepening and bridging activities in English; the harnessing of transferred and shared
resources, such as phonological and morphological awareness; some use of
translanguaging, teachers’ development of their own English language and literacy
abilities, and so forth; and

d. Training teachers and other education stakeholders on their ability to use and act on
formative assessments tailored for transition readiness testing.

5. This research also highlights the need for more evidence grounded in “learning science”
theories to help improve learning outcomes. As we focus attention on improving learning
outcomes, it is critical to examine the learning process and mechanisms from varying
methodological and disciplinary perspectives in order to determine more effective ingredients
for educational programming in multilingual contexts.
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Appendices

Appendix 1—Afaan-Oromo Data Collection Tool

READ M&E Ethiopia Transition Threshold from Mother Tongue to English Medium of
Instruction Assessment Tool in Afaan-Oromo May 2019

Qorannoo Afaan Dhaloota irraa Gara Afaan Ingiliziitti Ce’uu

Afaan-Oromoo Caamsa 2011

Qajeelfama Waliigalaa:

Matadureewwan sasalphoofi namatti tolan giddu-galeessa godhachuuniifi waliin dubbii
gaggeessuun akkasumas haala bashannansiisu uumuun (fakkenya armaan gadii ilaali)
barattootatti haalaan dhiyaachuu barbaachisa. Madaallii armaan gadii ilaalchisee daa'imman
hubachuu kan qaban akka waan isaan dhiphisuutti utuu hin taane, akka tapha bashannansiisaatti
ta'uu qaba. Birkii sanduuqa keessa jiru qofa sagalee ol kaasanii suutaa fi ifaan dubbisiisuun bu'aa
qabeessa.

Akkam bulte/oolte. Magaan koo jedhama .Kanan jiraadhu . Waa’ee koo
waanuma xiqqooshee sitti himuun fedha. (Baay'ina fi umrii ijoollee----, beelada leellisan-----,
ispoortii ------- , kkf)

1. Waa'ee keefi maatii kee xiqqoo natti himuu dandeessaa? [Deebii eeggadhu; barataan deebisuuf
yoo boodatti harkifate ykn. yoo dhiise, gaaffii lammaffaa gaafadhu. Garuu yoo
dammagqinaan/si’aayinaan kan hirmatu ta'e waliin dubbii itti fufi].

2. Yeroo mana barumsaa ala jirtu maal hojjechuutti gammadda?

Yaada waliin dubbii irratti walii galuu

e Mee har'a maaliif akkan bakka kana dhufen sitti hima. Ani kanan hojjedhu ministeera
barnootaa wajjin walta’uuni. Yaalii nuyi goonus barattoonni akkamitti dubbisuu akka barataa
jiran hubachuu dha. Ati akka carraa filatamte jechuu dha.

e Dhimma kanarratti gargaarsa kee barbaanna. Garuu fedhii hin gabdu taanaan qooda
fudhachuu dhiisuu dandeessa.

e Tapha dubbisuu tokko waliin taphachuuf jenna. Qubeewwan, jechootaafi seenaa gabaabaa
sagalee kee ol kaastee akka dubbistun sigaafadha.

e Sa'aatii yeroo to'attu kanatti gargaarameen dubbisuudhaaf yeroo hagamii akka sitti fudhatu
baruun barbaada.

e Kuni gabxii kee mana barumsaa irratti dhiibbaa kan qabu miti.

e Dabalees dhimma maatii kee ilaallatu irratti gaaffiin sii dhiyeessu qaba. Fakkeenyaaf, afaan
maatiin kee manatti itti gargaaramuufi wantoota maatiin kee qabu.

e Magqaa kee waanan hin barreessineef, ati deebii kennuu kee namni beeku hinjiru.

e Ammallee hirmaachuu hin barbaaddu taanaan itti hindhiphatiin. Gaaftfiis hin deebistu taanaan
dhiisuu dandeessa.

e Gaaffii gabdaa? Jalgabuuf qophoofteettaa?
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Yoo yaadaan walii galameera ta'e, sanduuqa kana keessa mallattoo kaa'uun agarsiisi Eeyyee O

Birkii 1. Qubee Sagaleessuu

Gabatee qubeewwanii daa'imatti agarsiisiiti akkas jedhii qajeelchi:

As ilaali kunoo gabateen kuni qubee Afaan-Oromoo qaba. Mee qubeewwan kana hanga
dandeessu sagalee isaanii natti himi.

Fkn., qubee kuni [ "M"tti quba qabi] maqaan isaa "ma" dha; garuu, sagaleen isaa jechoota (muka,
miira) keessatti “m” jedhama.

Amma haa shaakallu: Mee qubee kana sagaleessi [ "sh"tti quba qabi].

e Yoo daa'imni sirriitti sagaleesse, “Gaarii dha” jedhii jaji.

* Yoo daa'imni sirriitti jechuu baate, ofii keetii sagaleessii akka daa’imni booda kee
jedhu taasisi.

e  Amma gara biraa yaali. Mee qubee kanaa sagaleessi ["C"tti quba qabi].
e Yoo daa'imni sirriitti deebise, gaarii dha jedhi.

e Yoo daa'imni sirriitti sagaleessuu baate, ofii keetii sagaleessi. Daa ’'imnis sii
wajjin haa jedhu.

e Maal hojjechuuf akka deemtu hubattee?

Yommuu ani jalqabi siin jedhu, mee saffisaafi ofeeggannoon qubeewwan kanneen sagaleessi.
Asii jalqgabiitii haaluma kanaan itti fufi. /Toora qubee sarara jalqgabaa keessaa qubee isa
Jalgabaatti quba kee qabi. Erga fakkeenya kennitee booda, sarara jalqgabaarratti quba kee asiifi
achi deemsisuun agarsiisi]. Yoo qubee ati hinbeeknetti dhufte, ani sittan hima. Ta'uu baannaan,
calliseen si dhaggeeffadha. Qophooftee? Jalgabi.

Yommuu daa'imni qubee jalgabaa dubbisu, qubee dogoggorame sirriitti muraa irra dibuun
mirkaneessi. Of-sirreessa daa'imichaas akka sirriitti lakkaa'i. Isa daa'imni of-sirreesse akka
sirrii hin taanetti fudhatteetta yoo ta'e, qubee sanatti mariitii itti fufi. Yoo deebii akka armaan
gadiitti kenne malee callisiitii turi: yoo daa'imichi sokondii sadiif mamee/shakkee ture, sagalee
qubee sanaa itti himi; qubee isatti aanuttis quba kee qabiitii "mee itti fufi" jedhi. Qubee
dogoggoradha jettee barataatti himtutti mallattoo godhadhu. Yoo daa'imni maqaa qubee sanaa
sitti hime, akkuma shaakal keessatti ilaaltetti "Mee sagalee isaa qubee sanaa natti himi"] jedhi.
Yeroo shaakalaa yaaliin akkasii tarii kan kennamu al-tokko qofaa dha.

Qubee dhumarra dubbifame irra mallattoo hammattuu kaa'i (]). Seera dursanii dhaabsisuu:

Yoo daa'imichi deebii sirrii sarara duraa irratti tokkollee hin kennine ta'e, "Galatoomi!"jedhiitii
shaakala kana dhaabi.
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Birkii 2. Qaama Jechaa isa jalqabaa Hir’isuu  Task 2. Initial Syllable Deletion

Kun shaakala yeroo kenname keessatti hojjetamuufi daa’imnis kan shiittiidhaan kennamu miti.
Tokkoo jechaa sagalee kee ol kaasiitii si'a lama dubbisi. Daa'imni jechootuma kana akka
sagaleessu taasisi. Jechoonni qulqullinaan dubbifamuu ykn. sagaleeffamuu qabu.

Ammas itti fufiitii jecha xiyyeeffannoo kana irra deebi’ii yeroo lammaffaaf sagaleessi. Yoo
daa'imni sokondii 3 booda deebii kennuu baate, deebiin hin jiru jedhii galmeessiitii isattaanutti
darbi. Sirriitti sagaleessi malee haala barbaadamuu olitti sagalee jalqaba jechaa irratti akka malee
xiyyeeffannoo kennuu hin barbaachisu.

Seera dursanii dhaabsisuu: Yoo daa'imni deebii dogoggoraa jechoota shanan jalgabaaf
kenneera ta'e, "galatoomi" jedhiitii shaakalicha dhaabi. Itti aansuun sanduuga gajjallaa fuula

kanaa irra jiru mirkaneessiitii shaakala itti aanutti darbi.

Kuni shaakala jecha sagaleelee ykn birsaga isa jalgabaa haqanii isa hafe dubbisuuti. Jecha
tokko sagaleelee/birsaga jalqabaa haqame akka dubbistun barbaada. Fakkeenyaaf, jecha
“deegaa” jedhamurraa birsagni ykn sagaleen jalqaba /dee/ hagamu “gaa’ ta’a.

Mee haashaakallu: Jecha bule jedhu kutaa jechaa /bu/ irraa yoo haqne kan hafu maaliidha?
Deebii: le

* Yoo daa'imni kutaa jechaa birsaga isa jalqabaahaqame dhiisee dubbise,
‘baay'ee gaarii dha’ jechuun jaji.

* Yoo daa'imni sirriitti hin jenne, ofii kee jecha “bule” jedhurraa/bu/ hagqiiti
dubbisiitii akka inni sibooda jedhu taasisi.

Amma immoo mee bakke biraa haa yaallu. Jecha muraasa kutaa jechaa/mu/ yoo irraa haqne
raasa Kan jedhutu hafa

e Yoo daa'imni kutaa jechaa isa gidduu malee jedhe, ‘baay'ee gaarii dha’
Jjechuun jaji.

* Yoo daa'imni sirriitti hin jenne, ofii kee jecha “muraasa” jedhurraa /mu/
hagqiiti dubbisuun akka inni sibooda jedhu taasisi.

Maal hojjechuuf akka deemtu bartee?

[Yoo daa'imni lakki jedhe akkas jedhi: yaadadhu kutaa jechaa isa jalgabaa malee jecha
jedhuu dha. Hanga dandeessu yaali.]
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Fakkeenya: deegaa bule muraasa

cimaa -maa O sirrii O dogoggora O deebii hinkennine
mataa -taa O sirrii O dogoggora O deebii hinkennine
haala -la O sirrii O dogoggora O deebii hinkennine
guutuu -tuu O sirrii O dogoggora O deebii hinkennine
qabdu -du O sirrii O dogoggora O deebii hinkennine
dhufe -fe O sirrii O dogoggora O deebii hinkennine
aanaa -naa O sirrii O dogoggora O deebii hinkennine
arge -ge O sirrii O dogoggora O deebii hinkennine
ilma -ma O sirrii O dogoggora O deebii hinkennine
marqaa -qaa O sirrii O dogoggora O deebii hinkennine
Birkii 3. Qubee Jalqabaa Hir’isuu Task 3. Initial Phoneme Deletion

Kun shaakala yeroo kenname keessatti hojjetamuufi barataafis kan shiittiiddhaan kenamu miti.
Tokkoo jechaa sagalee kee ol kaasiitii yeroo lama dubbisi. Daa'imni jechootuma kana akka
sagaleessu taasisi. Sagaleeleen qulqullinaan dubbifamuu ykn. sagaleeffamuu gabu.

Kuni shaakala jecha kennamerraa qubee jalgabaa haqanii dubbisuuti. Jecha tokko qubee
jalgabaa malee akka ati dubbistun barbaada. Fakkeenyaaf, jecha “hoolaa” jedhamurra qubee
inni jalgaba /h/ yoo hagame “oolaa” ta’a.

Mee haa shaakallu: Jecha "tole" jedhu irraa yemmuu qubeen jalgabaa hagamu maaltu
hafaa? Deebii: ole

e Yoo daa'imni deebii sirrii kenne, ‘baay'ee gaarii dha’ jechuun jaji.

e Yoo daa'imni sirriitti hin dubbisne garuu, ofii kee “tole” jedhii akka inni sibooda
dubbisu taasisi.

Amma immoo mee bakka biraa haa yaallu. Jecha "diimaa'" jedhamurraa yemmuu qubee
/d/ hagamu maaltu hafaa? Deebii: “iimaa”

e Yoo daa'imni qubeen jalgabaa hagamee “iimaa’ jedhee dubbise, ‘baay'ee gaarii
dha’ jechuun jaji.

e Yoo daa'imni sirriitti hin jenne, ofii kee “iimaa” jedhii dubbisii akka inni sibooda
jedhu taasisi.

Maal hojjechuuf akka deemtu bartee?

[Yoo daa'imni lakki jedhe akkas jedhi: yaadadhu qubee jalqabaa jecha jedhuu dha. Hanga
dandeessu yaali.]

Ammas itti fufiitii jecha xiyyeeffannoo kana irra deebi’ii yeroo lammaffaaf sagaleessi. Yoo
daa'imni sokondii 3 booda deebii kennuu baate, “deebiin hinkennamne” jedhii galmeessiitii
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isattaanutti darbi. Sirriitti sagaleessi malee haala barbaadamuu olitti sagaleessun xiyyeeffannoo
kennuu hin barbaachisu.

Seera dursanii dhaabsisuu: Yoo daa'imni deebii dogoggoraa jechoota shanan jalgabaaf
kenneera ta'e, "galatoomi" jedhiitii shaakalicha dhaabi. Itti aansuun sanduuga gajjallaa fuula

kanaa irra jiru mirkaneessiitii shaakala itti aanutti darbi.

Qubee jalgaba haquudhaan qaama jechaa hafe dubbisi.

Fakkeenya: maseena  tole  diimaa

Bishaan -ishaan O sirrii O dogoggora O deebii hinkennine
morma -ormaa O sirrii O dogoggora O deebii hinkennine
fedhii -edhii O sirrii O dogoggora O deebii hinkennine
mooraa -ooraa O sirrii O dogoggora O deebii hinkennine
kutaa -utaa O sirrii O dogoggora O deebii hinkennine
mirga -irga O sirrii O dogoggora O deebii hinkennine

sirna -irna O sirrii O dogoggora O deebii hinkennine
qooduu -ooduu O sirrii O dogoggora O deebii hinkennine
durba -urba O sirrii O dogoggora O deebii hinkennine
seera -eera O sirrii O dogoggora O deebii hinkennine

Birkii 4. Jechoota hiika qaban (Beekamoo) Dubbisuu  Task 4. Reading Real Words

Gabatee jechoota beekamoo daa’imnitti agarsiisiitii, akkas jedhi:

Jechoonni beekamoon hangi tokko kunoo ti. Mee jechoota hanga dandeessu dubbisi. (Jechoota
kana qubeessuu hingabdu, dubbisuu malee).

Fakkeenyaaf, jechi kun "saree" dha.

Mee haa shaakallu: Mee jecha kana dubbisii [jecha "fufurdaa" jedhutti quba qabi].

e Yoo daa'imni sirriitti deebiseera ta'e, “gaarii dha” jedhi.

* Yoo daa'imni sirriitti hindeebisne ta'e, jechi kun "fufurdaa" jedhi.

Mee amma immoo kan biraa yaali, jecha "raatuu " jedhutti quba qabi.

* Yoo daa'imni sirriitti deebiseera ta'e, gaarii dha jedhi.

e Yoo daa'imni sirriitti hindeebisne ta'e, jechi kun "raatuu" dha jedhi.

Yommuu ani jalqabi siin jedhu, jechoota kanneen saffisaafi ofeeggannoon hanga dandeessu
dubbisi. Sarara jalgabaa irraa kaasiitii dalga dubbisi. Ani calliseetuman sidhaggeeffadha; [yoo
gargaarsa sibarbaachisa ta'e malee]. Maal hojjechuuf akka deemtu hubattee? Qophooftee?
Jalgabi.
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Yommuu daa'imni jecha jalgabaa dubbisu, qubeessaa kee qabadhuutii, qubee dogoggorame
sirriitti muraa irra dibuun mirkaneessi. Of-sirreessa daa'imaniis akka sirriitti lakkaa'i. Isa
daa'imni of-sirreesse akka sirrii hin taanetti fudhatteetta yoo ta'e, qubee sanatti mariitii itti fufi.
Yoo akka armaan gadiitti deebii kenne malee callisiitii turi: yoo daa'imman sakandii 3sadiif
mamee ture, jecha sanadubbisiifi; jecha itti aanutti quba kee qabiitii "maaloo itti fufi" jedhi.
Jecha dogoggoradha jettee barataatti himtutti mallattoo godhadhu. Jecha dhumarra dubbifame
irra mallattoo hammattuu kaa'i (fakkeenyaaf, jecha jabanaa jedhuuf, [jabanaa] jedhanii kaa uu
jechuudha.

Yoo daa'imni deebii sirrii sarara duraa irratti tokkollee hin kennine ta'e, "Galatoomi!"jedhiitii
shaakala kana dhaabi.Sanduuqa xiyyoo gara gadii jiru mirkaneeffadhuutii shaakala itti aanutti
darbi.

Fakkeenya: saree raatuu  fufurdaa
bara soba hima roga mala
maqaa hiika tuuta fuula seera
ganama barataa sagalee gabatee dabtara
jechoota bilbila galgala sagantaa borongqii
kitaabilee hoolaa sarara bareedina gabaabina
Bitootessa kumaatama sagalaffaa gilgaalota torbaatama

Birkii 5. Jechoota hiika hinqabne (Uumaman) Dubbisuu Task 5. Reading Nonsense Words

Jechoonni armaan gadii jechoota uumamani dha. Hanga dandeessu akka dubbistun sigaafadha.
Jechoota kanneen dubbisuu malee akka qubeessitu hinbarbaachisu. Fakkeenyaaf, jechi " dalfa "
jedhu kun kan uumame dha.

Mee haashaakallu: Mee jecha kana dubbisi [jecha ‘canqara’ jedhutti quba gabi].

e Yoo daa'imni ‘canqara’ jedhe, baay'ee gaarii dha; "‘canqara’ " jedhi.

e Yoo daa'imni sirriitti jechuu baate, jechi uumame kun “canqara’ jedhama jedhi.

Mee ammas kan biraa yaali. Mee jecha kana dubbisi. [ jechicha itti aanutti quba qabi: xilda]

e Yoo daa'imnichi “xilda” jedhe, baay'ee gaarii dha jedhitii, jechi kun " xilda "
jedhama jedhi.

e Yoo daa'imni sirriitti " xilda " jedhee hin deebisne ta'e, jechi uumame kun " xilda
" jedhama jedhi.

Yommuu ani jalqabi siin jedhu, jechoota kanneen saffisaafi ofeeggannoon hanga dandeessu
dubbisi. Sarara jalgabarraa kaasiitii jechoota fuula sanarra jiran dubbisi. Ani calliseetuman
sidhaggeeffadha; [yoo gargaarsa sibarbaachisa ta'e malee]. Maal hojjechuuf akka deemtu
hubattee? Qophooftee? Jalgabi.
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Gabatee jechoota beekamoo hinta’iin daa’imanitti agarsiisiitii, akkas jedhi:

Yommuu daa'imni jecha jalgabaa dubbisu, atis jecha sirriitti hordofuun mirkaneessi. Of-
sirreessa daa'imichaas akka sirriitti lakkaa'i. Isa daa'imni of-sirreesse akka sirrii hin taanetti
fudhatteetta yoo ta'e, qubee sanatti mariitii itti fufi. Yoo deebii akka armaan gadiitti kenne malee
callisiitii turi: yoo daa'imichi sokondii sadiif mamee ture, jecha sana dubbisiifi; jecha itti aanutti
quba kee qabiitii "maaloo itti fufi" jedhi. Jecha dogoggoradha jettee barataatti himtutti
mallattoo godhadhu.

Jecha dhumarra dubbifame irra mallattoo hammattuun itti marii. Yoo daa'imni deebii sirrii
sarara duraa irratti tokkollee hin kennine ta'e, "Galatoomi!"jedhiitii shaakala kana
dhaabi.Sanduuqa xiyyoo gara gadii jiru mirkaneeffadhuutii shaakala itti aanutti darbi.

Fakkeenya: dalfa calqa  xilda

riba besa dami naro lara
maata yaaki Taduu nyafuu nalaa
matana tamaraa Lelagaa teedhaba yamagaa
tefooja lagilbi Yabarga cagansaa xorongii
sinaatota bajaatota Sadatoota rareefina yaseedina
gitoosseta | sumaamata magandasa silgaaxora torgaamata

Birkii 6. Hubannoon Caqasuu Task 6. Listening Comprehension

Kun gilgaala yeroon kennameefii dalagamuu miti; sababnisaa, waraqaan shaakala waan hin
Jirreefi. Dubbisa armaan gadii sagalee olkaasuufi suutaan daa’imaaf al tokko qofa dubbisi
(jecha tokko sokondii tokkotti).Sanaan booda, tokkoo gaaffiif sokondii 15 kenniif). Akkasis jedhi:

Amma seenaa tokko sagalee ol kaasee altokko qofaa siif dubbisuufan jedha. Achiin booda,
gaaffilee muraasan sigaafadha.Hanga dandeessetti sirriitti caqasuun gaaffiilee kana deebisi.
Amma maal gochuuf akka jirtu hubattee?

Ayyaantuun barattuu qaxaleedha. Mana barumsaa keessatti amala gaariidhaan beekamti.Gaaf
tokko qormaata qoramuuf yemmuu jettu galama ishee barbaaddee dhabde. Achumaan waan
gootu wallaaltee, callistee teesse. Barsiisaan ishees, “Maaliif teessaa?” jedhee ishee gaafate.
Isheenis boo’uu eegalte. Ammas sossobaa gaafaannaan. “Waanan ittiin barreessun dhabe,” jette.
Barsiisichis gaddeefii, “Natti himuu dhiistee boossaa?” jedhe. Kanumaan qalama kan mataasaa
fuudhee kenneef.Isheenis boo’icha dhiiftee hojii ishee itti fufte.

1. Ayyaantuun maaliin beekamti? [Amala gaariidhaan]
2. Ayyaantuun maaliif boosse? [kobbee dhabde]

3. Barsiisaan ishee “Maaliif teessa?” jedhee wayita ishee gaafate, Ayyaantuun maal goote?
[Niboosse]

4. Ayyaantuun qalama eessaa argatte? [barsiisaa isheerraa]
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5. Ayyaantuun qalama ishee baduu barsiisaatti himuu dhiistee maaliif callistee teesse?
[Waan barsiisaa sodaatteef /waan naateef/, waan ittiin hojjettu dhabdee/daree jeequu
waan isheetti fakkateef]

Yaalii gaarii! Birkii itti aanutti haadabarru

Birkii 7. Hubannoon Caqasuu Task 7. Listening Comprehension

Kun gilgaala yeroon kennameefii dalagamuu miti; sababnisaa, waraqaan shaakala waan hin
Jirreefi. Dubbisa armaan gadii sagalee olkaasuufi suutaan daa’imaaf al tokko qofa dubbisi
(jecha tokko sokondii tokkotti).Sanaan booda, tokkoo tokkoo gaaffiif sokondii 15 kenniif). Akkasis
jedhi:

Amma seenaa tokko sagalee ol kaasee altokko qofaa siif dubbisuufan jedha. Achiin booda,
gaaffilee muraasan sigaafadha.Hanga dandeessetti sirriitti caqasuun gaaffiilee kana deebisi.
Amma maal gochuuf akka jirtu hubattee?

Dargaggoota lamatu garmalee waljaallatu turan. Isaanis Waaqoofi Caalaa jedhamu. Maatiin
Waaqoo harka galleeyyiidha. Kan Caalaa immoo sooreyyiidha.Caalaan barumsatti cimaadha.
Waaqoonis waan maatiin isaa harka qalleeyyii ta’aniif malee barumsatti qaxaleedha. Ciree utuu
hinnyaatiin yeroo inni itti mana barumsaa dhaqu hedduu ture. Kanarraan kan ka’e, boqonnaa
booda utuu baratuu muga.Caalaan rakkina isaa waan beekuuf, yeroo baayyee shaayeefi daabboo
bitaaf. Akkasumas, qarshii maatiin kennuuf irraa waan rakkaterra akka oolfatuuf Waaqoof
qoodee kenna.

Gaaf tokko, Caalaan dhukkubsatee yemmuu mana barumsaa hafu, Waaqoon hedduu gadde.
Sababni isaa namni isa gargaaru Caalaa qofadha. Akka Caalaan hin miidhamneef, barumsa
sirriitti hordofee barreessee geesseef.Caalaanis isa duriirra Waaqoo jaalate. Gara mana isaatti
fudhatee galee warrasaatti hime.Kanumaan maatiin Caalaa hanga inni ofdanda’utti Waaqoo
gargaaruuf murteeffatan.

1. Maatiin Caalaa maatii akkamiiti? [Sooreyyii/gara laafeyyii]
2. Dargaggoonni lamaanuu barumsatti akkam turanii? [Qaxaloota/ciccimoo]
3. Waaqoof Waaqoof maal godhaaf? [Shaayeefi daabboo bitaaf / qarshii kennaaf ]

4. Waaqoon Caalaaf maal isa fayyadee beeka? [Gaafa inni dhukkubsate isa baratee barreessee
geesseeraaf]

5. “Hamma inni ofdanda’utti isa gargaaruuf murteeffatan,” yemmuu jedhu maal ta’uu danda’a
jettee yaadda? [barumsa xumuree hojii gabachuusaa/galii mataasaa hanga qabaatutti/]

Hubannoo Dubbisaa

Barataatti seenaa gabaabaa barreffame agarsiisitii akkas jedhi.

Armaan gaditti seenaa gabaabaan tokko ni argama. dubbisicha of-eeggannoon callistee akka ati
dubbistun barbaada. Yommuu xumurtu waa'ee dhimma dubbiste sanaa gaaffilee tokko tokkon
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sigaafadha. Maal hojjechuuf akka deemtu hubattee? Yommuun ani eegali jedhu, seenicha hanga
dandeessu dubbisi. Ani calliseetuman sidhaggeeffadha; yoo ati gargaarsa barbaadda ta'e malee.
Qophooftee? Jalgabi.

Yeroo daa'imichi dubbisicha dubbisee fixu, barreeffamicha barataa fuula duraa kaasiitii gaaffii
Jjalgabaa kanaa gadii gaafadhu.

Daa'imichi gaaffii akka deebisu yoo baay'ate sekondii 3 kenni. Deebii barataa galmeessiitii,
gaalffii itti aanutti tari.

Gaaffilee sarara tokko tokkorraa bahan kan hanga hammattuutti jiraniifi eddoo barataan
dubbisuu dhaaberraatti argaman dubbisiif.

Birkii 8. Hubannoo Dubbisaa Dubbisa 1ffaa

Tolaan kutaa shan barata ture. Gaaf tokko, utuu barachaa jiru mobaayilii tuttugaa ture. Garuu
hiriyaan isaa, “Dhiisi gaarii miti,” jedhe. Yeroo kana barsiisaan lamaan isaanii arge. Ittaansees,
“Maaliif haasoftuu?” jedhee isaan gaafate. Tolaan, “Isatu dura natti haasa’e,” jedhee deebiseef.
Hiriyyaan isaa immoo “Ati maaliif mobaayilii tuttugxaree?” jedhe. Barsiisichis, “Lammata
deebitanii daree keessatti akka hin haasofne; mobaayiliis akkaa hinqaqqabanne,” jedhee cimse
isaan gorse.

1. Tolaan kutaa meeqa barata ture? [kutaa shan]
Barsiisaan sun maal arge? [Barattoota haasa’an]

2
3. Gaaffiin barsiisichi barattootaaf dhiyeesse maal jedha? [Maaliif haasoftu?]
4. “Isatu dura natti haasa’e” kan jedhee dubbate eenyu? [Tolaa]

5

Barsiisaan daree keessatti akka hin haasofne maaliif isaan akkeekkachiise?

[Barumsarratti jeequmsa waan uumuuf /Barattoonnii waan jeeqamaniif /Waan barsiisaan jedhu
waan isaan darbuuf.]

Birkii 9. Dubbisa Dubbisuu 2ffaa Task 9. Passage Reading

Barataatti seenaa gabaabaa barreffame agarsiisitii akkas jedhi.

Armaan gaditti seenaa gabaabaan tokko ni argama. dubbisicha of-eeggannoon callisaan akka ati
dubbistun barbaada. Yommuu xumurtu waa'ee dhimma dubbiste sanaa gaaffilee tokko tokkon
sigaafadha. Maal hojjechuuf akka deemtu hubattee? Yommuun ani eegali jedhu, seenicha hanga
dandeessu dubbisi. Ani calliseetuman sidhaggeeffadha; yoo ati gargaarsa barbaadda ta'e malee.
Qophooftee? Jalgabi.

Yeroo daa'imichi dubbisicha dubbisee fixu, barreeffamicha barataa fuula duraa kaasiitii gaaffii
Jjalgabaa kanaa gadii gaafadhu.

Daa'imichi gaaffii akka deebisu yoo baay'ate sekondii kenni. Deebii barataa galmeessiitii,
gaalffii itti aanutti tari.
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Gaaffilee sarara tokko tokkorraa bahan kan hanga hammattuutti jiraniifi eddoo barataan
dubbisuu dhaaberraatti argaman dubbisiif.

Roobaan abbaafi haadha hinqabu ture.Mana barsiisaa tokkoo taa’eee barata.Barumsa isaattis
baayyee cimaa ture.Barsiisaan hoj-manee yemmuu kennuuf utuu hinhojjetiin mana barumsaa
hindeemuu. Garuu, haati manaa barsiisichaa qo’achuu isaa hinjaalattu.Kanaafuu,, hojii mana
keessaa erga xumuree booda yeroo hunda dhokatee qo’ata.

Haaluma kanaan kutaa kudha lama xumuree yuunivarsitii gale. Yuunivarsitii yemmuu deemu,
barsiisichi miindaan isaa xiqqoo waan tureef qarshii gahaa hinkennineef [58]. Haati manaa isaa
akkuma kennamuufiyuuu hinbarbanne. Dabalataanis, hiriyyooni isaa deeggaranii gara
yuunivarsitiitti isa ergan.Gargaarsuma namaatiin barumsa yuunivarsitii qaphxii gaariin xumuree
achumatti barsiisaa ta’ee ramadame.

Hatii manaa barsiisichaa maatiriikii dabartee akka carraa yuunivarsiticha galte.Roobaanis
barsiisaa ishee ta’e.Yeroo kana baayyee rifatte.Roobaan, haloo itti qabachuurra gargaaree
xumursiise. “Yoo namani hamaa nama irratti raawwate, dhiisanii gaarii raawwachuu Rabbi tu
jaalata,” jedha.

Amma seenaa dubbiste keessaa gaaffilee muraasa sigaafadha. Hanga dandeessu deebisuuf
yaali.

1. Roobaan maal hingabu ture? [Haadhaafi abbaal

2. Roobaan Yeroo akkamii qo’ata? [Erga hojii mana keessaa xumuree]

3. Roobaan yemmuu yuunivarsitii deemu ,barsiisichi maaliif qarshii gahaa kennuufii dhiise?
[Mindaansaa xiqqaa waan tureeef]

4. Roobaan yuunivarsitii keessatti maaliif ramadame? [Waan qaxalee tureef/ qabxii gaarii
waanfideef]

5. Haati manaa barsiisichaa maaliif Roobaa argitee rifatte? [Duraan waan isa miitee turteef
Roobaan namiidha jettee/ haaloo nabaha jettee]
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Appendix 2—Ambharic Data Collection Tool
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PPLOhAT A28 PASULT PATUL P2ET - NAHY 1776m- NG+t A28.57C P7LLNTD- NPAT° LLE N
P77 £I°KF - “INT I

PIHG @ A120C “TM6-6 05 ooN“FomZ: CU I°HG 4776w Nh2€ PA DNP ho477 P37 LI°AT
aohhA PN oo7] @EI° NP oG N7 LI°F 789 P LI°F mEI° PE2FE LI°RT L1777
AZRUT CI°RT NG+t A2857C PI°TRCTNT 1-:: hd BRov- AR 1-::
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PPN oot LI°KT Moo LT +71460- PN ooLll EI°KT WTAGIC 1%L

ooATooF: all: A7 WM ALMTE IR hCLA®- A O-NT L 0md CTF@ LR LPéA; (T4
PULGU® PPN aoflh IR aoPrT AN LAA)D U@ avAO ATANT 0N LAMFA: TT1l@-
PAM®- avAN B hPT (MN9° T4) 0770 PONLF-EFN: 191460+ hhaoAn oo R oo P77 R4 F A

0C holam- #0 @-0T N M4 PTHFD L% LPé-A; 191460 aoAN AT8.AT O0LA LamFA: +ol0
PAM@ ooAD € hPr (NM9° T4) 0290 POLIEFA:  191.@ hW0d-6F ovl&ET e 1me (1A

0Ll AT TEELPT LAge:

1 ’(e,mt(f,‘{l")g\;h”‘l.nm FA 00T (@) Omé PTFD LR | (1) OFhma | Onwtr OULI 3%KU
2 (2¢) h?LAD A @-OT (D) NG CFTFD LI°K SPlA\; (&) O-Fnnd | Onvtt OULi %KU
3 | (nF) holam A O0T (O) M4 CTFD LK Lbd-A; (#) | Otana | Onvtt OULi %KU
4 | (E) bAoA @0-0T (B) Lné PFFD LI°h Ldl-A; (©) OFnna | Onv OULI %KU
5 (1) holam PN O-OT (1D Lmé CHFD LI°K Ldbi-A, (L) O-Fnnd | Onvtt OULi %KU
6 ‘(e‘,"'l;),:)s\;h"'l.nﬂ)- PO 00T (P 0Mmé PHF@ LR (&) Orhna | onvr OULI %KU
7 | (&%) hlA@ PN O-OT (A) L.ng CHFED EI°K BPldN; ('s) OFnhd | Onw+ OULI %KU
8 | (Ad®) h™lae #A @-OT (A) Lmé CHE@ LPF L4ed; | (®) | oFhna | Oavil | OUL %KU
9 | () hoLlA@ #A OOT () M4 CHFD LK Bbed; | (“) | OFnna | Odvitt | OUL %KU
10 | (P.2) holam A 0T (P) nd PT5ED LI°K LPLA; (2) O-Fnna | Onvtt OULI %KU

neA 3. PvAm PAT N (Real Words Reading)

@& avlB NN CU Z5A 17740 M15MA PPoo- (P184) VAD- #4177 NovovAhit- €I°R-7
NG ALC7 P23 740 9°% PUA AZCPT PI 30T 1m-:: VAWM #A7T N30 NL3¢m- @-NT
P77 FCII° AT PV TN FF ww-:: @FL PS@- NG hav0F3TF7 bt 1294m DA
TG hE AR 0L AT8LS Y147 OATLLENLAT PULhFA®?  C1A%To0E h 1L OC
A78.04 2mP P

Y PTA AL NA7TE ATSHIVTO® PPLOAY PAT Ad:: N9°Fr0F IH CPAET &LAT '1MTAY
oo Plt ALWPT &LLAET AfLHY FI1N0AY:

AZ°AN LV PO (988) A NN Alk A7A%Tov L PONTA®T PN AN (avd) OLLAD PA
Paop\irl: 1 AT14@ OFARA hooad CIOHD) 204 +o74@- 0FanA hdooAh &Y $A (ovd) 10+ LN

AUT L29° AA ATTPAC: Al VT PN ATNN (AVT) @L9Am- PA FavAhdt o140 N Hahd
hooAn INH L0A:: +274@ N Fahd hdooAn 2V PA (AVT) 10 S0A-:

E9°C NAY PAET NSTYHS 0TrPEe 2904050 MR AL CHam-T7 PAT hovfaoldfm- LL§ (aofao(
N7¢ OLPT AN AR NI° NS Y@ PO189°TU 907 AFLICTWe AdPv; FHOEY; AN EI9°C NAY
FEI°L-AV: NV 1T 9@ ®8.LD'1 Né Adthane CINVF®7 A7 ALCID- LO05:: LU-3S
+o4m et AdThaAe SINCTOF PAT ATLOUTT OOL®- PART MLLTHNT PAT 12291 ATe N
lavsm,y @LINLNT LooAMT:: A N0 1Hh A7%7 PA A°TI0N AGNT Ah7E PUA hooid L
N PPAD7 (99aoAhTt A, PTA hola O0HPC 9°79° 1IC A8G14:: NFFAA AL GAaoFA- CHHAND-?
PA WL OV Nao@O\L NooALLD AL A7 L Noosy T AN 79247 AdNP::

AN .4 s Ao

0. Ah (| 20% qeA I,

NN T4 né 7L Ad.

419 71 [AAWA +974 9q°hl

$Lm 196 Tk AT Ppy,

ao (1A ao(\nd. e HHG mésH
av$ L.l Hé 4. WAL PADM L NALNA
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heA 4. PETF AN (FNCh) #AT 10 (Invented Words Reading)

@& aolB ANALT (LY AFA PoLhSOID- +90C hAG ATeANSOID- +90C V-0 +914@ NSMA PRé
PATT Navao AT L9°%T NG ALCT P91 AlA 9°F PUA AT PITao T 10 &F hAN
(NCH) PAT FCTI WA PAT GF@: NPCRATFO 77 VA PATT Aooda LTAA:

Y ¢Ta> Tt PLmeé PAT FMNATAV: 039N CPAET &LLA NFSMA a0 Tl ALY &HLAET
ALLHY 1@ AZ°AA SV PA (&1T) TNA0 ZINNA: ANk ATATTa0g T LUTT (ARD) OLTLAD- P
afaodnl: VT PA AT LNA:: A294@ N AR haeAn I0H 20A:: 4214 N hdeoAn SV
PO (ARD) 10 2N

AU £9° AN ATPNC: Ak VT PA APOIN (B10) 0L9.AD- PA LooAnk& TU14@m NFRIRA hooan
T4 1@ 20N oL@ DA hAooah v PA (B10) 10 20A:: hHPI9° OLPS@: +I0C L1015
C9°C OAY PTTADT PN PAET NETTHS MT7Pe F10a0: MA AL OHam-T7 $AT hooEavl f@-
NaoCaoC N7¢- OLPT AP A% HI® N Y@ PUI8I°TV:: 9°F ATLI°TW e AdPV? HHIEV? Al :
eoec::

MHY 1.1 +2146m ®8.LD+ Né-n Adthnn CINVTFO®7 A2 Thhd ALCID LO-05%:: LUS +914m-
Né-0 aAdthnae CMNVFO7 PAT A2L00HTF ONL®- °ART W4T PAT 1£.990 ATe L Naosm,)
OLINLNTF Lot 4@ NLLHNT LH A787F7 PO AN AODT (7L PUA hooid @fL

NP PAD7 (179000 Al PTA LA MNHPC 9°79° 1IC 28G5 NFFanA AL QAgeT A PHHAAD-
PA AL VT Nee@NL AL LN NooaF °ANT 99247 ANNP

°an.: ALY NLm B0
nH 1L av m Y
cCF HY $2 P, A
AL 2hs FHay, Tehir NG
=h4 &1 OAL PFP 03
aFhi @4 H an Ah %40 avAhH
UA-BN, Né-Hh nFHE av-GiQ, nsH.m.

NEA 5. ALFM aolstt LB (Listening Comprehension-Level 1)

NHY 9°HG OP+ AT2@m PULAT X UG PA°:: ACOHL 9°307 ¢~h NAD- AATE 1R NF A7L97. 09001
NHe9° TLEPTT ATLTLMEET ATCISD LVIT: ALISTST TPE Agvavph AC4@m- 15 ARTE
arenmet emeeh: 9°INNT AT 1IN hao€oaoCP b eoLntA®7 CAt NG agoavld
enm-t::

h7e& APC FHén &h N% W72e& TH NF WNAYAU-:: hILP9® A7587¢ TLEDTF AmePYau-:
NPIPeE ASI°T: hH.PP° CFAhMF aoAN:: AUF 9°F AL 04 1MV?

ANEC POLOHE NG 914 1T AM9C P F@Lm @A ANF: ANEC @-A®-7 T ThahNPAT
P eECNTF N3 NP TIXET ALONFTIC: PILaINDT 9™ PI°FSCANT 60, Gl @G- 9°90
POLPCANT MP T AG 713 10 W& AT 7 ANEC ACES 107 CH°VCT W A% DALLLOT
RCAT 27077 AT0A: AGTr NCAPT SH APCMT LLT:: AMAP 9°7N AAAMTO9° NC:: NALST 09T
@QAP TH ANFG AdPOT::

1. ANEC POHFE NRA 194 SF; (PhentF)

2. @A@ °M PLECNAT 19°7 AT 10 (MPHS =15

3. alrbC ACHS P T10T @ oo’ a0, (hW3e OF +7)

4, ADG@ M PULLLCNNT 917 10 (ADEC)

5. AvEC Ca-AP7T 21248 TNRET A9°7 ALAAFTI°;,  (04P? 09 hAT™ToLar)
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NEA 6. ALPm ool L3 2 (Listening Comprehension, Level 2)

MY I°HG @PF AM-Iem- PTINT FU-5 PAT": ACAZ 9°30F 60 0D A3 I AF A2L70MNT5
AT TLLDFF AICUMECET N1Te@ LI151: hPI835 TP AooawA) A-"9m- 15 Nh3e
APBNTINMTI° LK CAm-Tz: IPHUNF A~ “FHM hooBoo(® 41 PoIh1Am-F Phdt 2000
ol CHINNT

A7 hPC Fén &h N A7 U NF ArIAYAU: hHPP° AREIE TEELT
AMGPYAU-: NTEPE AT hILEI® PFANDT avhh:: hvrT 9°7 AILI™THOC- 1MV;

47k N Z G 0AZPhE hde TG ANH @& &CT7 AlTEAT: (a7 oC 1h
ONT @ 1IC A%lhLe @-L&C FooCNAT: A7 MmFé- A°PPL AL G U LN,
hAZ°I°L (1A D S OG- 1167 Tav AT 477k AeG T AU NF 10 AU-& AUE
MLAAET AaomPP BSAT:: OFANE 719 W9 TSCN T hrhoT oM NAe 09075 PImC ov38C
100 P47k AT AG AT C4TET &R ool WGAANTIC INC: WA 77 AfH14T rhao
&R PG 0L @79 17 hoofovlf E9UEC LL74q NG PAZCT AN AS
PULLNLADT T ®eh, PULETIAAT Al 1@+ NPCN 7 Phted>Th TL8AL TTNIFN hLPCI° hPA
PONLSFF i Hé 00k OEOET C9°TmGP0T +7 WAPT NM9° Lh NA JA::

4k N @-L ST PA1LTO- MO7T NADHC 10?7 (MAZ°OT b 721C)
477k hAI°I°E (V1A 9°7% Fav)0AT? (PO 1767 176%)
43 N TF OFE ¢7 FA8AT?  (ALOT $F)

P4 3T PO CT ANNG ANT 0 2F7 COLLTIANT 997 102 (@3%Y,)
47k 0M9° LA PUAT 7 oo’E 10?7 (AU-L)

a0~

h&A 7. A0 oolst: 2L% 1 (Reading Comprehension-Level 1)

MY ATA PPLOD- AN Paol Bt D00 sa-:: 4796m 203 A2LEnLA I°F03 hloTem- 44 #3071
PTAI” N9°30 Ve A ToNCAD hDarT FLLLT Polandfm-? Lt avAN7? Aavaodl) N-“Tow-
i 15 0hze Bamr: 479m- POAMM-3 79AN MPZINLTF DNT Ht0a-t A794-67TF ophhA 124 16
TANT CLCT BUD ML NP1 MLTLPTAT TRLLT N790G AaoANe AP0l47F Fhsm-i::

+'r P890 102 ANTTH AN PP PANNE 7 1 A B¢ A ANOT
AMNT:: Ak OGHE TCéa LLAI°AN TN hlG 0L AT AAPTH £NT@7 AN
Qoo AL ANNT:: hHL9° A%1LE ®L O 17 1400 O HOM-T7 ANOT 08V AT 08.°
PCLCIOTFPN: 70 21 740 CHAMT7 ANOT ool AL MAT®-:: 1401 WATTH
ANTTH ALAT
ATMET: ANTTHI® 77N APCMT ONTF:: ANGVET $00@- 032 alrT::

AU INNh@y Fén Adaodht T TLEPTT APy 10:: ATLELPE N> HTAD aom’y
ao\0 Aot 9°AC::
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TLEPT AG mANFTF@ (01299% P+A$17 LovAh:lA)

ANTH AN P TAONT ¢F oo’F 0 (?4°2)

1.

2. PAATTH AST 977 L0AN; (DA FCA/CL)

3. AA?TH A9°7 ofL N 10T (NNLHhoFT ATTLFINTLT)

4. NNOET ool AL, POANT @ 9°727 100, (34

5. 10A ANCTHT e-TF AL - ANNE NNDLE 1D-:: ANOE aom-LPFD-3 AT 1741 10-::)

hed 8. AN ovlst L% 2 (Reading Comprehension-Level 2)

Y A5A PPLID- AP0 Povld 4700 1w-:: 9307 PLEHIND- 1-774m- o0 1m-:: AN 79°
POLNTAD-F 973 A28 LA A: A772m FU-7 A2Lswndn I°F-7 ht79em- 41
PirFA:: hHE9° Wy NFF A1 TPeL2TF Povlovdfm-3 TPt CMmeHTA: +794m o000
BOT H28 (0 15 Gh28 COmTFA:: P1o94m7 avAN NP INLH @0TF hitomi- 7°A0F o0T
174. 16 AR
LT BU? ML NP1 WETLP T FTLLELTF 17705 om0 470413 LhTw-7::

ool ovRVET 1IN LOSA: (AL AJdLh ooRVeT AR GPC AN
N5 @9 L A he ha% ALm4.9°: PTLENNT@ oAVt Nov-p- OMm7e 19
(LG CFALT  STm: 9979° A ooAhGET  ATSLCENNNT  ALANTII:  Lavl
aAhG kT AT ATRTLAGS T A.mPP “eoivet Chm-bT 9°r > NaoPST@- aodiihi
PANTF®9° NN LovNAN:" PTI° Lovl ovRVeT7 1PN LMSAN: TIC 17 gvRVek:
N7LaoANNT P 9°39° ALY $00 TI0T ALLATI: DANY aodvet ATLPOT (PT
AT%EPN0 CaMYP PTPN: APT 17 LVTT WLDT hLLSNTI®: AdAVGT TAVS
ECHET AL BPRP LETENFA: LY °n2et R ALET PA-T9°: ANY® haa
IC kB ANde hLLPME v h& “THN WATLooCT AILE 7L CADI°: U 77 Wi AR
TIC 4T EA: Lovl NMAPTF IC (L6 F0:: APTF 1827 ATloP Lool} hNw-T $ao-
i 907 HLTC LUPT?

TLEDTFG av\NFT -

1. Lavl CHEET avRaT LmSA? (PFén aoRVET7)

NPT LavlT AT Wikendad LHTEIA?  (avRUSk AISLHTN DATLMIPP)
Lavl. Vel N9°7 al'rl ool LOATTTPA? (MmTPé/ 19 Ti4D)

Lavl. aAh &7 DTN NHeR14 9°7 LDSA? (aoRh& 7 “1Ph)

PLav/l @ IC O.LME avdP 1 A>T AR P1? (ha@ IC hn“18@e- | APT
NA“IL+C0T)

o &> 0D
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Appendix 3—Berta Data Collection Tool

READ M&E Ethiopia
Transition Threshold from Mother Tongue to English Medium of Instruction

Assessment Tool in Bertegna
May 2019

Alwaziira Algirayé Mba Itiopqia
Gii pqgerla algudura géédi garraqiqi than tha addaraja algirayé mba alqawalu

Giii daa thofior mba mifila birotokéli mé6tha geedi thai 2011 (2018/19) — Ndu Albarto6

Ndu dqokqothalé maiyu bua sitta mba garrad ashan shiigo, 4 maaba buri alhdbar alti wélla maaba
dqokqothini gadi garraqi ané garra ndu daado kqillifi ma pqishi ashan ané fdgada shamba
shakqalnane.

Ndu dadé kqillii
Awali 41¢ madifia gadie rootha ala gifi hibbané (mba apqishifiné) alé apqishifiaga afi sha ané
mootha dqokqotha ma daado6 nafaqi millafi sha ané féthifia gadiqi u &né moothéqi.

Maadua u attifaag

Attifaaga ndu

Assalam alékum shafiine ih6fi6? Shamba squllagi . Aafid gudili
Aafédqi sha pqula figd boolofikqo baala shiigo. (Algadada geedq,
alqumuréa mare, gifi buush thaayu, ariada... adi milaf)

1. Ngo gadari figé ptlage alhabardqa u mba abufioathaya? [41é dqiifia mootha kqedqe
baala shugo. Ma shilifif walla wald ma fédqiné sha &né¢ mootha alé giidqa dqokqotha
2néqi]

2. Nan pqishi figdqi sha figd gia barra min tha almadarasa?

o Aamadifia figo gifi adogali thalé shokqon. Aashakqali tha alwizaara algirayole.
Hathan fédqi sha an fagada shamba allama géédi garra. Ng6 ma azala tha
alqud ashukquléleqi.

e Hassai aafédqi sha figd pqaadagi. Lakin wald ma fédqinio, gadarié sha ngo
bakqa.

e Hassi an iila aqiili garrad. Baqad mbalé aadqokqothifii figd sha figd garragé
alhuruf, rootha u sqasqarifia.

e Alhabaraqa sajjalli tha tabilétalé.

e Wala alt dqooshanné. Wald huluqi tha annatiijdqale mba almadaraso.

e Ma shari ma mbalé, aadqokqothifii fngd shamba zii abufioatha. Masal, andi nda
rothihd thaayu, gifigh gidiha thaayu ... adi milafi dqokqothifili igogu.

e Aafédqi 4qakkada figoqi fish sha wald ma zii figd tha bishi gadargafio figd
akqithuyt. Bakqa hibifi6 afi ma figé shola mootha. Wald kqali gifiman.
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e (Gif dqokqothififidyt ziqia? Afi badaqaya?

Attifaaga ndu ma thikquoqi sahha assandukqaléyu Hiin O

(Ma magaruf attifaag walda ma thigkuoqi, shakara gadilo u nigo dqafara gadimarieqi)
Bua 1: Booloyii Alhurufti Fagada (Letter sound- Correspondence Knowledge)
Maaba buri alhabar alu:

Giii kqabila gadi garraqithi thalé, ané figada alhurtfi nda Albarto . Ashan shugo, thalé figo
dqokqothifia gadi ané pqulifia figd alhurtfi ndii Albarté mba holigh tha assandukqu ané sqala figo
hugu.

Madifa gadie alhurtfi min tha alwargayua. Kqala gifi zii tha bulueqi.
o  Alhurtfi nda Albartonnégi. Pqulagéga shambé squllane.

(1353

qi thaaba alu] “i” fiinéfl mané.

= Masal alharifalé [madina alharif “i”

= Af jarabifia. Pqulagé alharifale. [Madifia alharif “M”qi thdaba alt] Ma
maadané moothd, kqala fiinéqi sha pqishi millafi. Alharifalé “M” fiinén
maané. Wald ma maadané moothé pqulé fiinéqi sha “M” fiinéfi squllane.

= Af jaraba fish méanaf. Nan squlla alharifalé? [Madina “A” qi thadba alt].
= Ma maadané kqalaga, ngo6 badqi are “A” fiinéfi maané. Wala ma maadané
pqula fiinéqi sha “A” fiinéfi squllane.
= Hassi figd fagada gin giifaya?
= Ma kqalali figé sha badaqa figd squagé alhurafi hugt mandafi mandan
shambd gédargaiidne. Badaqa min thalé u figé ada thafi shambalo.
e Ma al¢é garrané figdqi, ma sholané figoé pqua hu.
e Ma muusqané thd boolokqgedqe, alé¢ hasqula fineqi mithil gifi maadoné.

e Gadi ma hasqula aktar min talata sekondi sha ané squla alharif hu than ngo
madifiaga alharifa madqine gundi figo6 kqalagé, waésala.

e Roothdlo bar¢ 4l¢ hasqula ma gifi sholoné garra 4lé pqua hu sha ma alkqalatq.
Alkgqaanina shuruiigald hu gubal azzaman: Alhurufi holi tha arroka algawaluyu wald ma
maadané dqukqunun, figoé kqalaga shikuran u fig6é ashurufia hu.

[Mddiiia alhurifi dlgawaliiqi thadbd alii igé add thari tha thééleyegi. Aashin thama igoqi tha
ile 16 assaq4a wassaliié aafia zii Alharafi wald madiiié. | Ngé jahazey4a? Halas badaqa.

Masal: i M A
a d B E f D h i ] K
N t K A S e W F R
F y Q s t a L G th
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Bua 2. Booloyu Fagada/ Booloyu Alu Fiifi (Phonological Awareness)
Maaba buri alhabar alu:

Alu dqooshalé mba ile thamthamu fiinén maané. Alhadafa kqedqe, sha al¢ fagada algidara geedu
thafi shamba fagadi maré booloyu roothd u mba pqulifii maréneqi. Lazim figd fagada sha ile
thamthdm fiinéfi maané u figd dqokqothifia gadi shambélo. Ngo6 squld gadie rootha hu u figé fish
fia booloyu dqukqunui alu 4 gadi shifi squla hu mba gashi.

Shamba Giila Iqabarale u Iqallama

Iqabaralé giila shé al¢ fagada gadi garraqi thafi ma gadari sha ané haala rootha squlla fiiné¢ hu u
ané figada na booloyt holne thayti. Ngé daaga almasala holigli ma pqishi u figé 4qallamifia fiine
ma pqishi.

2.a Akqitho roothd (Syllable) Akqitho rootho alqawalua alu fiifi (Initial syllable deletion)

Iiroothua badaqalane thai:
e Thama ile 44squlé figd rootha hu.
 Aafish fia booloytl dqukqinuii ali mba algawalu figod pqilifiagé mbé gashi.
e Pqishi afi jaraba.

Masal: “fale” [le] ma fiala alu ané gia “le”

e Ngo fish dqokqotha gadi thalé, rootha kqali sha fiile, ma maabi fia ‘fu’ ala gifi
gashi.

e Ma kqalané figoqi sha ‘1€’ finéi gashi, figd kqala fineqi, hiii maadano.
e Wala ma maadané mootha shin figé pqulifia fiineqi u ngo6 bard badaqa dqokqotha.

Dqokqotha Mootha Mootha geedu

Rootha kqali sha “buli” ‘bu’ ma li O Maadane O Sholané O wala daa mootha
fiala alu nafi gashi?

Rootha kqgali sha “thama” ‘tha’ ma ma O Maadane O Sholané O wala daa mootha
fiala alu nafi gashi?

Rootha kqali sha “shini” ‘shu’ ma ni O Maadane O Sholané O wala daa mootha
fiala alu nafi gashi?

Rootha kqali sha “laafia” ‘la’ ma fia O Maadane O Sholané O wala daa mootha
fiala alu nafi gashi?

Rootha kqali sha “sqooro” ‘sqoo ’ () O Maadane O Sholané O wala daa mootha
ma fiala ali nan gashi?

Rootha kqali sha “liida > ‘lii’ ma da O Maadane O Sholané O wala daa mootha

fiala alu nafi gashi?
Rootha kqali sha “nimira
fiala alu nafi gashi?
Rootha kqali sha “thaba” ‘tha’ ma aba O Maadane O Sholané O wala daa mootha
fiala alu nafi gashi?

2 ¢

ni’ ma mira O Maadane O Sholané O wala dad mootha

Rootha kqgali sha “muthu” ‘mu’ thu O Maadane O Sholané O wala daa mootha
ma fiala ali nan gashi?
Rootha kqali sha “shiila” ‘shii’ ma la O Maadane O Sholané O wala daa mootha

fiala alu nafi gashi?

READ M&E': Language Transition Study 57




3. Booloyu/ Phoneme

3.a Booloyu alqawalu alu fiifi (Initial phoneme deletion)

Iiroothua badaqalane thai:

e Thama ile 44squlé figd rootha hu.

 Aafish fia booloyti dqukqiinuii ali mba algawalu figod pqalifiagé mbé gashi.

e Pqishi afi jaraba.

(Maaba dqokqothifii: min rootha holi tha assandikqu booloyt maa ht pquupqu fiinéfi fiin6 al.)

Masal:

e Ngo6 dqokqothifia gadi sha rooth kqali “ber” [b] ma fiala ala naf gashi?

e Ma kqalané figoqi sha “er” figo kqala fiinéqi, Pqishi millafi maadafio.

e Wala ma maadané shif, figd pqulé fiinéqi sha ber ma maabi fia [b] alt ané gasha

na ‘er’
e Ngo dqokgqothifia fiine shambdalo shambalo na roothagu holi tha bultieqi.
Dqokqotha Mootha Mootha geedu
Rootha kqali sha “gay” ‘g’ ma ay O Maadane O Sholané O wala daa mootha
fiala alu naf gashi?
Rootha kqali sha “thuf” ‘th’ ma uf O Maadane O Sholané O wala daa mootha
fiala alu naf gashi?
Rootha kqali sha “shor” ‘sh’ or O Maadane O Sholané O wala daa mootha
ma fiala alt nan gashi?
Rootha kqali sha “mugi” ‘m’ ugu O Maadane O Sholané O wala daa mootha
ma fiala alt nan gashi?
Rootha kqali sha “dqofi” ‘dq’ ofl O Maadane O Sholané O wala daa mootha
ma fiala alt nan gashi?
Rootha kqgali sha “amar” ‘a’ ma mur O Maadane O Sholané O wala daa mootha
fiala alu naf gashi?
Rootha kqali sha “rabazi” ‘r’ abazi O Maadane O Sholané O wala daa mootha
ma fiala alt nan gashi?
Rootha kqali sha “irma” ‘i’ ma rma O Maadane O Sholané O wala daa mootha
fiala alu naf gashi?
Rootha kqali sha “tqori” ‘tq’ ori O Maadane O Sholané O wala daa mootha
ma fiala alt nan gashi?
Rootha kqali sha “mihi” “m” ihi O Maadane O Sholané O wala daa mootha
ma fiala alt nan gashi?
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Bua 4: Rootha ma Assé garra (Real Word reading)
Maaba buri alhabar alu:

Tha mbaleyt gifi kqabil gadithi 4né garra rootha ma kataba ma fafarufiu gundi fiinéfi maané. Alé
kqala gadieqi ané garra rootha ma haliyu shamba gadarganane.

Gubal 4l¢ badaqa ashukqul al¢ agiithifia gadi gifi zii tha bulteqi.
e Rootha biiléofiginuigti ma daado théale. Billa garra shamba gadarganone.

= Wala fig6 squla alhurtfi hu illa figé adamugqi igd garra ma pqishi. Masal
Roothalé garrala sha “kqolo” .

= Af jarabisha. Garrashti mbdle. [madifia rootha kqaliqi sha ‘ia’ thaaba alu]

= Ma maadané garra kqalaga figd badqi are roothale ia fiinéfi maané.

= Wald ma maadéane garra kqala fiinéqi sha ‘ia’ finéfi maané

= Af jaraba fish manan Garrasha roothale [Madifia rootha kqaliqi sha
‘shuni” thaaba alti.] Ma maadané garra kqalaga fig6 badqi are Roothale
‘shini’ fiinéfl maané.

= Wald ma maadéane garra kqala fiinéqi sha ‘shuni’ fiinéi maané.

e Ma kqalali ng6 sha badaqa, figbé garra mandan mandan shamba gadargafione.
Roothélegu holi tha alwarga gundilé garra madan mandan shambé gadarganone
min thadba gambi thadba pqiishieqi. Wal4d ma figé kqaba pgaada, aathami fgoqi
tha ile bas. Ng(’) fagada gin giinda? Ngo jahaz¢éa? Pqishi an badaqa.

e Ma gadi shola rootha garrd u ma mathi muusqané tha bool6 kqedqe, 4lé hasqula
mithil gifi maadoné garra u 4lé muusqa fiinéqi sha maadone. Lakin gadi shifi ma
tdmtamagqi dktar min taldta marrat sha 4né garra rootha dqukquinun alé kqalaga,
wadasala u igd pqua hu sha sholoné ngo6 bard dqafara mananeqi.

Masal: kqolo ia shuni
ndu Fara tqara maaba maada
mol Dqoosha kqafa shimifi rootha
héaraba Galabé hamushe irbiza shaaroqi
shibila Lakqéasha dabura buthaqi squrgunuil
adagané Ndiumiili ahaapqune alqarabia alqitnén
mulifaqi almuhaafaza agudiné almiraya agarraii

Bua 5: Rootha sharga almaqabna (Nonsense words)

Maaba buri alhabar alu:

Tha mbaleyt gifi kqabil gadithi 4né garra rootha ma kataba ma fafarufiu gundi fiinéfi maané. Alé

kqala gadieqi 4né garra rootha ma haliyu shambagadarganane.
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Rootha wala gidi almaqanagt ma daado thalé. Billa garra mbé gadargaiio.
( Wala ng6 squld hu na alhurtf illa igd 4damuqi figd garraMasal roothalé
garrala sha “rash”

A jarabisht. Garrashu roothale. Madifia rootha kqaliqi sha “aage” thadba
alu.

Ma maadané garra ma pqishi kqalaga sha figd badqi are. Roothalé “aage”
fiinéfl maané.

Ma sholané garra pqula fiineqi sha aage” fiinén maané.

Hassi fish afi jaraba manaf. Garrashua roothale. [Madina rootha kqaliqi sha
“kudom” thaaba alu.]

Ma maadané garra kqala fiinéqi sha pqishi. Roothalé kudom fiinéfi maané.
Ma sholané garra pqula fiineqi sha kudom” fiinéfi maané.

Ma kqalali figd sha badaqa géarra shambé gadargafione mandan mandad.
garra roothdlegi min thadba gambi thaaba pqiishieqi. Wald ma figd kqab
pqgaad aathdmi figdqi tha ile bas. figd fagada gofi gifiod? Ngo jahazéa?
Badaqa.

Ma zii mba sholné garrd, figé mulaqi thadba alt figd pqiia hu. Ma muusqané garra
tha bolokgedqe figd hasquila mihil gifi maadoné garrd u figdé mulaqi fish thaaba alu
figo asheheraqi nah u pquupqu ngd moéodtha aaia zidneqi.

Gadi wal4a ma gadara rootha garrd le talata sekondi figd madifiagé rootha

ithigunéqi thadba alti u figod kqalaga Pqishi waasala u bakqa kqalfi6 gifi man.
Guda sqii sha wala maadoné garra figd hasqula ma alkqalatq u figd pqia hu ma
nigo alé dqafari. Ma alé garrané ngoqi, ma sholané figd pqua hu u ma muusqané
tha boolokgedqe, al¢ hasqula fineqi mithil gifi maadoné.

Masal: aage, kudom
gushe Mosqo digur fludqga lemu
lishu Atulkqa reefa shotqa gutjha
moshera Fatquga dalafa sholguné tqimasqa
fashesqa Notqura dqoboshe mipqio hiruta
dadatho Jokqula dqodathifia fafagado lisholakqu
ashurille Liifigugané gafenawo hodolaatha gaadeqime

Bua 6: Ile thamtham u fagada addaraja 1 (Listening Comprehension- Level 1)

Tha mbaléyu gifi daald gadieqi mba garrané wala ziqi. Ng6 bas garraga ma 4l¢ shifi thami ile na

fiine. Min mbé géarraiidne mba kqddifioneqi, figd bard dqokqothina dqokqothalégu holi tha

bulueqi.
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Hamis faasqa alburtukéna
hasquiloné min tha gaft tha
agofil. Munziman ané adaga
sha ané fiara. Ané thikqa ma
fiara agortheqi. Ané kqaba
maaba futr6 alburtukaani.
Ané thikqa haashi ee mia. Ané
dqokqothagu nda fauro gé
alburtuklaani. A haashi kqala
fiinéqi sha maré¢ maado
maamanaii ma alé adi tha
asstigueqi. Ané madqa gundi
ané wassala tha assugl. Ané
amufifia albolis.

Dqokqotha

1. Waané faasqola Hamis
Alburtukan?
Tha agoiia

2. Min waané hasquloola
Hamis alburtukéan?
Min tha gafa

3. Shaf thikqala Hamis
Alburtukaan?
Ma faaralaqi

4. Nd4 maada haashiqi

ror1z oz

Maamanain

5. Nafi madqagald Hamis
agorthé gundi?

Sha ané amuufifia
albolis.

Mootha geedu

Bua 7: Ile thamtham addaraja 2 (Listening comprehension- lebvel 2)

Tha mbaléyu gifi daald gadieqi mba garrané wala ziqi. Ng6 bas garraga ma 4l¢ shifi thami ile na
fiine. Min mbé géarraiidne mba kqddifioneqi, figd bard dqokqothina dqokqothalégu holi tha
bulueqi.
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Mootha geedu

Wala daa

Maadané | Sholané mootha

R0 shutni millan fiinéd bidoqi
tha eshole tha Ahansha
habithafiya kqillifi. Lé bubaani
shutini fiinén giidoné lakin wala
giid6 ashardida. Futqifia shuli
aliga mba gudi famiili thayt u

shugo. Ma bidé ané shapqutha
shuli u munzufigunai ané
futqinia shuli alu walla ané
barbada alt.

Mb4 habithafialé na r6 min
alqasur fiinéfi gioné alhdwa ma
shuni. Maabi alhillogu hiba afl
kqillifi. Ané badaqa biibid
alqisha u ané bida 1¢ asstbu.
Wald maamanaf gadar6 sha ané
hia thuutha. Shambaé sqara 411 &
maabi buura alugu maré
shaawaruqi shamba adi gii maré
tha arethéqi. Maabi dqofiondigu
maré daa array. Ahir baré maré
taafagu sha maré gia shuli
badqiqi u maré féésqa.

Dqokqotha
1. Shuli ndalo fatqind
r6 alu tha Ahansha?

Mba famiilu u mba
giii buishu

2. R6 bidoqi tha

. a1 ; Ahansha habithadiya
mba gidi gifi butshu thayu. .1 L
gudle yu tha nambalole bidoné?
Kullu sana marra walla Tha bubaanile u tha
marratéén fiinéfi bidiné na r6 zii | eshole

3. Naii hibaga maabi
alhill6 an?

Hiba sha r6 shapquithi
shuli walla dqakqiné
ala

4. Nafi wala gadaroga
maabi sha maré
dqeetha thuutha?
Ashan roé bidi millai

5. Maabi buura ala
naf taafaguoga mare?
Taafaguoqigu sha
maré gia shuli
badqiqi

Bua 8: Garra u fagada addaraja 1 (Reading Comprehension- level 1)

Tha Ashukqulaleyt garra ziiqi mba garra gadi u &né modtha dqokqotha daalé fiinéqi. Médifia
gadie garra garrané u ngo kqala gin zii tha bultieqi. Wald garra bas fiinén gidiné lakin 1¢ ile
thamtham fiinén ziine thayu.

Garra baala dqugurinné. Gérragéqi ma haliyu mandai mandaf u ma pqishi. Ma garrané ma
kqo6danogi aadqokqothiiii figd. Ngo fagada giit giifva? Ma ali kqala figdqi sha badaqd, garragé
shamb4 gadargafione kqillifi. Ali shifi 4athama figoqi tha ile bas. Ng6 jahazéa? Badaqa.

Daa gadie garrd mba garrané ané garra lémina ané kqoddaqi figé hasqula fiinethi. Min mba
garranane, igd bard daagd dqokqotha mothiné.

Hassi thama ile 44dqokqothifia igd dqokqothafigiinuil min garra garradfié. Ngé moodthageqi
shambd gadargafione.
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Halima maré abuné fiinén gudi.
Pqishiga afi ané pqaada abuné.
Ané gia abune thifithifi 4ané ada
tha almadarasueqi.

Ané thama hérafi tha mayu.
Ané feetha afi 4né baro ada tha
almadarasueqi. Abuné shifi
pqali tha agofit

Ma fiine alé guuzu tha
ashukqullé & azzdména
almadaras6 dqaféra ala. A
maaba agarraiii kqala abinéqi
sha ané ahathaqi badiri u bakqa
ashakqalifinane millafi.

Dqokqotha

1. Halima maré ndalo
gudi? Maré abané

Mootha geedu

wala daa
mootha

Maadané Sholané

2. Naf giilad Halima
abunéqi gubal ané ada tha
almadarasu? Thifithii

3. Halima abuné nan
shakqalné?
Pqali tha agoiiu.

4. Nafi giala Halima mba
dqafaragane 4zzaman
ala?

Guuzu tha ashikqulle

5. Naii kqalaga maaba
agarrafii sha Halima
ahatha badiri? Sha bakqa
dqafarne almadaras
ali.
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Bua 9: Garra u fagada Addaraja 2 (Reading Comprehension — Level 2)

Daa gadié¢ garrd mba garrané ané garra lémina ané kqoodaqi figd bard hasqula fiinethi. Min mba

garranane, igd bard daagd dqokqotha mothiné.

Mootha geedu

wala daa

Nuraatha maré Musa garraqigi. Maré
fiinéi thari hu tha almadarasayteqi.
Min mba wassali mare tha almadarasu
mar¢ hia tha alfasilieqi maré muusqa
alkursi, atqarabéza u maré gusha
assabura are. Ginlégu kqillifi gii mare
gubala géédi wassalo tha almadarast.
Min mba wassali géédifigunuil tha
almadarasu maré roothagagti sha
maré shiirufia assaf ma pqishi. Min
mba fish dqethi mare tha alfasilueqi
maré kqala geedieqi sha maré muusqa
dqofiosha. Ma geedi holigi mba wala
shakqal6 ashukqulé thaayu maré
faraga shimiii. Maré fish roothugéqi
tha geedile sha mar¢ feetha alfasiliyu.
Gifi kqal marthé maabi agarrafii gii
maré kqillifi.

Nuraatha ma alégti mathi thaayteqi
min tha almadarasti ma thikqa gifi
shapquathi maabi hu maré asheheraqi
min tha thofiort. Geedi gérrala
Nuraatha thafiga kqillifi miufa
atqabaqa mare.

Dqokqotha Maadané | Sholané mootha
1. Nan giila
Nuraatha min mba
wassali maré tha
almadarasu?

[Maré¢ hia tha alfasilieqi

maré muusqa alkirsi u
atqarabéza]

2. Naf giila
Nuraatha geedi
wala shakqaloo
ashukqula ©) ©) O
thaayugu?
[Farga maré
shimiii]

3. Shafiine asqarla
Nuraatha
alfasiliya? ©) ©) ©)
[Fethi maréyu tha
geedile.]

4. Nafi asheregala
Nuraatha huithudqi
min tha thofiort? O O O

[Sha bakqa
dirranémaabi]

5. Nafi miufaga
géédi atqabaqa
Nuraatha? O O O
[Sha atqibaqa pqiishi
fiinéfi maané.]

READ M&E: Language Transition Study

64




Appendix 4—Wolayttatto Data Collection Tool
READ M&E Ethiopia
Transition Threshold from Mother Tongue to English Medium of Instruction
Assessment Tool in Wolayttatto
May 2019
Wolayttattuwappe Ingiliizettuwakko Aadhdhiyo Zawaa Yiggiyo Miishshaa
Wolayttatto, 2019

Xaaxi waaxo Kaaletuwa

Koyrottidi luxiyagee woykko luxiyara dosiyobaa doori ekkidi pashkki giidi haasayissite.
Leemisuwassi ha yigettaa luxiyagaara woykko luxiyariira denttettiyanne miichchi ekkiya
haasaya haasayissiyogee keehippe koshshiyaaba.

Koyro gaytotettaa

Kaalliya nibaabiya naatussi goncciyan nabbaba:

Lo'"0 aqadii? Taani geetettays. Taani de'iyo sohoy
Hegaappe simmada tabaappe amaridabaa neeyyo odana koyays. (Ta naatu qoodaa, eta
layttaa, So mehetubaa, urzziyabaa, h.h.m.)

1. Nebaanne intte soo asaabaa tawu odanawu danddayay? Luxiyagee zaarikko zaarees;
ixxikko kaalliya oyshawu pinnana koshshees.

2. Luxetta keettaappe kare kiya simmada ay oottanawu koyyay? Hayyanna! Galatays.

e Taani hachchi awuppe yidaakko neeyyo odoo? Ero! Taani
yaas. Taani yiido gaasoykka ne mala luxiyageeti nabbabuwa luxidi
eriyakkonne erennaakko be’anaassa. Neenikka doorettidoy saamaana.
Hegawu neeni keehippe ufayttana koshshees.

e Ane yaakko nabbabuwa kaassaa issippe kaa'oos. Ha''i neeni cenggurssata,
qaalatanne qantta taariketa nabbabanawu giiga.

e Neeni nabbabiyo wode woysu wode ekkiyakkonne eranawu taani saatiya
oyqqays.

e Hagee nabbaboy neessi luxetta keettay immiyo paace mala gidenna. Qassi
kase neessi luxetta keettan de'iya markkiya mooriyabakka gidenna

e Issi issi oyshata taani nena oychchana danddayiyo gishshawu zaaruwa
immaydda aynne yayyoppa

e Zaaruwa suure zaarana xaykkokka aynne baawa.

e Neeni oychchiyobi de'ii? Doommanawu giigettadii?

Gaytotettay giigidioogaa akeeki simmidi ha zaqaa giddon ‘Ee’, malaatite I:I (0).
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1" Shaahuwa: Cenggurssaa Akeekaa Task 1: Letter Sound Correspondance

Luxiyagaassi/Luxiyarissi cenggurssaa luxiyo maxaafaappe kessidi bessite. Yaati simmidi kaallidi
de'iyagaa xeesite.

Hageeti Wolayttatto cenggurssata. Ane ha cenggurssatu sunttaa xeesa. Leemisuwassi
cenggurssaakko malaatiiddi ha cenggurssay “b” geetettees. Ha"ikka gujjidi meezetoos. Ha
cenggurssaa xeesa. Cenggurssaakko malaatiiddi (Luxiyagee/Luxiyara) gamma zaaribeennaba
gidikko ha cenggurssay “b” geetettees giite. Ha"ikka gujjidi meezetoos.

Cenggurssaakko malaatiiddi: ha cenggurssaa “N” woygi xeesiyo? Goobay/goobiya) giite.
Luxiyagee/Luxiyara gamma zaaribeennabaa gidikko ha cenggurssay “N” geetettes giite.

Ha"i neeni ay oottanawu de'iyakko eray? ”

Erennabaa gidikko: taani nena ha cenggurssaa “Z” eesuwaninne akeekada xeesa giyo wode
xeesanawu de'aasa. Ero simi: ha"i hagaappe doommaasa. Doomma simmannee hara
cenggurssatakka hegaadan xeesaasa.

Koyro cenggurssaakko malaatada maaraa oyttada hara cenggurssatukkokka malaata. Neeni
maaraa oyttada xeesaydda biishin xeessawu metiya cenggurssay de'ikko taani neeyyo xeesana.
Neeni cenggurssaa erada xeesiyabaa gidikko ne xeesiyo wode taani co'u gaada siyana. Hayyana!
Ha"i giigadii? Ane doomma.

Leemisuwa: b N Z

a y G I nh m T zh d
X sh c p ph ' A% Z i S
L Ch W K ts X Sh s P dh

2. Doometta Kureta Xayssidi Meezetiyogaa (Intial Syllable Deletion)

Hageekka ezgguwa meeziya. Issi issi qaalaa neeni xeesanaadan koyays. Leemisuwassi maxa
giya qaalaa doometta kuriya /ma/ xayssikko attiya kuree /xa/. Ha meeziyan issi issi qaalaa
doometta kuriya taani xayssiyo wode neeni attiya kuriya odanaadan koyays. Issi issi qaalaa taani
neeyyo naa'uto xeesana. Taani xeesiyo wode loyttada ezgga. Hegaappe simmada taani doometta
kuriya xayssiyo wode attiya kuriya ubbata loyttada akeeka.

Ane ha"i meezetoos. gaxa giya qaalaa doometta kuriya /ga/ xayssikko attiya kuree oonee? /xa/.

Luxiyagee/luxiyara gamma zaaridaba gidikko “Daro lo"0” giidi nashshite. gaxaara giya qaalaa
doometta kuriya /ga/ xayssiyo wode attiyageeti /xaa/ nne /ra/.

Luxiyagee/luxiyara gamma zaarana xayikko: Ane zaarettada ezgga. “saxxa” giya qaala doometta
kuriya /sa/ xayssikko attiya kuree /xxa/ giyaga giite. Ha"i neeni ay oottanawu de'iyaakko
gelidee?

Luxiyagee/luxiyara tawu gelibeenna giikko: ane ha"i neeni ezggada siyido qaalaa doometta
cenggurssaa xayssin attiya kuriya xeesa.
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3. Doometta Cenggurssaa Xaysuwa Meeziya (Intial Sound Deletion)

Hagee ezgguwa meeziya. Issi issi qaalaa neeni xeesanaadan koyays. Leemisuwassi eha giya
qaalaa doometta cenggurssaa xayssikko attiyay /ha/ gidees. Ha meeziyan issi issi qaalaa
doometta cenggurssaa taani xayssiyo wode neeni attiya cenggurssata odanaadan koyays. Issi issi
qaalaa taani neeyyoo naa"utoo xeesana. Taani xeesiyo wode loyttada ezgga. Hegaappe simmada
taani doometta cenggurssaa xayssiyo wode attiya cenggurssata loyttada akeeka.

Ane ha'"i meezetoos. ixo giya qaalaa doomettan de'iya /i/ cenggurssaa xayssikko attiyay oonee?
/x0/.

Luxiyagee/luxiyara gamma zaaridaba gidikko “Daro 10"0” giidi nashshite. ixo giya qaalaa
doometta cenggurssaa xayssiyo wode attiyagee /xo/.

Luxiyagee/luxiyara gamma zaarana xayikko: Ane zaarettada ezgga. “ero” giya qaala doometta
cengurssaa /e/ xayssikko attiyay /ro/ giyagaa giite. Ha"i neeni ay oottanawu de'iyaakko gelidee?

Luxiyagee/luxiyara tawu gelibeenna giikko: ane ha"i neeni ezggada siyido qaalaa doometta
cenggurssaa xayssin attiya cenggurssata oda.

Qaalaa nabbabite. Ha'ikka naa"anttuwa nabbabite. Luxiyagee/Luxiyara gamma zaaridogaa
xalaalaa ekkite. Luxiyagee/Luxiyara cenggurssata xeesanawu heezzu sekkondde gidiya wodiya
xeesanawu mammotikko zaaroy baa giya sohuwan malaatite.

Leemisuwa: ixo X0
to (O gamma O bala O zaaroy baa
la (O gamma O bala O zaaroy baa
an (O gamma O bala O zaaroy baa
ra (O gamma O bala O zaaroy baa
lo (O gamma O bala O zaaroy baa
ede (O gamma (O bala (O zaaroy baa
aro (O gamma O bala O zaaroy baa
oga (O gamma (O bala (O zaaroy baa
OWO (O gamma (O bala (O zaaroy baa
Ere (O gamma O bala O zaaroy baa
4: Shaahuwa: Meeze qaalatu nabbabuwa Task 4: Familiar Words Reading

Luxiyagee/Luxiyara maxaafaa giddon xeesidi meezetido qaalata bessi simmidl kaallidi de'iya
kaaletuwa maaran oottite.
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Hagaani issi guutta qaalati de'oosona, Ane neeni xeesanawu danddayiyogeeta xeesa.
Nabbabayidda gaalaa giddon de'iya cenggurssaa issuwa issuwa xeesiyogaa gidennan
cenggurssata maaraa oyttada nabbaba. Leemisuwassi ha qaalay “bule” geetettidi nabbabettees.
Ane ha qaalaa xeesi xeesidi meezetoos. Kaalliyaa qaalaa nabbaba. “keha” giya qaalaakko
malaata.

Luxiyagee/Luxiyara gamma nabbabidoba gidikko: hayyana “minoy/miniya” giidi keehippe
nashshite. Hara qaalaa “oda” giyagaa bessiiddi xeesanaaadan oyichchite.

Luxiyagee/Luxiyara gamma zaarana xaykkokka: ha qaalay “oda” geetettees giite. Ha"i qassi
haraa meezetoos. Ane ha gaalaa “eha” nabbaba. [eha giya qaalaakko malaatite]

Luxiyagee/Luxiyara gamma zaaridaba gidikko: “hayyana minoy/iya” giidi nashshite.
Zaaridikka “cora” giya qaalaa bessiiddi nabbabanaadan oottite.

Luxiyagee/Luxiyara gamma zaarana xayikkokka: ha qaalay “cora” geetettees giite. Ha"i taani
nena ne danddayido keenan qaalata eesuwaaninne akeekan nabbabissanawu haniyo gishshawu
giiga. Hayyanna! Ane ha sinttan de'iya qaalata haddirssa baggappe doommada ushachchi zaarada
nabbaba. Neessi zemppo koshshennabaa gidikko: taani sirphphi gaada ne nabbabiyogaa ezggana.
Ha"i neeni ay oottanawu de'iyakko eradii? Ero! Ane nabbabuwa doomma.

Leemisuwa: qola hemeta
kara hiixxa wogga qofa cimma
zeeriis mara woxa kushe gede
baqulo kureta gohota xalala badala
bawuta poluwa dagama misile camuwa
mattata tololayo ollaara godatidi eesuwara
qashuwara milatiyaba shenetana palamiya wocamidi

5: Shaahuwa: Qaala malatissidi medhdhido qaalatu nabbabuwa (Invented Words Reading)

Qaala malatissidi medhdhido qaalata: Luxiyagaa/Luxiyaro bessi simmidi kaallidi de'iya
kaaletuwa giite. Hagaani medhdhi ekkidi qaala kessido guutta qaalati de'oosona. Ane ha qaalatu
cenggurssaa dumma dumma xeesennan aggada cenggurssata maaraa oyttada nabbaba.
Leemisuwaassi:

Ha qaalay “baxu” geetettidi nabbabettees. Ane xeesi xeesi meezetoos. Kaallidi de'iya qaalaa
nabbaba. [ “yuqa” giya qaalaakko malaatiiddi]

: Luxiyagee/Luxiyara gamma zaarikko: “Hayyana miniya woykko minoy” giite. Ha qaalay
“bureta” geetettees.

: Luxiyagee/Luxiyara gamma zaarana xayikkokka: ha qaalay “bureta” geetettees giite.
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Ero, simi ha"i taani nena “nabbabuwa doomma” giyo wode neeni nabbabanawu danddayiyo
qaalata eesuwaaninne akeekan nabbabanawu de'iyo gishshawu giiga. Hayya! Ane maxaafaa
sinttan de'iya qaalata haddirssappe doommada ushachchi zaarada eesuwaninne akeekan nabbaba.
Neessi zemppo koshshennaba gidikko neeni nabbabiyo wode taani sirphphi gaada ezggana.
Hagaappe simmin neeni ay oottanawu de'iyakko eradii ? Ero ! Ane gigadii? Doomma.

Leemisuwa: gera masiba pulumata
doqqga yisa gowa qagga dima
nomi xara choxaa bushe meede
qabulo tuuketa hoqota laxxala sasala
wabuta lopuwa gadama simile macuka
lasettiya calolayo qalanawu hodatidi jeluwara

6'“ Shaahuwa: Ezggo Nabbabuwa (Level 1 — Listening Comprhension)

Issi qanttaa taarikiyaa cenggurssaa xoqqu oottada issitoo xalla taani neeyyoo nabbabana.
Simmada issi issi oyshata oychchana. Hegaassi loyttada ezgga. Neeni danddayido keenaa zaara.
Ha"i neeni ay oottanawu de'iyaakko geliis gidennee? Yaakko ane ezgga.

Nu heeran issi Daana giyo oyddantta kifile luxanchchay de'ees. Issi gallassi Daani luxetta keettaa
biiddi issi genessay sinttaara yiyagaa be'iis Daani genessay bana dom"ees giidi yayyiis. Daani,
“genessaappe waana kantto” giidi qoppiis. Daani yaa haa xeellidi, gatimay de'iyagaa demmidi
ekkiis. Daani genessaa shocanawu gatimaa dentti ekkidi genessaakko shiiqiis. Genessay guppidi
daran gelin Daani, “Laa taani minottenne! ” giiddi luxetta keettaa biis.

1. Daani aappuntta kifiliyan luxanchchee? Oyddantta

Daani luxetta keettaa biiddi ay be'idee? Issi genessaa

2

3. Daani ayssi yayyidee? Genessay dom"ees giidi.
4. Daani yaa haa xeellidi ay demmidee? Gatimaa
5

Daani ayssi “Laa taani minottenne! “’giiddee? Genessay bagatidoogan; Genessaa
yedettidoogan

7' Shaahuwa: Ezggo Akeekaa (Level 2-Listening Comprehension)

Issi qanttaa taarikiyaa cenggurssaa xoqqu oottada issitoo xalla taani neeyyoo nabbabana.
Simmada issi issi oyshata oychchana. Hegaassi loyttada ezgga. Neeni danddayido keenaa zaara.
Ha"i neeni ay oottanawu de'iyaakko geliis gidennee? Yaakko ane ezgga.

Nu heeran Gantta geetettiya goshshanchchay de'ees. A keettayee sunttay Talggooro. Etawu
heezzu naati de'oosona, Eta sunttaykka, bayray Bakkaala, kaaloy Anjjulla, heezzanttiya Muruto
geetettawusu. Ha heezzatussi aawaynne aayyiya eta oosuwa oosuwa battidi immidosona. Hegaa
maaran luxetta keettaappe yiidi simmine Bakkaaloy miizzaa heemmees. Muruta mittaa
mixawusu. Anjjulloy qassi so giddo oosuwa ba aayyiyo maaddaees. Hegaadan de'ishin bantta
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oosuwaa oosuwaa wurssi simmidi xinaatiya xanna'oosona. Eti hegaadan handi de'ishainkka
Bakkaala issi ufayssennabay de'ees. Hegeekka aybee giiko iray bukkiyo wode eta keettay
aattiyoogaa. Bakkaaloy ufayttennaagaa be'ida aaway, “Bakkaaloo tanawu! Ayanne baa. Hachchi
ufayttenna neeni ufayttiyo gallassay yaana. Hegee qassi waani yii giikko intte ubbay intte
luxettaa ushachcha kushiyan mintti oyqqin, taanne Talggoora minni oottin, keetta keexxanaagee
aynne metenna. Hegaassi ane minnoos! ” Giidi Bakkaala minttettis.

1. Gantta keettayee sunttay oonee? [Talggooro |
2. Ganttassinne Talggoorissi aappun naati de'iyonaa? [Heezzu naati]
3. Luxetta keettaappe yiidi Bakkaaloy aybaa oottii? [Miizzaa heemmees |

4. Bakkaaloy, Murutanne Anjjulloy ayssi bntta soo asaa maaddi simmidi xann'iyoonaa? [So
asaa maaddana koshshiyo gishshawu |

5. Bakkaalonttassi sinttappe sa'ay waananawu de'ii? Kehanawu de'ees; Duretanawu
de'oosona

8'® Shaahuwa: 7 Shaahuwa: Sissi Nabbabuwa (Level 1-Reading Comprehension)

Hagee qantta taarike. Ane ne cenggurssaa xoqqu oottada eesuwaaninne gamma nabbaba. Neeni
nabbabada wurssa simmin taani nena oyshata oychchanawu de'ays. Ha"i neeni ay
oottanaakkonne niyo gelidee? Ane yaakko taarikiya nabbaba. Neeni nabbabiyo wode nena
zemppo koshshennaba gidikko taani sirphphi gaada neeni nabbabiyo wode ezggo xallaa
ezggiyooga era. Giigadii? Hekko hode doomma.

Kana Sarbbi keehi gooba. Asi A bochchikko coo yeddenna. A bochchenna ay asaaranne lo"o
lagge. Qamminne gallassi keettaa loyttidi naagees.

Kana Sarbbi meqettaakka keehi dosees. Yaanishin issitoo Kana Sarbbi xayigiis. So asay koyi
xayidi soo simmishin wora giddon bocettaa siyidosona.

Woxxidi biidi wora giddon de'iya miiriqaa olla giddo xeelliyo wode Kana Sarbbi meqettaara
warettees. Yaatiyagaa wodoruwa qachchidi kessidi so ekkidi yiidosona.

Ha"i neeni nabbabido taarikiyaappe guutta oyshata taani oychchana haniyo gishshawu
zaaranawu giiga

1. Keehi goobay oonee? Kana Sarbba
2. Kana Sarbbi ay naagii? Keettaaa
3. Kana Sarbbi ay dosii? Meqettaa
4. Xayiday oonee? Kana Sarbba
5

. Kana Sarbbi olla giddon aybissi gelidee? meqettaa maana giidi; meqettaa koyiiddi

9'2 Shaahuwa: Sissi Nabbabuwa (Level 2-Reading Comprehesion)
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Hagee gantta taarike. Ane ne cenggurssaa xoqqu oottada eesuwaaninne gamma nabbaba. Neeni
nabbabada wurssa simmin taani nena oyshata oychchanawu de'ays. Ha"i neeni ay
oottanaakkonne niyo gelidee? Ane yaakko taarikiya nabbaba. Neeni nabbabiyo wode nena
zemppo koshshennaba gidikko taani sirphphi gaada neeni nabbabiyo wode ezggo xallaa
ezggiyooga era. Giigadii? Hekko hode doomma.

Issi Dosa giyo na'ay de'ees. Dosi kaassaa keehi dosees. Issitoo issitoo I kaa'ishin sa'ay
qammiigees. Luxetta keettaakka kaa'iiddi darotoo poo'issees. Kiitettikkokka ogiyan kaa'iiddi
dogiigees. A kaassaa dosuwa aaway dosibeenna. Yaatidaagee A kaassaa dosuwa duuttiyo ogiya
qoppiis. Yaatidaagee issitoo, “Asi yiikko tana eesuwan xeesa” giidi gade biis. Dosikka “Ero”
giidi naagees. Yaanishin A laggeti kaa'iyageeta be'iis. Yaatidaagee guutta kaa'ada simmana giidi
biis. Dosikka kaa'iiddi aawaa kiitaa dogiigiis. I kaa'ishin yiida imattay xeesii xeesidi asi xayin
guyye simmiis. Aawaykka Dosi kaa'iiddi doganaagaa eriyagee gadeppe yiidi Dosa xeesiis. “Ta
na'awu yiidi guyye simmidaagee neessi taani shammido maayuwa ekkidi yiis. Be'a kaassaa
dosoy nena ne maayuwappe ashshiis. Hegaadan daroban qohiyo gishshawu agga,” giis. Dosikka
bari aawaa zoriya ekkidi he gallassaappe doommidi kaassaa dosiyogaa essiigiis.

1. Kaassaa keehi dosiyay oonee? [Dosa]

Dosa aaway ay dosibeennee? [Dosa kaassaa dosuwa]

2

3. Dosi ay oottiiddi aawaa kiitaa dogidee? [Kaa''iiddi]

4. Dosa kaassaa dosoy aybippe ashshidee? [Maayuwappe]
5

Dosa kaassaa dosuwa aaway aybissi duuttana koyidee? [A qohiyo gishshawu; luxettan,
kiitettiyo wode, oosuwa]
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Appendix 5—English Data Collection Tool
READ M&E Ethiopia
Transition Threshold from Mother Tongue to English Medium of Instruction
Assessment Tool in English May 2019

General Instructions

It is important to establish a relaxed attitude through some simple conversation of interest to the
child. The child should perceive the assessment more as a game than a formal assessment. Note
that the instructions can be given in a language in which the child is more comfortable.

My name is . I am working for . Now I want to tell you something
about myself. (Number of my children, their age, domestic animals, sport, etc.)

1. Would you tell me something about yourself and your family? It is good if the child answers.
Otherwise proceed to the next question.

2. What is your hobby after school? Bravo! Thank you!

Verbal Consent

Read the text in the box to the child:

e We are trying to understand how children learn to read. You were picked up by
chance like a raffle or lottery.

e [ am going to ask you to sound out letters, and read words and short story out
loud, and then may ask a few questions about the story you read.

e This is not a test and it will not affect your grade at school.
e [ will not write down your name so no one will know that these are your answers.

*  You do not have to participate if you do not want to. Also, once we begin, if you
would not be interested to answer, that is all right.

e Any question? Can we start?

Tick in the box if verbal consent is obtained (0). I:I

(If verbal consent is not obtained, thank the child and move on to the next child).
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Task 1: Letter-Name Identification

This is a page full of letters of the English alphabet. Please tell me the names of as many letters
as you can. For example, the name of this letter (point to b) is B. Let us practice again. Tell me
the name of this letter (point to N). The name of this letter is N. Let’s practice one more
time.Tell me the name of this letter (point to Z). The name of this letter is Z.

Have you understood what you are going to do now? You are going to name the letters as
accurately as you can. Tell me the names of the letters, starting here and continue this way
(point to the first letter on the row after the examples, moving from left to right). If you come to
a letter name you do not know, please continue to the others. Ok, now we are ready to begin!
Are you ready? Begin.

Examples: b
B s a O D m ] b
f L r N p v E K
R T W Q G V4 Y Q

Strike a line through a letter that the learner names incorrectly, or cannot name at all, or if they
sound out the letter instead of naming the letter. Please remain quiet but positive in your
demeanor as the child attempts each letter. If the learner stops for more than 5 seconds, tell the
learner to go on and strike a line through the letter. Please do not let them see that you are
striking out the letter. Continue to encourage them as they move forward. If the learner corrects
himself/herself once, accept it as correct. If a strike has already been made on the letter, touch the
letter agin.

Early Stop Rule

If the child does not provide a single correct response for the first ten letters, mark the remaining
letters as incorrect. To easily mark the row as incorrect use the star at the right end in each row.
In this event, say, “Thank you!” and go on the next subtask as per decision tree for testing
procedures presented above.

Task 2. Letter-Sound Correspondence

Show the child the chart of letters and let her/him sound out the letters.

This is a page full of letters of the English alphabet. Please tell me the sounds of as many letters
as you can; not the names of the letters, but the sounds. For example, the sound of this letter
(point to b) is “b” as in “BLACK”. Let us practice again. Tell me the sound of this letter (point

to N).
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e If the child sounds correctly say: Good, the sound of this letter is “N” as in
‘6NET7’ .

e [f the child sounds out the letter incorrectly say: The sound of this letter is “N” as
in “NET”.

Let us practice one more time again. Tell me the sound of this letter (point to Z).

e If the child sounds correctly say: Good, the sound of this letter is “Z” as in
“ZEBRA”.

e If the child sounds out the letter incorrectly say: The sound of this letter is “Z” as
in “ZEBRA”.

Have you understood what you are going to do now? You are going to sound out the letters as
accurately and quickly as you can. Tell me the sound of the letters, starting here and continue
this way (point to the first letter on the row after the examples, moving from left to right). If you

come to a letter sound you do not know, please continue to the others. Ok, now we are ready

to begin! Are you ready? Begin.

Follow along your tablet screen and mark any letter that the learner sounds incorrectly or cannot
sound at all by touching that letter on the screen. If the learner stops for more than Sseconds, tell
the learner to go on and mark the letter as incorrect. Mark self-corrections as correct by
retouching the letter again.

Examples: b N Z
0) d t B f A m C S g
v E u D h L ] n k p
sh Y W I CH Z r X q TH

Task 5. Real Word Decoding

This task is meant to better understand how well children can sound out (read out) the words
they are familiar with from their textbooks. It is not timed, but please note there are some
parameters below for reasonable timing for each word.

Show the child the real words in the chart below and proceed according to the instructions above.
Follow along your tablet screen and mark any incorrect word by touching that word on the
screen. Mark self-corrections as correct by retouching the word. Please remain quiet, but be
positive and encouraging in your demeanor.

If the child does not provide a single correct response for the first 5 consecutive words stop
administering this subtask. In this event, say, “Thank you” and discontinue this subtask then go
onto the next subtask.
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Here are some words. I would like you to read aloud as many familiar words as you can. Let’s
read aloud this word together (point to the first example word gold). This word is gold. Let the
child say /gold/ along with you if he/she can. Let us practice again. Let’s read aloud this word
(point to the word gold).

e [f the child reads aloud the word correctly say: Very Good, the word is gold.

e If the child reads aloud incorrectly, tell him/her that the word is read as gold.

Let us practice one more time again. Pointing to the second example word pen. How could you
read aloud this word? Allow the child up to about 7-8 seconds to attempt reading out the
word.

e I[f the child reads aloud the word correctly say: Very Good, the word is pen.

e If the child reads aloud incorrectly, tell him/her the word is pen.

Have you understood what you are going to do now?

If the child doesn't understand read aloud the third example word (point to the word pad) accurately
and tell him/her to do the same. Ok! Read the words, starting here and continue this way (point
to the first word in the row moving from left to right). If you come to a word you do not know,
please continue to the others. Ok, now we are ready to begin. Are you ready? Begin.

Examples:  gold pen pad
man fat sad run near
sharp floor many goat jump
deep Cross student finger gravel
slowly prevent matter angle forest
internal unhappy exercise merchant understand
umbrella important ability elephant ambulance

Task 6. Nonsense Word Decoding

Show the child the nonsense words in the chart below and proceed according to the instructions
above. The following task is meant to understand how children can sound out nonsense words by
applying the letter-sound correspondence rules. It is not timed, but please note there are some
parameters below for reasonable timing for each word.

If the child does not provide a single correct response for the first 5 consecutive nonsense words
stop administering this subtask. In this event, say, “Thank you” and discontinue this subtask then
go onto the next subtask.

Follow along your tablet screen and mark any incorrect nonsense word by touching that
nonsense word on the screen. Mark self-corrections as correct by retouching the nonsense word.
If the child hesitates for 5-8 seconds, point to the next word and say, “Please go on.” Mark the
skipped word as incorrect.
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Now we are going to do something interesting and see if you can read out loud nonsense,
unfamiliar words. They are words that have no meaning, so don’t worry. They are supposed to
be funny words that are not familiar to you but make interesting sounds. I would like you to read
aloud as many unfamiliar words as you can as accurately as you can. Read aloud this nonsense
word (point to the word kol). This word is kol.

e I[f the child reads aloud the nonsense word correctly say: Very Good, the
nonsense word is kol.

e [f the child reads aloud the nonsense word incorrectly, tell him/her that the
nonsense word is kol.

Let us practice one more time again. Read aloud this nonsense word (point to the word elso).
How could you read aloud this nonsense word?

e [f the child reads aloud the nonsense word correctly say: Very Good, the nonsense
word is elso.

e [f the child reads aloud the non word incorrectly, tell him/her that the nonsense
word is elso.

Have you understood what you are going to do now?

If the child doesn't understand, read aloud the third example word (point to the word splad)
accurately and tell him/her to do the same. Ok! Read the nonsense words, starting here and
continue this way (point to the first word in the row moving from left to right). If you come to a
word you do not know, please continue to the others. Ok, now we are ready to begin. Are
you ready? Begin.

Example: kol elso splad

labi vedo regish gaki kagi
sana bako rella zina puga
damo gatra shocka nepud leeti
sijaz thadilat wonolu gorafi phomisa
fodgora himmana althoga hittano quesoran
semikuta ilamandu tudashema hadokalum perolakosta

Reading Comprehension

Show the child the passage chart and work according to the instructions below. If the child says
they cannot read the first passage and do not attempt to answer any questions, please do not
conduct the test with the second passage as it is a harder level. Please tell the children that if they

read the first passage, they will get a chance to do a second, even more difficult, but interesting
story.
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Task 9. Reading Passage 1

Now I am going to ask you to read this story in your mind. If you get stuck, skip the word and
keep on reading. I will next ask you some questions about what you have just read, so try to
remember the story you have just read. You can guess the answer too! You can take up to 10
minutes to read the story, so take your time. Are you ready? Begin.

Lemmi is ten years old. He lives with his family in the village near Bishoftu. He is now in grade
three. He has one younger sister and two elder brothers. Lemmi's parents are farmers. They own
a small farmland. They have two oxen, three cows, one donkey, two goats and two sheep. In
their garden, they grow lemon and mango trees.

1. How old is Lemmi? [ten years old]

Which grade is Lemmi now? [three]

2

3. How many sisters does Lemmi have? [one]

4. What type of fruit do Lemmi's parents grow in the garden? [lemon and mango]
5

What do Lemmi’s parents do? [farmers]

Task 10. Reading Passage 2

Now I am going to ask you to read this story in your mind. If you get stuck, skip the word and
keep on reading. I will next ask you some questions about what you have just read, so try to
remember the story you have just read. You can guess the answer too! You can take up to 10
minutes to read the story, so take your time. Are you ready? Begin.

Two weeks ago, ten guests came to our house. They were all friends of my parents. They came
to celebrate the Ethiopian New Year with us. They brought us a lot of gifts. The guests and
members of our family had a nice time eating, drinking and dancing. Next year, we will celebrate
the New Year at one of the guests’ house.

1. When did the guests came to our house? [two weeks ago]
Who were the guests? [they were all friends of my parents]

2

3. What did they bring to the family? [a lot of gifts]

4. Why did they come to us? [to celebrate the Ethiopian New Year]
5

What do people do during New Year celebration? [they eat, drink and dance together]

Phonological Awareness

This is not a timed exercise and there is no student sheet. Read aloud each word twice and have
the student to say the word removing a sound of a given word. If the child gets 5 consecutive
initial syllable items wrong, stop entire phonological awareness test. No need to continue with
middle syllable or phoneme items. If the child continues until the phoneme awareness section,
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and scores the first 5 consecutively wrong, please stop the remaining phoneme awareness tasks.
Please mark that you have applied the forced stop rule.

Pronounce each word twice, slowly. Follow along your tablet screen and mark any correct or
incorrect word part or sound as well as any nonresponse by marking correct or incorrect on the
screen. Mark self-corrections as correct by pressing correct button on the screen.

This is a listening game in which we will play with words. In this game, you will be allowed to
listen to a full word twice and then asked to say the same word after a sound is removed. You are
like a detective searching for the exact remaining or leftover sound after part of the word’s sound
is removed. The sound can be removed from the beginning or middle or end of the word. Let’s
see how closely you can detect the remaining sounds after the deletion! Don’t worry if you don’t
understand just yet. We will practice and proceed with the game only when you feel comfortable
understanding what you need to do.

Task 3a. Initial Syllable Deletion Items

Listen carefully when I say each word twice. After saying the word, I will remove a big sound
found at the beginning of the word and ask you to say the rest of the word. For example, let’s say
/kitchen/. Allow the child to say /home/. Now let’s remove the big sound /ho/. What’s left? Isn’t
it /me/ when we remove the big sound /kitch/? Can you say it? Allow the child to say /en/. I’ll do
one more with you. Let’s say /motor/. Allow the child to say /work/. Let’s remove /wo/ from this
word. What’s left? Isn’t it /rk/? Allow the child to say /rk/.

Say, “Okay, shall we start?” For each item, please proceed exactly how the above instructions
are written. Let us say the word /paper/. Okay, when we remove the big sound /pa/, what sound
is left? Repeat for all items. Provide consistent positive reinforcement in your demeanor.

paper /per/ O correct (O incorrect (O no response
elbow /bow/ (O correct (O incorrect (O no response
active /tive/ O correct (O incorrect (O no response
driver /ver/ (O correct (O incorrect (O no response
tiger /ger/ O correct (O incorrect (O no response
mercy Iey/ (O correct (O incorrect (O no response
father /ther/ (O correct (O incorrect (O no response
delete /lete/ O correct (O incorrect (O no response
clever /ver/ (O correct (O incorrect (O no response
support /port/ (O correct (O incorrect (O no response
Task 4a. Initial Phoneme Deletion Items

Listen carefully when I say each word twice. After saying the word, I will remove a sound found
at the beginning of the word and ask you to say the rest of the word. For example, let’s say /big/.
Allow the child to say /big/. Now let’s remove the first sound /b/. What’s left? Isn’t it /ig/ when
we remove the first sound /b/? Can you say it? Allow the child to say /ig/. I’'ll do one more with
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you. Let’s say /gold/. Allow the child to say /gold/. Let’s remove /g/ from this word. What’s left?
Isn’t it /old/? Allow the child to say /old/.

Let us practice. Say the word pot twice. Now ask the child to say the same word without /p/.

e [f the child responds correctly and says /ot/, say: Very good! When we remove
/p/ from the word pot, the rest of the word is /ot/.

e [f the child does not respond correctly, say: When we remove the /p/ of the word
pot, the remaining sound will be /ot/.

Say, “Okay, now we are going to remove smaller sounds.” For each item, please proceed exactly
how the above instructions are written. Let us say the word /far/. Okay, if we remove the sound
/fl, what sound is left? Repeat for all items. Provide consistent positive reinforcement in your

demeanor.
fit /it/ (O correct (O incorrect (O no response
cat /at/ O correct (O incorrect (O no response
row Jow/ O correct (O incorrect (O no response
mud fud/ O correct (O incorrect (O no response
dig lig/ (O correct (O incorrect (O no response
now Jow/ O correct (O incorrect (O no response
lip /ip/ (O correct (O incorrect (O no response
put /ut/ (O correct (O incorrect (O no response
god /od/ (O correct (O incorrect (O no response
red /ed/ O correct (O incorrect (O no response

Listening Comprehension

This is not a timed exercise and there is no student sheet. Read the following passage to the child
only once, slowly (about one word per second). Then read out each question to the child. Take
your time reading the story and questions. Make sure the child does not need to read anything by
themselves.

Task 7. Listening Passage 1

I am going to read you a short story aloud once and then ask you some questions. Please listen
carefully and answer the questions as best as you can. Do you understand what you are to do?

Children are happy members of a family. They wash their hands before eating. They also wash
after eating. Their school uniforms are always clean. They do not come to school late. They ask
and answer questions in class. They do their home-work at home every day. Sometimes, they
play football with their friends. They love their teachers. They help their parents.

1. Who are the happy members of a family? [children]
2. What do children do before and after eating? [wash their hands]
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What do they do in class? [ask and answer questions]
What do they wear in school? [school uniform]

What do they do after school? [do their homework, sometimes play football and help
their parents]

Task 8. Listening Passage 2

I am going to read you a short story aloud once and then ask you some questions. Please listen
carefully and answer the questions as best as you can. Do you understand what you are to do?

In Ethiopia, there are many kinds of plants, animals and birds. Elephants, lions and hyenas are
examples of wild animals. Cows, donkeys and goats are useful animals at home. There are many

kinds of birds in the forest. Most of the animals are very friendly to people. Some of the wild
animals can bite people. Trees are used for firewood and for making houses. Their leaves, roots
and fruits can be used as food and medicine.

1.

2
3.
4
5

Tell me the names of two wild animals? [elephants, lions, and hyenas]
Where do donkeys live? [At home]

What type of animals bite people? [Wild animals]

What are trees used for? [Firewood, making houses, food, medicine]

What parts of trees are eatable? [leaves, roots, and fruits]
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Appendix 6—Data Collection Training Agenda

Agenda for MT Threshold Study Data Collectors Training

Bishoftu, May 1-4, 2019

e  What changes were made to the tool?

Date Activity Facilitator
Day One — May 1, 2019
8:30 - 9:00 am Registration READ M&E
9:00 —9:15 am Introduction Dr. Solomon
9:15 -9:45 am Overview of language transition study (rational, purpose) and | Dr. Pooja
introduction of the tools
9:45 -10:00 am What did we learn from piloting the tool? Kelsye / Belen

10:00—-10:30 am

Coffee Break

10:30 —11:15 am

Presentation of tools: LSC, LN, RWD, and NWD
e What is letter sound correspondence and why is it
important?
e  Why is nonsense word decoding important?

Dr. Pooja / Dr.
Zelalem

11:15-12:15 pm

Practice LSC, RWD, and NWD in pairs (English and MT) and LN
(English)

Data collectors

12:15-12:30pm

Feedback on LSC, LN, RWD, and NWD practice

READ M&E

12:30 — 1:30 pm Lunch Break
1:30 — 2:00 pm Presentation of tools: Phonological awareness (syllable and | Dr. Pooja/ Dr.
phoneme deletion) Zelalem
e What is phonological awareness
e What is a syllable?
e  What is a phoneme?
2:00 —3:00 pm Practice syllable and phoneme deletion in pairs (English and MT) | Data collectors
3:00 — 3:15pm Feedback on syllable and phoneme deletion practice READ M&E
3:15 — 3:45 pm Coffee Break
3:45 - 4:30 pm Presentation of Tools: RC 1 and 2; LC1 and LC2 Dr. Pooja/ Dr.
e How to read to children? Zelalem
4:30 —5:00 Practice RC1 and 2 in pairs (English and MT) (15 mins) Data collectors
Practice LC1 and LC2 in pairs (English and MT) (15 mins)
5:00 - 5:15 Feedback on LC1 and LC2 practice READ M&E
5:15-5:30 Any additional concerns or questions on the tools Data collectors and
READ M&E
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e Are all the skip patterns working?
e Any technology issues?

Date Activity Facilitator
Day Two — May 2, 2019
8:30 —9:00 am Review of Day 1 Belen
9:00 —10:30 am Student Testing Procedure Belen
e Testing environment
e Counterbalancing
e  Skip patterns
e Auto stop rules
10:30—11:00 am Coffee Break
11:00 — 12:30 am Overview of tablet functions and data uploading procedures ‘ Zewdu
12:30 — 1:30 pm Lunch Break
1:30 — 3:30 pm Practice the tools using the tablet in pairs ‘ Data collectors
3:30 — 3:45 pm Coffee Break
3:45-4:15 pm Feedback on tablet practice READ M&E
4:15 — 4:45pm Discussion on the tablets and tools Data collectors and
e Does the tablet match the tool? READ M&E
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