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ABSTRACT

In Ghana, most teachers find it difficult to teach at lower primary schools due to the challenge
of dealing with diverse linguistic backgrounds of the pupils. This study examines Ghana’s
language — in — education policy vis-a-vis the linguistic practices in the classrooms and the
attitudes of parents toward these practices. Three schools in the Ningo - Prampram District are
selected for the study — Old Ningo Presby ‘A’, Old Ningo D/A ‘A’, and Old Ningo D/A ‘B’.
In all, 12 participants are used in the study. They consist of six pupils (2 pupils from each
school) and six parents respectively. Teaching in the classrooms is observed and audio
recorded. Interviews (semi-structured) are conducted with both parents and pupils. The results
show that there is a high level of linguistic diversity among both teachers and pupils in the
selected schools. In many instances, some pupils and teachers do not understand the L1 of the
locality which is expected to be used as the medium of instruction at that level, according to
the language — in — education policy. In view of this, teachers use other languages that are
available in their lesson deliveries. As a result of diverse linguistic backgrounds of pupils,
English is becoming the major medium of instruction. The findings also reveal that parents are
oblivious to the language — in — education policy vis-a-vis the practices in the classrooms.
Again, most parents prefer English to be used for lessons in schools more than the dominant
language. The research therefore, advocates for the use of translanguaging pedagogical
strategies as a solution to augment the language - in - education policy in multilingual
classrooms, especially, at the lower primary. Again, teachers posted to the lower primary must
have the capacity to use the L1 of the area. Educational policy planners should take a second
look at language in education policy to suit and address the multilingual situations in the

classrooms.



CHAPTER ONE
1.0 Introduction
Multilingualism in African countries poses many challenges for language planners, language
policymakers, and educators due to the level of linguistic diversity in these countries.
Implementation of a language policy in a heterogeneous society like Ghana is difficult.

Ouadraogo (2000, p. 89) asserts that “education and language issues are very complex in Africa

because of the multi-ethnic and multi-lingual situation”. It becomes even more serious when

the national language of that country is not a local language. In a complex situation like this,
there should be a policy guiding the use of language in the country, especially, in the
educational institutions. A language policy is an ideal decision to ensure which language to
use, when, where, who, and at what stage (age level). Shohamy (2006, 47 —48) describes

language policy as the “primary mechanism for manipulating and imposing language

behaviours as it relates to decisions about languages and their uses in education and society”.

Shohamy (2006) again, states that “through language policy, decisions are made regarding the
preferred languages to be used, where, when and by whom”. The language to be used in
education is very crucial to the development of a nation. Many researchers advocate the usage
of indigenous languages (L1) at the early stage of a child’s lower primary education. Because
it is paramount to the success of the child in education and life generally. For instance,

UNESCO (1953, 2008, and 2016) encourages mother-tongue education at an early stage

because it is believed to enhance pupils’ learning. A country like Ghana has many languages.

There is no definite number of local languages in Ghana because different figures are stated by
different scholars. Kropp-Dakubu et al. (1988) report forty-four languages while Simons &
Fennig (2018) also say, seventy-three. The situation appears to have become a barrier to

language planning and policy in Ghana. For instance, the country still battles with which



language to adopt as the language of instruction in the schools, especially, at the lower primary.
Even though, several policies have been implemented since the colonial period; it appears these
policies have not solved the language needs of the Ghanaian populace, precisely in education.
Currently, education policy concerning language advocates a system where the local language
of the schools should be used as the language of instruction at the lower primary and English
(L2) is taught as a subject. Then, the L2 takes over from upper primary as the medium of
instruction and the L1 is taught as a subject. This simply means the English Language is
expected to take over from primary 4 with the local language being taught as a subject. This
policy has brought about the need for some indigenous languages to be used in the school
system. Therefore, to give prominence to the local languages, previous governments selected
nine (9) out of the numerous indigenous languages to be taught in Ghanaian schools. These
comprise: Akan (Asante Twi, Akuapem Twi, Fante), Dagaare, Dagbani, Ga, Gonja, Guruni,
Ewe, Kasem, and Nzema. Some of these languages are used for informal functions, but none
of these local languages has been able to acquire the prestige that is accorded English
Language. The English language serves a lot of purposes in Ghana. It is used in education,
nearly, the sole language of the print media, democratic practice, and governance, among others

(Adika, 2012).

Several scholars advocate for the adoption of local languages as the language of instruction in
the school systems because they believe that, learning is more effective when it is done in the
child’s L1 or primary language. That is, children learn and understand better when the language
of instruction is in their mother tongue, hence, there is a need for a language policy that will

allow the use of L1 as the language of instruction at basic schools. Aside from the inconsistency
in the language policy - in - education, one should also consider how well the language policy

is being implemented in the various schools, what the practices in the classrooms are, and what

the attitudes of parents towards what is being practiced are. The attitudes of parents are vital
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because parents are stakeholders in education and should also be concerned about the language
policies being used in schools. It is in this vein that, this study investigates the practiced

language policy in three selected schools and the attitudes of parents toward what is practiced.

1.1 Research Problem

The language - in — education policy states that indigenous languages should be adopted as the
languages of instruction from kindergarten one (KG1) to Basic three (B3), with English being

taught as a subject. Ghana Statistical Service (2014), indicates in the 2010 Population and

Housing Census that, there is a rapid increase in rural -urban migration to the nation’s capital -

Accra as well as the other regional capitals such as Kumasi, Koforidua, etc. This makes most
of the classroom multilingual as works by Ansah (2014) and Anyidoho (2018) indicate.

Ningo —Prampram is an urban community in the Greater Accra Region. The community may
be described as housing a complex multilingual population. The indigenous populations are
Dangmes. However, because of its proximity to Accra, Ashaiman, and Tema, it attracts a lot
of migrants who are seeking greener pastures from rural Ghana and even outside Ghana. Again,
its proximity to Central University College, a privately owned tertiary institution has also
drawn a lot of people for example, faculty, students, and staff as well as businesses, to the area.
All these people come into the community from diverse linguistic backgrounds. Given the
complexity of ethnolinguistic diversity among the populations of Prampram, the thought that
the basic classrooms in this community are likely to be highly multilingual may not be
questionable. However, how the country’s current language — in — education policy is
implemented in this space is a question that needs to be investigated. Consequently, this study

tries to find answers to these overarching questions.



1.2 Research Questions

The study aims to provide answers to the questions below:

1. How is Ghana’s current language — in — education policy implemented in basic
classrooms in Ningo-Prampram?

1a. What kind of language policy is being practiced or has been adopted by teachers in teaching
pupils in the classroom?

2. What attitudes do parents have towards the language policies currently in operation in the
classroom?

1.3 Significance of the study

The findings would provide appreciated lessons that seek to help policymakers, educators, and
schools to consider the complexities of multilingual classrooms. The findings from the research
may also help the Ghana Education Service in posting teachers to schools bearing in mind the
kind of local language in that particular school, not forgetting the linguistic repertoire of the
teachers (i.e., the language variety that the teachers can understand, speak, read or write) as
well their competence to handle that particular local language. Additionally, the findings of
this study would serve as reference material for researchers (sociolinguists) who may be
interested in investigating language policy, planning, and its implementation.

1.4 Scope of the study

The essence of the research focuses on language - in - education policy, practice, and attitude

in Ghanaian classrooms. The study focuses on three selected schools in the Ningo Prampram
District of the Greater Accra Region. This is because these schools have pupils with diverse

linguistic backgrounds.



1.5 Organisation of the Study

The research is organized into five chapters. The first chapter covers the background of the
study, the research problem, the research questions, the significance of the study, and scope of
the study, and the organisation of the study. Chapter two deals with the literature review and
the conceptual framework. Chapter three focuses on the methodology. Chapter four presents
the data, its analysis, and findings and finally, Chapter five provides the summary, conclusion,

and recommendations.



CHAPTER TWO

LITERATURE REVIEW

2.0 Introduction

This chapter reviews related literature and other researches undertaken on the topic.

2.1 Implementing Ghana’s language-in- education policy in the multilingual classroom.

As early as the 15" century, schools were established in the Gold Coast (current Ghana) by
European foreigners. These schools did not provide education to the ordinary indigenous
people, but rather, the children of wealthy African merchants, some important chiefs, and
Mulatto children of European settlers (Ansah, 2014). The language of instruction depended on
the Europeans that constituted the ruling class at that time. There was, therefore, no particular
policy on the language of instruction; the Dutch taught in Dutch, the Portuguese used
Portuguese, the Danes used Danish, and the English used English (Owu-Ewie, 2006). It was
not until the 17" century that schools were established along trading posts and the indigenes
started to receive English education; however, only a small number of people went to school,
and schools were often discontinued, rendering the role of English irrelevant (Huber, 2008). In
1882, the government and the Wesleyan schools used English, the Basel mission used Twi and
Bremen used Ewe as the language of instruction in their schools. However, in 1925, the first-
ever government language-in-education policy was made under the rule of Sir Gordon
Guggisberg. This policy was bilingual and stipulated the use of the mother tongue (Akan, Ewe,
Ga, Nzema) from primary one to three in schools and English from primary 4 to 6.

In 1951, the Government’s ‘Accelerated Development Plan’ caused a high increase in the
establishment of schools throughout the country and changed the three-year mother tongue

education policy to a one-year-only policy (primary 1) and English afterward. English was



established as the language of government, administration, jurisdiction and education by the

colonial masters.

From 1957 to 1966, an ‘English-only policy’ was passed, where the mother tongue was
completely removed as the language of instruction and was replaced with English in primary
schools. The first military government of Ghana (1967-1969) returned to the 1951 one-year
mother tongue policy. However, in 1970, the return of Civilian rule brought back the 1925
three-year mother tongue language-in-education policy, where the L1 was used from primary

one to three. In 1972, a foreign language - French, was introduced to the basic curriculum.

In 1974, even though the three-year mother tongue policy was not changed, some amendments
were made. Some languages were selected on the basis that at least one of them was dominant
in every locality. These languages included Ga, Dangme, Twi, Fante, Ewe, Kasem, Dagbani,
Dagaare, and Gonja. They were called ‘mother tongues/Ghanaian languages’ and “Languages

of locality’.

In May 2002, the National Patriotic Party (NPP) government brought a total change in Ghana’s
language-in-education policy. An English-only policy was passed as the medium of instruction
from basic schools to tertiary schools. The policy abolished the use of the Ghanaian language
as the medium of instruction in schools. The government defended the 2002 policy, indicating
that a lot of teachers abused the previous policy and refrained from using English at all in
teaching even after primary six, which was the major cause of a lot of student’s inabilities to
be proficient in English at the senior level. This new policy stirred up heated arguments among
Ghanaians. Some Ghanaians supported the policy because it will curb the issue of successive
failure in academics on the part of students, especially those in rural areas since all exams were

conducted in English.



Others also believed that it promoted “monolingual ideology in a multilingual classroom” and
indicated a lack of “absolute black freedom”. Because of the heated arguments caused by the
2002 policy, the NPP-led government in 2007 went back to the 1925 three-year mother tongue
policy. Ministry of Education Science and Sports, teaching syllabus for English Language
(CRDD) (2012) posits that: “The medium of instruction in kindergarten and lower primary will
be a Ghanaian Language and English, where necessary; English to be the medium of instruction
from Primary 4 in the school system. This means that success in education at all levels depends,

to a very large extent, on the individual’s proficiency in the language”.

One major modification in the 2007 policy was the exclusion of Ghanaian languages as
compulsory subjects at the secondary school level and the inclusion of pre-primary school
pupils. This made room for children to formally get familiar with their L1 at an early age. There
were, however, some issues with the policy. For instance, not all teachers were proficient
enough in the Ghanaian language of the locality they were teaching in, and in most cases,
especially, in urban areas, the English language was used instead of the Ghanaian Language
because of the complex linguistic diversity among urban populations. This made the three-year
mother tongue policy just theoretical and impractical. As part of the efforts to ensure the
linguistic right of the people, Kay Leherr Education Development Center (2009), The Ministry
of Education in collaboration with USAID (started in 2010), introduced the National Literacy
and Acceleration Programme (NALAP), which recommended the percentages or ratio of the
Ghanaian Language and English to be used at each level in lower primary. It specified that in
Kindergartens (KG) 1 and 2, which were the child’s first school experience, 90% of teaching
should be mainly done in the Ghanaian Language (GL) - 10% in English. As the child
progressed to class 1, the percentage of English then increased a bit by 20%, making the GL
80%. In class 2 and class 3, the two languages of instruction then became even: 50% in English

and 50% in Ghanaian Language. This was to help prepare the child for the upper primary



English-only medium of instruction. This may also be because changing completely from one
language to a new language of instruction would make it difficult for the child to adapt to the
method and may cause a fall in his or her performance. It is believed that when the child is
taught at these reasonable percentages, it helped that child to transcend to the complete English
medium of instruction successfully. The Table below gives a summary of the language policies

from 1925 to date.

Table 2.1: Language Policies in Ghana from colonial days to date.

ERA Primary 1 Primary 2 Primary 3 Primary 4 Reforms
and
Above
1529-1925 English English English English NONE

Castle schools

Missionary GL GL GL English NONE
Schools
1925-1951 GL GL GL English GL/Mother
(British tongue: Akan,
Rule)
Ewe, Ga and
Nzema
1951-1955 GL English English English Increase in
(British schools,
Primary
Rule) leavers made
teachers
1956-1966 English English English English

(Indep 1957)

1967-1969 GL English English English
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1974-2002 GL GL GL English GL increased
to 9 and

made
compulsory
courses to
Secondary
School

2007-present GL GL GL English No GL in
: Secondary.
School, L1
from KG,
NALAP

Source: Owu-Ewie

i rE{jHﬂ I_'!q:._'”r:l:_'l";..ﬂ“i_:h L
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MP KEY

GL. Ghanaian Language

NALAP. National Literacy Accelerated Programme

Nigeria is another example of a multilingual state, where the language in education policy
indicates explicitly that at early childhood (pre-primary) the L1 shall be the medium of
instruction and from the fourth year of basic education, the medium of instruction shall be the
English language while the language of the immediate environment of the three Nigerian

languages (Hausa, Igbo, Yoruba) and French shall be taught as subjects (Olagbaju, 2014).

The provision of the National Policy on Education (2004), Section 4, Paragraph 19 (e) and (f)
cited as in Ibrahim (2016) “confirms that the multilingual education is in existence: The
medium of instruction in the primary school shall be the language of the environment for the
first three years. During this period, English shall be taught as a subject from the fourth year,
English shall progressively be used as a medium of instruction and the language of the
immediate environment and French shall be taught as subjects”. The language in education
policy in Ghana is similar to that of Nigeria. However, the latter seems to be more complex in
the sense that, the students must learn English as the official language, and one of the three
national languages. The question that comes to mind is, are these national languages the mother
tongue of every Nigeria child? This is the reason why every country’s language policy has a
great impact on the choice and use of that language by the individuals. It is rather heart breaking
to learn that, the implementation of the language policy in these countries especially, Ghana
has not lived up to expectations. This is because Ghana Education Service is the institution
responsible for posting teachers. Most of the time, most teachers (especially at basic schools)
are posted to places where they cannot speak the language of the indigenes. To compound the
situation, these teachers are given lower primary to handle and as a result, have no option but
to use the L2 or any other language that is available as the medium of instruction in the

11



classroom. Ansah (2014) has argued that “the failure in the implementation of the language in
education policies is attributable to the constant fluctuations in the language in education policy
which in turn may also be as a result of the policy being inadequate in addressing the
sociolinguistic realities of a highly multi-ethnic community where people have multilingual
identities rather than the ethnolinguistic identities”. Other studies - Owu-Ewie (2006);
Anyidoho (2018) and many others have also admitted that there are challenges facing the
implementation of the language in education policy. These challenges are characterized by the
changes in the language policy, teacher deployment, lack of Ghanaian language materials for
teaching, lack of proper planning and implementation, negative attitudes towards the language

in education policy (Guerini, 2008), and the multilingual nature of Ghana and its classrooms.

In Nigeria, the National Policy on Education (2004), posits that “the use of the child’s mother
tongue as a medium of instruction for the first three years of basic education is ideal, however,
numerous factors have contributed to the low attainment of the educating goals of basic
education in Nigeria”. These include poor policy and implementation Okeke et al (1985) and
Aghenta (1984), teacher Quality and Curriculum Materials Ibrahim (2016), and multilingual
challenges as indicated by Gbenedio (1990) who discovered that “only about 65 standardized
orthographies and only three major languages of Hausa, Igbo and Yoruba have documented
efforts of teacher education. In this case, the challenge is the identification, development, and
adoption of about five hundred (500) languages for basic education in the country. Any attempt
to compress similar languages in a particular region to promote one that would represent the
cultural area would meet with opposition and complaint about marginalization from the

communities, even when the majority of languages don’t have standard orthographies”.

Ogunbiyi (2008) emphasizes that “despite the provisions of the National Policy on Education
and the position of the government on the roles assigned to the English language and

indigenous languages in education, some schools still downgrade Nigerian languages to the

12



background and promote the teaching of English language, most especially, the private

schools”.

This corroborates the findings of Aghenta (1984) who states that “for education to achieve all
ends, it has to be carefully planned. The plan must take into consideration the needs of the
society; the political, socio-cultural, economic, military, scientific, and technological realities

of the environment are very important to its survival”.

From all these pockets of thought, it is regrettable to say that the implementation of the
language in education policy is handicapped, in that; the policy itself has not adequately
addressed the multilingual situations in Ghanaian classrooms. For instance, the findings reveal
that some teachers and pupils could not comprehend the dominant language as the medium of
instruction and therefore, resort to the use of English and other languages during instruction.

This poses a challenge to the implementation of language in education policy.

A cursory look at works done in line with the language policy and the practises in the
classrooms have much to say. Markin-Yankah (1999) cited in Anyidoho (2018) looked at the
implementation of the 1971 policy (that is; L1 as the language of instruction at the lower
primary) “in the Shama-Ahanta East District of the Western Region of Ghana. Her subjects
were 76 Lower Primary and 76 Upper Primary teachers. She found that though 57% of P1 —
P3 teachers involved in the study reported native competence in the dominant local language -
Fante and 34% also reported average and above average proficiency in Fante, only 32.9%
taught their lessons in Fante. The findings showed that some of the teachers do not teach in
Fante with the reason that they were implementing the English-medium policy of the Ministry
of Education. Meanwhile, the above assertion is contradictory to the edicts of the language
policy for lower primary. Others also claimed the students were already eloquent in Fante and
therefore, there was no need to ‘waste precious time to study or use it in teaching’. Again, the

study also revealed that teachers preferred that the medium of instruction should be changed to
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English, the official language of the country and which, in their view, was also the language of
all school examinations as well as of upward social and economic mobility”. In this finding, it
was the parents rather who asserted that their wards were already eloquent in the L1 hence
there was no need for the use of the L1 as a medium of instruction rather, English should be
used to teach them, unlike the other finding where the teachers are those asserting that English

should be used as medium instruction.

This study and other works by Owu-Ewie (2006); Anyidoho (2018); Ansah (2014) and,
Markin-Yankah (1999) are relevant to the current study because it borders on the language
policy and its practicalities in the classrooms. However, not much premium is placed on the
study of parents’ attitudes toward what is practiced at the lower primary in Ghanaian
classrooms. Therefore, the current study is geared toward language in education policy,
practices, and parents’ attitudes to what is practiced at the lower primary. This would bring to
light, the problems faced by pupils and teachers in Ghana, especially in the towns and cities.
Again, the study will create awareness among policy planners and other stakeholders of
education on parents’ preferences for the medium of instruction in the various schools. This
will inform the decisions policy makers will take concerning which language to use as a

medium of instruction at the basic schools.

2.2 Mother Tongue education

Mother's tongue has been defined by many scholars. Skutnabb-Kangas (1984; 2000) cited in
Desai (2012) also avers that the definition of mother tongue is based on the criterion used in
defining it. If the definition of mother tongue is based on “origin”, then it means “the language
one learned first (the language one has established the first using-lasting verbal contacts in)”.
Secondly, “when the definition is hinged on “identification”, then it can be defined as in the

language one identifies with/as a native speaker by others”. The submission of Skutnabb-
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Kangas (2000) is absolutely in line with that of Salazar (2013), who says, “defining mother
tongue is not only an academic exercise- it is necessary also for practical purposes such as
census, right to services which are given based on mother tongue, assessment of linguistic
qualification, jobs, etc. She again notes that the definition of mother tongue she provides may
not apply in a multilingual context”. As a result, it will be difficult to define mother tongue

using the origin criterion, especially where parents and children do not have the same story.

She further explains, “learners are supposed to learn their mother tongue throughout basic
education. This is to learn more about how to speak and write in different languages because
the mother tongue helps them absorb other languages faster and understand content subjects
easier. Besides, there is indeed an overwhelming evidence that children learn best in and
through their mother tongues”. Studies from the Rutu Foundation (2020), reveals that “millions

of children around the world received education in different languages.

This different language is mostly or usually the dominant language of the country they live in.
In the case of former colonies, this may not be the language spoken in the community but the
language of the former colonial power, for example, English, French, Arabic, Dutch, and

Spanish”.

To make learning the mother tongue easy and more interesting, it is imperative to engage and
encourage children to express themselves in their mother tongue because this is an “effective

way to build language experience” (McLaughlin, 1984) and (Cuevas, 1996).

A study conducted by the Zambian Ministry of Education when it initiated a language policy -
the Zambian Primary Reading Programme (PRP), in 2000, recommends that “if literacy
education is given special attention and pedagogical support in the mother tongue (L1) as the
language of instruction, competences in reading and writing may rise considerably. This will

result from encouraging pupils to read and write initially in their local familiar languages;
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which successfully will help them transfer their reading skills to the English language. This
approach proved effective for learning literacy; as reading and writing levels of the children in

the first year will improve tremendously”. Hence, there is a need for mother tongue education.

Mother tongue in education as avers by Oliver (2009) is like “a foundation of any content

subjects and second or third language learning”.

Bamberger-Hayim (2018) also identified a unique method of using the mother tongue in
teaching English. Thus, learners are made to “examine identical sentences in English and their
mother tongue and identify the differences and similarities in sentence structure; for example,
the use of plurals, tenses, articles, etc”. This according to her gives the children an in-depth
understanding of English grammar as they work out their own rules. As a result, basic
communication can take up to two years to develop whereas academic proficiency can take up
to seven years. Another insight offered is the celebration of language. According to her,
celebrating a language “is a way to encourage tolerance, open-mindedness, and an
understanding of different cultures around the world”. This makes students feel respected and
valued.

In addition to the above, Desai (2012), notes in his findings that, to undertake mother tongue
education, teachers must observe the following: first, pupils at schools “are not ready to switch
to the English Language as a medium at the beginning of Grade 4. Second, pupils need to
develop their cognitive academic language proficiency in their community so that they can use
their mother tongue for learning. For this to happen, pupils need to be exposed to academic
texts in their mother tongue. Third, pupils need to be exposed to regular engagement in both
their mother tongue and English. Reading according to him involves much more than decoding.
Fourth, pupils need frequent and regular opportunities to write various kinds of texts to develop
their productive skills in both their mother tongue and English”. It is essential to note that

mother tongue plays numerous significant roles in the education of children. Rutu foundation
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(2020), maintains that, “there are many benefits associated with an education that takes into
account children’s mother tongue. These include; children learning better and faster in a
language they can understand (preventing delays in learning), they enjoy school more and they
feel more at home. In addition, pupils tend to show increased self-esteem, and parents’
participation is increased. Parents can help with homework and can participate in school
activities”. The study by the Rutu foundation (2020) further reveals that, “when children take
advantage of their multilingualism, they also enjoy the higher socioeconomic status, including
higher earnings. On average, the schools perform better, reporting less repetition and this makes

students stay in school longer”.

UNESCO (1953) also “considers mother tongue as a tool which every human being relies on
for learning and self-expression”. It is also the basis of thought (Diaz & Perez, 2015). One of
the fundamental principles of education is that learning should proceed from the known to the
unknown as learners’ prior knowledge is best expressed through the language they are more at
home with. Cook's (2001) studies on cognitive processing show that “even advanced second
language learners are less efficient in absorbing information from the second language L2 than
from the first language (L1). Hence, a mother tongue remains relevant even when a second
language has been learned”. Pinnock & Vijayakumar (2009) opine that “several analyses of
mother tongue-based bi/multilingual education programme around the world have shown

dramatically increased academic achievements”

United Nations (2016), maintains that “teaching through the mother tongue is also said to
enhance the cognitive development of critical thinking skills and results in increased learning,
access and equity, improved learning outcomes, lower overall costs and reduced chances of
repetition and dropping out of school”. Benson, (2004); Njoroge & Gathigia, (2011) also say,
“it enables learners to have a strong sense of confidence, self-esteem, motivation, initiative as

well as creativity and could facilitate the learning of additional languages”. Ball, (2010)
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maintains that “these are possible because proficiency in the language of instruction enhances
active participation in the learning process. Studying the mother tongue, as a subject, enables
students to better learn their native cultural heritage since cultures are preserved and transmitted

through the language spoken by each community”.

Bamberger-Hayim (2018), in her bid to find out “the importance of mother tongue in education
encourages her students to use their cultural experiences and their mother tongue in natural and
meaningful contexts. They also look at explorers, constructions, beliefs, celebrations, food,
artifacts, and sculptures from their home countries. The findings show that the skills they learn
in their mother tongue are transferable; for example, reading, Mathematics, telling the time,
and many other skills. English sentence structure is easier to understand when compared to
their home language”. Educating one in his/her mother tongue helps in the transfer of
knowledge from the mother tongue to the second language. It reduces anxiety and boosts one’s
morale to learn. The learner becomes more comfortable knowing that learning will take place

in his/her language and this improves the intellectual capacity of the child.

Research on Mother Tongue Based Education (MTBE) also affirms this by stating that,
“substantial instruction using the child’s primary language (L1) enhances the child’s
intellectual and academic resources” (Cummins, 2000; Malone, 2003), and provides a
conceptual foundation for long-term growth in the academic achievements. Andoh-Kumi,
(1998); Baker (2001) also posits that “the maintenance of the L1 helps the student to
communicate with parents and grandparents; this, in turn, increases the active participation of
parents in their child’s school-related activities. This buttresses the fact that using the language
and cultural knowledge of the pupils affirm their identities and promote their academic

achievements”.

Kraft (2003, 19) also supports this view by arguing that “when children master the basics of

literacy in the Mother Tongue; with trained teachers, age-appropriate books, quality
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instructional materials and sufficient time, they can transfer easily into a second language. They

can more easily become fluent bilingual and bi-literate citizens in every advanced country”.

Cook (2001), asserts that “the L1 equips learners with language competence and even though
many teachers work hard to keep their students separated from their mother tongue, students
still have a mental link between the two languages”. Over the years, studies have proven that a
solid foundation in L1 leads to greater achievement in the learning of L2. The views of these
scholars are that L1 usage serves as a cognitive tool for L2 development and for overcoming
L2 learning challenges. Knowing that the concept in the L1 aids easy transfer of knowledge in

the learning of the L2. This brings us to mother tongue education.

Rutu Foundation (2020), posits that “mother tongue education refers to any form of schooling
that makes use of the language or languages that children are most familiar with. This is the
language the children speak at home with their family”. The L1 does not have to be the
language spoken by the mother”. For instance, if the mother is a Ga but speaks Dangme with
the children, then, Dangme becomes the mother tongue of the children; even though, the mother

is a Ga and probably, speaks Ga as her mother tongue.

Skutnabb-Kangas & Toukomaa (1976) also intimate that “children with poor skills in their
mother tongue are prevented from developing a strong and balanced national and cultural
identity, which could lead to psychological, educational and social problems as well as forced
cultural assimilation. In the present study, the emphases are on both the pedagogical and

sociocultural relevance of the mother tongue in education”.

Research by UNESCO, (2008b) concludes that “a child learns best in its mother tongue,

especially at the early stage in education, and among linguistic minority groups”.

Tembe & Norten, (2008), also, “states that knowledge and skills gained in the mother tongue

can be transferred across languages and multilingual children perform well at school when the
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school teaches the mother tongue effectively”. Even though, UNESCO, (1992) posits that “the
mother tongue is seen to be the most vital tool for a person’s identity, the reality shows that
children in multilingual countries are confronted with a “foreign” language in primary school”.
Therefore, the UN suggests that “States should take appropriate measures so that, wherever
possible, persons belonging to the minorities may have adequate opportunities to learn their

mother tongue or to have instruction in their mother tongue”.

Skutnabb-Kangas (2000) is of the view that, for the mother tongue to be effectively used in
classroom learning, a conscious effort must be made to ensure that “education through the
mother tongue is recognized as a human right. But to this day, there seems to be a lack of these
postulated rights and claims”. Despite all the benefits that come with mother tongue education,
some schools still violate the language in education policy by not giving the children the
opportunity to learn in their mother tongue at the lower primary before transcending to the
upper primary. It should be noted that the type of language policy implemented could remain
a threat or success to learning outcomes for many school entrants. No doubt, CREATE (2010)
reports among other things that “the primary school language policy is still unclear in its
implementation as teacher deployment is not linked to local language capability”. This can also
pose a little challenge in multilingual classes as indicate by O’Connor et al (2005) that “children
from ethnolinguistic communities start their primary school facing a disadvantaged linguistic
situation, which may undermine their later literacy development with lasting-and often
permanent consequences such as lack of the linguistic skills necessary for the acquisition of
the foundation of literacy - the most critical academic task in primary school”. Again, it is a
time-consuming activity and cognitively challenging. This is because simply being exposed to
the L2 input does not guarantee that acquisition is taking place. Some challenges that are
identified in the use of mother tongue in learning are in the findings of Harris (2012), who said

that “these systems failed to educate children effectively because it denied them access to a
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quality education and to working in life and ultimately wasting precious time as well as

countless energy”.

Again, research in Africa has revealed that such policies have not been implemented
successfully (Owu- Ewie, 2006; Anyidoho, 2018). This is because many parents assume “that
mother-tongue policies have been imposed for political reasons rather than sociolinguistic or

demographic reasons.

Recent studies on the brain by three different researchers Long (1985) and Lightbrown & Spada
(1999) reveal that delaying exposure to a language can cause the brain to use a different
strategy, with bilateral activation rather than unilateral when processing grammar and it
requires social interaction with other target language speakers for detecting the different
phonemes, thus learning the different sounds. This according to them, has clear implications
for children who need to learn the official language used for instruction, as a bilateral brain
activation may cause a harder, slower, and sometimes inefficient way of learning, with the risk
of poor performance on grammar tasks. In addition, it will be difficult for the learners to have
adequate social interaction with native speakers leading to negative consequences for their

phonemic awareness, crucial to identify individual speech sounds in spoken words.

Furthermore, Long & Robinson (1998) suggest four major problems the learner must overcome
by using his knowledge of the world when dealing with situations, and contextual information.
The first is analysis, where the learner must segment acoustic signals and compare them with
the information he has from the context. The second is synthesis - sounds and words have to
be joined to understand and articulate words in the L2. The third is embedding; those enunciate
have to be identified in the situational and linguistic context. The final is matching; the learner
compares his linguistic variety with the target language. According to them, this will be easy
if a conversational interaction is adopted to facilitate learning in the target language. African

countries like Ghana, Nigeria, Cameroun, etc. have their native languages but must also learn
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the official language in addition to their native languages. This will pose a little challenge in

the learning of the L2. This, however, calls for bilingual education.

2.3 Bilingual education

The term bilingual and multilingual are widely used to refer to individuals who have obtained
the ability to use more than one language (Butler, 2012). She maintains that Bilingualism and
multilingualism are highly complex social, psychological and linguistic phenomena and need

to be understood from multidimensional perspectives.

Bilingual education, therefore, refers to a situation where two or more languages are used for
instruction in the student’s educational career at some point in time Cummins (2008). Due to
the multilingual nature of the classrooms these days, bilingual education is practiced in the
school system from — pre-school, primary, and secondary to the tertiary levels. Kormi-Nouri
et al (2003) also affirms the view of Cummins ((2008) that bilinguals are people who use one

language as their first language at home and another as their second language at school.

Most often than not, bilingual education occurs when children speak different languages at
home than the language in which they are taught at school. Bilingual or multilingual may vary
considerably depending on the goal of the school programme (Rutu Foundation, 2020). Going
by the definitions of Cummins and Kormi-Nouri et al, bilingual education will become more
beneficial when it is implemented well and vice versa. For instance, Cummins (1976, 1979)
posits that the level of L2 competence that a bilingual child attains is partially a function of the
type of competence he/ she has developed in L1 at the time when intensive exposure to L2
begins. Furthermore, when the child’s first language is promoted, exposure to the L1 is likely
to result in a high level of linguistic competence in the target language (L2), without reducing
her/his competence in the L1 (Cummins 1979). He further proposes that there may be threshold

levels of linguistic competence that a bilingual child must attain to avoid cognitive deficits and
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reap cognitive benefits in full. Cummins (1979) believes that there are two threshold levels of
bilingual competence: the lower and the higher. Attaining a lower level will suffice to avoid
any negative cognitive effects whereas attaining a second, the higher level might be necessary

to lead to accelerated cognitive growth.

Toukomaa & Skutnabb-Kangas (1977) argue that the basis for the possible attainment of the
threshold level of L2 competence might depend on the level of competence attained in the
mother tongue. According to Cook (2001), the purpose of language teaching in a sense is to
provide optimal samples of language for the learner to profit from — the best, ‘input to the
process of language learning”. Cook further maintains that “The uniqueness of the L2 teaching
classroom is that, language is involved in two different ways. First of all, the organization and
the control of the classroom take place through language; second, language is the actual subject
matter that is being taught. For instance, a school subject like physics does not turn the
academic subjects back on themselves. Physics is not taught through physics in the same way
language is taught through language”. Cook further explains that “this twofold involvement of
language creates a unique problem for L2 teaching. The student and teachers are interacting
through language in the classroom, using the strategies and movements that form part of their
normal classroom behaviour. The teacher has to be able to manage the class through one type
of language at the same time getting the student to acquire another type. Language has to fulfil

its normal classroom role as well as the content of the class”.

Yeung, Mashi & Sulliman (2000) subsequently, also explain that “the child who is competent
in a home language and regularly uses that language other than English may over time reap
some important educational advantages. The child who does not have proficiency in a home
language however, is in a precarious position”. Again, Yeung, Mashi & Sulliman (2000)
acknowledge that ““if a learner’s first language is not established, there will not be positive

effects of home language on second language acquisition”.
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The importance of bilingual education cannot be overemphasized. According to the vision of
World Languages (2021) “students who learn to communicate interlinguistically and
interculturally will gain better insight into themselves, into their communities, and into others.
They will also gain new skills and knowledge that will serve them as they learn to function in
an increasingly global community, a global workforce, and a global marketplace. As we know,
some benefits are communication and job opportunities”. Also, bilingual learners are more
proficient academically than their monolingual counterparts. For instance, Lauchlan et al.
(2012) and Wallstrum (2009) applied “some tasks to test the bilingual children who had high
academic achievement and some area (cognitive and math) developed better. They conducted
four tests which were block design, digit span forwards, vocabulary, and arithmetic. The
participants were 121 children including 62 bilingual and 59 monolingual children from
November 2009 to February 2010. Bilingual children spoke Gaelic and English; monolingual
children spoke either English only or Italian only. The condition was no difference between
age and sex. Lauchlan et al. (2012) analysed the results and find that bilingual children
significantly outperformed monolingual children because bilingual children scored higher than
monolingual children. Four tests were combined with different areas, such as math, non-verbal
tasks, and cognitive ability.

The tests (block design and vocabulary) also called cognitive ability sub-tests means bilingual
children’s cognitive ability was higher than that of monolingual children. From the score, it
can be seen that bilingual children develop better in Mathematics and cognitive development”.
Based on the tests conducted, Lauchlan et al. (2012) argue that “the bilingual children should
be proficient in two languages, and then they can finish the four tests with high scores. In
contrast, bilingual children did not have equal proficiency in two languages; it will be like

monolingual children. Because monolingual children are only proficient in one language”.
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Nonetheless, numerous studies have shown that bilingual children perform better than
monolinguals. One such study is Porter’s (1990) which affirms that “bilingual children have
higher academic achievement and higher self-esteem in bilingual schooling. The target students
are proficient in Spanish, the school provides English Immersion classes for the students. Porter
(1990) finds that the target students learn English very quickly and can use English in other
subjects. Balanced in two languages or equally proficient in two languages, is a prerequisite to
bringing students into high achievement in school”.

In addition to the high academic achievement and better cognitive ability development,
Wallstrum (2009) also points out some importance of bilingual education, such as “biliteracy,
bilingualism and academic. Bilingual children can talk two languages about same
thing/object”. He again posits that “bilingual education program is more successful in
elementary schools. Bilingual children's cognitive/biliteracy/academic abilities are higher than
monolingual children. Bilingual children’s cognitive development is better than monolingual.
In general, bilingual children performed better than monolingual children”. Most language
scholars advocate for mother tongue education and bilingual education because of the
numerous benefits a learner may drive from it. However, the current study reveals that English
rather than the learners’ L1 is being employed in teaching at some lower primary schools in
Ghana; even though, the language in education policy stipulates a bilingual education.

This is because teachers who cannot speak the mother tongue of the locality are more often
than not, assigned lower classes to handle. The result is that they resort to the use of the English
language as the medium of instruction. This may retard learners’ ability to learn the L2
effectively in the upper classes.

Even though the policy says that the mother tongue should be used as a medium of instruction
at the lower primary, the use of both the mother tongue and the English language as a medium

of instruction will do the learners better than harm, in that, they may rely on both languages in
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their learning. In this case, the English will help the non — Dangme students, and the L1 will
also help the Dangme speakers in the teaching and learning process. Therefore, the adoption
of a bilingual policy at the lower primary will be best for multilingual classrooms in the schools
under study or cosmopolitan areas.

2.4 Challenges of Bilingual Education

Though bilingual education has been seen as one of the major building blocks for student
development, it is not without inherent challenges. Some of the challenges point out by Byrnes,
Kiger & Manning (1997) consist of “funding education in general, hiring of highly qualified
teachers, and accountability for student achievement, whereas, other challenges have been
linked to dramatic demographic changes. Schools which have had homogeneous student
groups have less experience with multicultural educational approaches”. Short & Fitzsimmons
(2007) add that “teachers and administrators lack training in bilingual methodology in using
appropriate instructional delivery and assessments”. Moreover, the lack of funding for
professional development, and primary resources needed to assist in serving culturally and
linguistically diverse families is also pointed out as some challenges of bilingual education
(Walker, Shafer & Liams, 2004). Again, they posit that parent like “their children to learn
more than one language, which is having more opportunities for career progression. In contrast,
some parents do not like bilingual education. They think their children should only learn the
dominant language (English) because they believe English is the language of doctors and
lawyers. In teachers’ opinion, bilingual education is not easy. Teachers are against the bilingual
education programme because teachers think students are not able to speak, read and write in
English after they finish the programme”.

Also, San Jose Mercury News (1997) adds that teachers know the programme is not working

because the programme cannot balance two languages in the classroom. In children’s opinion,
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they understand L1, but they still prefer to speak and use the dominant language. Opinions are
diverse as far as bilingual education is concerned”.

According to Schwartz, Mor-Sommerfel & Leikin (2010), “one of the biggest challenges for
teachers is running the bilingual education programme without professional training. Teachers
without professional training rely on their experience to teach children. However, teachers with
professional training know how to deal with cross-linguistic transference. As such, their
application of theory in the classroom is more effective. For teachers without professional
training, everything depends on previous experience and instinct. For instance, some content
translates from L1 to a second language, relies on previous experience”. Schwartz (2013)
analyses the challenges of the bilingual education programme and concludes that “teachers
have a hard time negotiating two languages. Teachers have to maintain L1 in the class as well

as teach a second language”.

Lindholm (2001) states that “parents had a diversity of ethnicity, education, and language
background. Some parents do not have the chance to learn English, they feel like their children
have to learn English first in the US. Some low-income parents do not understand the school
system as well as the dual language programme. Therefore, some parents do not allow children
to enrol in the dual language programme. Also, they do not like to support this kind of
programme.

Finally, children’s English has not improved. Parents think bilingual education is time-
consuming; their children should not enrol in a bilingual education programme. Teachers
express that, parents never understand the bilingual education programme setting and language
policy in the classroom. This may be the teacher's and parents' lack of communication. Parents
misunderstand the bilingual education programme and they have diverse backgrounds”.
Patrinos & Velez (2009) say “bilingual education programme cost more than regular school.

Bilingual education programme needs more bilingual teachers and material to run. In general,
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teachers’ qualification, parents’ misunderstanding and children preference (dominant

language) and funding are key factors to running bilingual education programme”.

2.5 Language Attitudes

Language is how human beings communicate. It is a powerful force that binds human activities
in all spheres of life — commerce, education, politics, religion, and other social enterprises. In
aworld where language is used, their attitude is also. “They seem to be complementary goods”.
In every society, there is always the likelihood of either positive or negative attitudes towards
one language or the other, especially in multilingual settings. Guerini (2008) notes that a
“multilingual country like Ghana, which runs a bilingual policy in education, is therefore, a
fertile ground for language attitude manifestation”. For example, in Ghana, English is the de
facto official language and CRDD (2012) states “it is preferred in education and it is used to
determine the academic progression of a student. That is, progression from the Senior High
School to the tertiary level and indeed to all other higher levels of education is determined by
a credit pass in English”. In our school system, to Owu-Ewie and Edu-Buandoh, (2014)
“English has been assigned a higher prestige and is perceived as the only language worth being
literate in or even the sole language worth investing into, to the detriment of local languages
and vernaculars as a result of what pertains in education in terms of language use; the study of
Ghanaian language is often not favoured”. This perception makes the indigenous languages
unsuitable for use in official domains. To the extent that, people teaching and learning
Ghanaian Languages in our various institutions are mocked by their colleagues. These attitudes
further degrade and drag in the mud the value of the indigenous languages. It therefore,
important to note that, language attitudes play vital “role in determining levels of success for
the learning and acquisition of a second language” (Owu-Ewie and Edu-Buandoh, 2014). It is

also essential for language policymakers and planners to factor people’s language attitudes and
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choices when making policies concerning language to represent the choices and the needs of

the people and not for one’s personal, tribal, or political gains.

Attitude has been defined by scholars from different perspectives. One such definition given
by Massey (1986) as cited in Owu-Ewie and Edu-Buandoh (2014) can be summarised as:

O “Attitudes are selectively acquired and integrated through learning and experience

O Attitudes are enduring dispositions indicating response consistency

O Attitudes can be positive or negative in their effects on a social or psychological object.

O Language attitudes cannot be ignored when talking about language planning and
language policy formulation”.

One’s attitude towards a particular language or language may stern from how favourable or
unfavourable that language is to the speaker or the language community. Africa as a continent
is highly multilingual and for that matter, Ghana serves as a breeding ground for language
attitude manifestations. It is therefore, appropriate to find out the attitudes of the citizens
especially, parents towards practiced language policy since parents are the first agent of change
for the child. For instance, studies on young learners’ attitudes opine, children usually adopt
attitudes of people whom they consider influential or role models. In this case, if parents have
positive attitudes towards a certain language, the possibility of their wards being positive
towards that particular language will be high.
Medved et al (2009), cited in Owu-Ewie and Edu-Buandoh, (2014) explore “the attitudes of
parents in Croatia towards early foreign language learning. The results show that: the majority
of parents (98%) have positive attitudes toward early foreign language learning. Some of the
parents supported their answers with additional comments: young learners have an advantage
over older learners because they learn a foreign language through play, which is easier than

learning a language from a textbook; Young children can memorise things faster which allows
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them to learn a foreign language more easily than older learners; learning a foreign language
in the early age serves as a preparation for language learning in the future”.

It is obvious from the study above that, parents embrace a language policy when they think it
is beneficial. In Nigeria, Bamgbose (1991) has also noted that “teachers of indigenous
languages are not much sought for, and quite often, students do not consider them as
academically proficient”.

There have been few studies on language attitudes in Ghana (Amissah, et. al. 2001; Kwofie
2001). For instance, in a study about the implementation of Ghana’s school language policy,
Amissah et al. (2001) find that “parents and teachers have positive attitudes towards the use of
English as a medium of instruction in schools and negative attitudes towards the use of
Ghanaian language as a medium of instruction. The study notes that pupils prefer their teachers
to use English to teach so that they will be fluent in English, though, they understand courses
taught in the Ghanaian language better than when these courses are taught in English. In the
same study, some language teachers who teach languages other than Ghanaian languages have
positive attitudes toward the use of English rather than towards the Ghanaian languages. They
are of the view that the use of the Ghanaian language as a medium of instruction impedes
progress in English and retards academic excellence”.

It again brings to light that; students do not want to study their Ghanaian languages because
they are of the view that, they would not be gainfully employed if they are not proficient in
the English language. In the same study, Owu-Ewie and Edu-Buandoh, (2014) find out that,
“the actions and behaviour of non-Ghanaian language teachers discourage students from the
study of Ghanaian language. The negative attitude ascribes to the study and use of the
Ghanaian language have made administrators of our educational institutions pay little or no
attention to it in terms of providing the necessary logistic and human support. In addition,

students are sometimes punished for speaking the Ghanaian language in class”. This finding
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is corroborated by earlier work by Prah (2009) “narrating the experience of a colleague,
Adams Bodomo (a Ghanaian linguist based in Hong Kong University) for how he was

punished several times for speaking Dagaare, his native language, at school”

The same negative attitudes towards the indigenous languages are affirmed by the research of
Mwinsheikhe (2009) in Tanzanian Secondary School about “the dilemma of using
English/Kiswahili as a medium of instruction. The study indicates that teachers used
punishment as a coping strategy to maximize the use of English by students. That is, students
are punished for speaking Kiswahili in school”. Thereby forcing the speaking of English on

the pupils.

Owu-Ewie and EduBuandoh, (2014) conducted a study on six SHS in the Central Region and
five SHS in the Western Region of Ghana. “It states that comments and actions from parents
are negative towards the study of the Ghanaian language. The data shows that some parents
detest their children studying Fante because they think it is a language they have already known
and used in their daily communication. As a result, they provide materials for other subjects
and do otherwise for Fante”. Another interesting issue from the study is that, “most Ghanaian
language teachers do not want to pursue a graduate programme in Ghanaian language. They
rather preferred pursuing programmes in Teaching English as a Second Language and other
Education-related graduate programmes. When asked why they would not want to pursue post-
graduate programmes in the language, they indicate that they are tired of the stigma attached
to the teaching of the Ghanaian language. In the same way, the majority of the Ghanaian
language students used in the study indicate that they do not want to pursue the study of the
Ghanaian language in the university or teach the Ghanaian language. The main reason for this
is that Ghanaian language teachers and students in the university are not respected. One issue

that cropped up in the study was that the negative attitude towards the study of the Ghanaian
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language in schools has affected enrolment of students offering Ghanaian languages as part of
their program in the SHS”. This study also affirms the study above, in that, parents and even
students have negative attitudes towards the use of L1 as a medium of instruction. Both parents
and students claim that L1 will not help them get better jobs in society. The ironing of the
matter is that the students confess that, the lesson is well understood when taught in the L1 than
the L2; however, they still prefer tuition in English. Parents, on the other hand, prefer their
wards to be taught in English so that, they speak Dangme with their wards at home, and
therefore, there is no need to instruct them in the L1.

To conclude, the study and use of indigenous African languages in education and other official
settings have been greeted with scorn by many people including African scholars. These same
negative attitudes are the cankerworm eating through the fabric of our education sector as long
as a language—education policy is concerned. These negative attitudes towards the local
languages must be at all costs changed through intensive education on all platforms. It behoves
on us as Ghanaians to critically analyse the language that serves the populace better and makes
it as prestigious as other languages in the world. Then again, the attitudes of all stakeholders
concerning the language in education policy must be considered to ensure proper
implementation of the language in education policy.

2. 6 Theoretical Framework

The study relies on the basic assumptions/tenets of translanguaging in analysing and
discussing the field data collected.

Garcia (2009) cited in Celtic and Seltzer (2012), posits that the term, “translanguaging was first
used in Welsh by Cen Williams to refer to a pedagogical practice where students’ alternate
languages for reading and writing or for receptive or productive used”. This is to say that both
the students and the teacher can use two or more languages when the need arises during class

interaction to enhance better understanding among the students. Owning to this, one can assert
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that, translanguaging is a concept that will be best practiced in a bi/multilingual environment.
For instance, in a school where the linguistic make-up of the students (especially in the early
grades) varied, adopting this concept will not only enhance teaching and learning but will also
cater for the minority speakers in the class. Gracia and Wei (2014), also affirm that “the concept
of translanguaging is essentially based on various notions of language use and in a
bi/multilingual context”. Baker (2011) also sees it as “the process of making meaning, shaping
experiences, gaining understanding and knowledge through the use of two languages”. This
concept provides the premise for students to interact with the languages available to them to
enhance effective communication among bi/multilingual. Garcia (2009), supports this idea that
translanguaging “involves multiple discursive practices used as a “norm” in which
bi/multilingual engage, to communicate effectively and make sense of their bilingual words”.
To Garcia, translanguaging refers to both “the complex language practices of plurilingual
individuals and communities as well as the pedagogical approaches that use those complex
practices”. In addition, there is no clear-cut boundaries between the languages of bilinguals
rather there is “a language continuum that is accessed. Again, translanguaging is not code
switching rather it is “rooted on the principle that bi/multilingual speakers select language
features from a repertoire and soft assemble’ their language practices in ways that fit their
communications”. Lewis et al (2012) ascertain that the process of translanguaging expands
many “cognitive skills in listening and reading”. It is because many bi/multi-linguals adjust
and comprehend pieces of information they acquire and carefully choose the language they
ingest these information in. According to them, “this same process is required in speaking and
writing and therefore, they conclude that translanguaging entails a deeper understanding than
other bi/multilingual competences such as translating, as it moves from finding parallel words
to processing and relaying meaning and understanding”. This assertion is buttressed by Hesson,

Seltzer and Woodley (2014) who indicate that, “translanguaging refers to the language
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practices of bilingual people where in the home of a bilingual family, many languages are used.
Sometimes, the children are speaking one language and the parents another, even to each other.
Often, both languages are used to include friends and family members who may not speak one
language or the other and to engage all”. They add however that, translanguaging is not code-
switching. According to them, “code-switching assumes that the two languages of bilinguals
are two separate monolingual codes that could be used without reference to each other. Instead,
translanguaging posits that bilingual have one linguistic repertoire from which they select

features strategically to communicate effectively”.

They further bring to light the relationship between translanguaging and language by saying
that “translanguaging takes the position that language is ‘action and practice, and not a simple
system of structures and discreet sets of skills. That is why, translanguaging uses an- “ing”
form, emphasising the action and practice of language”. This literature review supports the
assertion above because translanguaging is a concept that is consciously practiced especially
in the classroom situation to help students who are bi/multilingual engage effectively in the
teaching and learning process. As a result, “Bilinguals call upon different social features in a
seamless complex network of multiple semiotic signs, as they adapt their languages to suit the
immediate task” (Garcia and Kano, 2014 p.260-261). It is in line with the above that, two
related assumptions were revealed within this Construct. Cummins (2007) opines that the
“usage-based linguistic norms of plurilingual interaction are emphasized as opposed to
monolingual norms in the two solitudes’ approach to bilingualism” and on the other hand,
language ““are disinvested and reconstituted” (Makoni and Pennycook 2017) “from discrete
system to a range of historically rooted and ideologically laden semiotic, or repertoires” (Hua

et al 2015). This concept can be applied to teaching and learning in the classroom.

Based on this Gumperz (1982) and Klimpfinger (2007) cited in Tsuchiya (2017), identified

four functions of translanguaging;
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“(i)_Addressee specification which serves to direct the message to one of several possible

addressees.

(ii) Assertion - which is giving opinions in a highly aggressive manner, seeking or holding a

floor of conversation.
(iv) Clarification includes repair, both self-repair and other repairs and
(4) Appealing for linguistic assistance”.

Jenkins (2014), indicates that “translanguaging is distinguishable from code-switching (CS)
since it refers no simply to a shift or shuttle between two languages but to the speakers’
construction and use of original and complex interrelated discursive practices that cannot be
easily assigned to one or another traditional definition of a language but that makeup of the

speakers’ complete language repertoire”.

Furthermore, translanguaging ensures bilingual students acquire requisite knowledge in
education even at a time when their English language is not fully developed. It enables Celic
and Seltzer (2012), “to organise, understand, analyse, evaluate, synthesise and report on
information and ideas using text-based evidence; engage with complex texts not only literary
but informational; and write to persuade, explain and convey real or imaginary experience,

even as their English language is developing”.

The best way to teach rigorous content to bilingual students is the use of translanguaging.
According to Celic and Seltzer (2012), “all learners must take up the concepts taught as well
as the language used in the school. If students do not understand the language in which they’re
taught, they cannot possibly understand the content and learn”. They further explain that
translanguaging is a pedagogical approach that enables teaching and learning to be
understandable as well as developing academic utilisations of language. This can be achieved

by employing group work and multilingual partners, by so doing, it broadens and deepens the
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thinking of learners. They again, maintain that “the expansion of available multilingual
resources for teaching opens up words, experiences and possibilities; the ability to read and
write multilingual texts, gain experiences from different perspectives, expand thinking and
understanding”. Celic and Seltzer (2012), note, “that putting language practices alongside each
other makes possible for students to explicitly notice language features, and awareness needed

to develop linguistic abilities”.

Celic and Seltzer (2012), state categorically that, “just as translanguaging strategies would be
beneficial for all students, translanguaging strategies can be carried out by all educators,
although, their use might differ as strategies are adapted to the types of students they teach and
their strengths. Both bilingual and monolingual teachers can carry out translanguaging
strategies if they consider the bilingualism of their students a resource for teaching and
learning. All that is needed is a bit of goodwill, a willingness to let go of total teacher control,
and the taking up of the position of a learner, rather than of teacher. The beauty of
translanguaging strategies is that they can be carried out by different teachers in many different
classroom contexts, monolingual general education classrooms, bilingual classrooms, English

as a second language, even foreign language”.

Vogel et al (2000), in their study into the role of translanguaging in computational literacies,
find out that; “1. students’ translanguaging practices in classrooms learning context blur
linguistic, disciplinary and modal boundaries, 2. computational literacies are intertwined with
the many other literacies’ students bring in with them, 3. students’ language attitudes and
activity context around them play a role in their translanguaging and 4. students

translanguaging to engage specific computational practices (like remixing and abstraction)”.

The aim of translanguaging according to Cook (2001) “is to allow people to function in the
majority language of the country, without necessarily, losing or devaluating their first language.

With translanguaging, the minority language speaker still has the right to function in his or her
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language except when communicating with the majority groups”. Gravett and Geyser (2004)
state that “for students for whom the language of instruction is the first language, it is usually
easier to understand a spoken text, for example, a formally delivered lecture, than a written
text: speaking and listening are more natural than reading and writing, as spoken interaction
does not require technology of a symbol system, such as the alphabet, in which the written
language is encoded”. They however, note that “all students find it difficult to concentrate for
longer periods, but for English second Language students, because of the additional demand of
having to construct their knowledge in a language other than their mother tongue, listening to

long unbroken stretches of academic discourse are exceptionally demanding”.

There are some advantages associated with the use of translanguaging and Baker (2011)
emphasises four important aspects. Firstly, “it may promote a deeper and fuller understanding
of the subject matter; secondly, it may help the development of the weaker language; thirdly,
it may facilitate home-school link cooperation and fourthly, it may help the integration of fluent

speakers with early learners”.

In addition, Martin (2005) indicates that translanguaging can be successful when there is a
conducive environment where students’ identities and cultures are valued, which will help the
more reserved students take a more active and involved role in their education”. Cummins
(2008), also states that “the native language of the students becomes a positive linguistic
resource that will be an asset to them, as a result, it will aid the students to negotiate to mean

and communicate in English”.

Studies in language learning show that Maybin (1994), “language learning in particular, is not
a cognitive activity only, but also a social activity”. Research by Goleman (1996), confirms
that “in language learning, affective factors (those related to emotions) influence performance
more than was previously believed”. Besides, one must consider the learner’s attitude to the

language in the learning of subject content (Gardner 1985; Skehan, 1989). Gravett &Geyser
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(2004) note that “teacher’s attitude to the students, reflected in the spoken and written
interaction (encoded in language) between the teacher and student, is also an important
determinant of the student performance”. Also, Dulay et al, (1982), add that “the quality of the
language environment is of paramount importance to success in learning a new language. That
is, when students are exposed to a list of words and their translations, together with a few simple
readings in the new language, they will perhaps, be able to attain some reading skill language,
but listening and speaking skills will remain to follow”. The observation of lessons during the
study, affirms the application of translanguaging. The practices in the classrooms coincide with
the strategies of the concept under discussion. For instance, in some cases, teachers use English,
Dangme and at times, Ga or Twi in their lessons depending on the learners’ linguistic
background; and also, the level of learners’ difficulty in understanding the lesson. Thus, if the
teacher finds out that, learners do not understand the lesson due to the language barrier of some
students, the lesson is explained in the other languages available in the class either by the
teacher or by their peers to enhance understanding. Even though, the teachers may be oblivious
to the concept of translanguaging; they, all the same, apply it in their lesson deliveries. This
presupposes that GES must as a matter of necessity, train teachers on the appropriate use of
translanguaging strategies to efficiently and effectively adopt it in their teaching; and also, to
address the multilingual situation that the language in education policy has not adequately

addressed.
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2.7 Challenges of translanguaging in the classroom

Notwithstanding the numerous benefits of translanguaging in the classroom, there are some
challenges. Salazar (2010) reveals that “learners’ anxiety at having their language stripped
away to be replaced by the language of the classroom will hinder them from participating

effectively in the teaching and learning process during translanguaging”.

According to Bartolome (1994), “antagonism and disconnection may result when learners feel
that they and what they hold dear are being marginalised”. Salazar (2013) also holds the same
view by positing that, learners may kick against translanguaging when they feel their cherished
language is being alternated with another language. Sometimes, the teacher can be biased by
using one language more than the other, hence creating an imbalance in the classroom — an
environment that is not conducive for learning. These challenges are most likely to occur,
however, if teachers are well equipped with the necessary skills in translanguaging, and treat
all languages equally without considering one language is more powerful than others, these

challenges will be greatly minimised.
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CHAPTER THREE
METHODOLOGY

3.0 Introduction

Any successful research study requires prior preparation to gather enough information for the
study. This confirms what Schilling (2013)’ says “a successful project required preplanning to
collect appropriate data set for the research”. Because of this, it is important to plan enough for
the appropriate and adequate data to answer the purpose and the questions set out for the
research study. Therefore, this chapter discusses the data sampling, ethical considerations,

collection of data, procedures and data analysis and processing

3.1 Research Design

Research design is a method a researcher employs in a research study. It is employed to

undertake a study and to carry out the designed strategies (Cooper, 2008). The study focuses
on bringing to light, the practicalities in lower primary schools regarding the policy concerning
language usage in multilingual classrooms on one hand and parents’ attitudes towards the
language practiced policy in the schools on the other hand. Due to this, the qualitative research
method is employed for the study with recourse to quantitative approaches where appropriate

to make statistical calculations.

This method is chosen because it allows for an in-depth explanation of a phenomenon that
makes analysis and finding clearer. Besides, the use of the qualitative method ensures that the
researcher observes data in their natural environment and adduces meaning in its analysis
concerning how the data are seen (Denzin & Lincoln, 2000). Therefore, in the situation given
under study, the most suitable research design to employ is the qualitative research method as

compared to the quantitative method.
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3.2 Population, Sample size, and Sampling technique

The target population for the research consists of pupils, parents, and teachers from three
selected schools in the Ningo Prampram District of the Greater Accra Region. The schools are
Old Ningo Presby Basic A (ONPA), Old Ningo D/A Basic A (ONDA), and Old Ningo D/A

Basic B (ONDB). The schools are selected based on the cosmopolitan nature of the area.

In all, twelve participants are chosen for the study. These comprise six pupils in lower primary

sampled from the three selected schools and six parents whose children attend these schools.

3.2.1 Sampling Technique

Two sampling techniques are adopted in this study. These are simple random sampling and
purposive sampling. The technique - of purposive sampling is employed in the selection of the
participating schools and parents. The schools are selected because they habited pupils with
different linguistic backgrounds. The researcher through the help of the teachers identify those
students with different linguistic backgrounds, hence their parents were used for the study.
This technique is used to ensure that the right participants and schools are sampled for the
research work. The other technique used in the study is simple random sampling. This
technique is adopted in choosing the pupils within each school. In the selection of pupils,
simple random sampling is employed. Here, ‘N’ and ‘Y’ are written on pieces of paper. The
letter ‘N’ represents the non-participants in the study. Only six papers have the letter “Y", the
rest with the letter "N". The pupils are allowed to pick the pieces of paper one by one. Based
on this exercise, the participants who pick ‘Y’ are selected for the study. This technique is
employed to give each pupil the opportunity to be chosen. Having selected the pupils, six
parents are also purposively selected for the research. That is, the parent of each pupil is

deliberately selected to devise multiple opinions on the subject matter.
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3.3 Instruments for Data Collection

The Instruments for collecting the data for the study are observation and semi-structured
interviews. During the observation in the schools, classroom lessons are observed and audio
recorded. The observation is employed to answer research question one (1) - What practiced
language policies are adopted by teachers in complex multilingual classrooms in Ningo-

Prampram?

After the observation, pupils and parents are interviewed (semi-structured). This instrument
is adopted because it allowed the researcher to seek further answers to questions that are not
adequately provided. It also allows respondents to be stimulated for further discussions to
gain insight into what they intend to say. The interview is conducted to answer research
question two (2): what are the attitudes of parents towards the practiced language policy?
And part of research question one (1) - What practiced language policies are adopted by

teachers in complex multilingual classrooms in Ningo-Prampram?

3.3.1 Recording of classroom lesson delivery

For genuine data to be collected, lessons taught by teachers are recorded. This recording is
done during the observation in the schools. The following subjects: Language and Literacy,
Natural Science, Our world Our People, Creative Art and Mathematics) are each audio
recorded. The Mathematics lesson is on a story problem. Our world Our People - the
attributes of God; the Natural Science lesson - personal hygiene. Each lesson is recorded
between 15 and 20 minutes. This is done to ascertain the language(s) used in the lessons. This
is aimed at answering research question one (1) - What kind of language policy is being

practiced by teachers in complex multilingual classrooms in Ningo-Prampram?
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3.3.2 Interviews

After the observation, pupils and parents are interviewed to probe into the following issues:
their mother tongues, the dominant language, non-Dangme speakers in the classroom, the
language of instruction, the support given to the minority language speakers; their satisfaction
with their pupils™ responses to their lesson delivery approaches and whether they understand
the English when it is used as a medium of instruction. The interview with parents and pupils
seeks to answer research questions one and two (2).

1. What kind of language policy is being practiced or has been adopted by teachers in teaching
pupils in the classroom?

2. What attitudes do parents have towards the language policies currently in operation in the
classroom?

Copies of the interview instrument have been attached in the appendix.

3.4. Data Analysis

Using qualitative data comprises analysing and synthesizing phenomena to meaningful and
accurate conclusions. The data collected with the aid of the interviews are audio-recorded and
analysed following the approach espoused by Miles & Huberman (1994). Their approach
advocates for “the identification of broad themes generated from the transcripts within the
context of the study. Generating themes that originate from data lays an empirical foundation
for analysis and interpretation of data beyond answers given by interviewees to interview

questions”.

In line with this, themes are created and assembled using explanations that are linked to the
research questions of the study. For instance, interviewees’ responses are subjected to critical

examination to pinpoint essential expressions, statements, and illustrations that throw more
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light on their understanding of the topic. Responses that indicate similarities and differences
are also compared. The data labels and categories are subsequently organised into themes and
sub-theme to answer the research questions. These are further analysed, elaborated, interpreted,
and presented in the form of headings and subheadings. Besides, points that are documented
during the data collection stage help to determine themes that need to be examined and
interpreted. Due to this, frequent reference is made to field notes and diary entries to ensure
the correctness of the data collected.

3.5 Ethical Considerations.

Ethical Considerations are very vital in studies that involve human participants and data-
collecting instruments such as interviews, observations, and questionnaires. According to
Edwards and Mauthner (2002) as cited in Djorbua (2019), “research ethics refers to moral
responsibilities and issues taken into consideration throughout the research process”. Itisalso
a way of being confidential about participants’ information and ensuring their safety from the

public.

Therefore, the following are considered;

» A permission letter is obtained before the beginning of gathering the data from the
heads of the schools to seek their consent on the exercise. The data collection starts
when permission is granted. All teachers and parents involved in the data collection
voluntarily accepted to partake in the study and the consent forms are signed.

» The Pupils being minors, permission is obtained from both their parents to allow them
to participate.

» For the sake of anonymity, participants are not identified by their names. Pseudo names

have been assigned to them.
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All information collected through observation, audio recordings, interviews, etc. are
kept confidential and only available to the researcher and the supervisors.
All COVID-19 Protocols are observed during interviews and recording sections.

The college of Humanities, University of Ghana Ethics Board also gives me clearance
to carry out the study.
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CHAPTER FOUR

DATA PRESENTATION AND DISCUSSION OF FINDINGS

4.0 Introduction

Chapter four discusses the analysis and interpretation of the findings of the research
concerning language in education policy on one hand, what is being practiced in the
classrooms, and the attitudes of parents towards the practiced language policy on the other
hand. This qualitative analysis highlights the significant factors that influence the practiced
language choices and the attitudes of parents towards those choices taking into consideration

the following research questions:

1. How is Ghana’s current language — in — education policy implemented in basic

classrooms in Ningo-Prampram?

1a. What kind of language policy is being practiced or has been adopted by teachers in teaching

pupils in the classroom?

2. What attitudes do parents have towards the language policies currently in operation in the

classroom?
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4.1 Demographic Information of the Respondents

This focuses on the background information of the respondents.

Table 4.1: Demographic information on pupils used in the study

PUPILS CODE AGE GENDER CLASS FIRST LANGUAGE
A Al 6 M P1 GA
A A2 7 F P2 EWE
B A3 6 M KG 2 DANGME
B Ad 8 M P3 TWI
C A5 7 F P1 DANGME
C A6 6 M KG1 DANGME
Key:

* A: Old Ningo Presby A
 B: Old Ningo D/A A

» C: Old Ningo D/A B

« Three of the pupils representing 50% speak Dangme as their mother tongue, one of the pupils
representing 16.7% speak Ga as her first language, one of the parents representing 16.7%
speak Ewe as her first language, and one of the pupils them representing 16.7% speak Twi.
The table shows that the dominant language spoken by the pupils is Dangme, however, there

are also minority speakers in the same community.

This information is illustrated in the pie chart below;
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4.1.1. Demographic information on pupils used in the study

Percentages

16.70%

Key:

+ Dangme

+ Ga

+ Ewe
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Table 4.2: information on Parents’ Demography in the study

PARENTS SCHOOL OF WARD AGE GENDER FIRST LANGUAGE

Bl A 42 M Ga

B2 A 38 F EWE
B3 B 59 M DANGME
B4 B 40 M TWI

B5 C 27 F DANGME
B6 C 26 M DANGME

Key:

* A: Old Ningo Presby A

* B: Old Ningo D/A A

» C: Old Ningo D/A B

Three of the parents representing 50% speak Dangme as their mother tongue, one of the parents
representing 16.7% speak Ga as her first language, one of the parents representing 16.7% speak
Ewe as her first language, and one of the parents representing 16.7% speak Twi. It is realised
that the dominant language spoken is Dangme, however, there are also minority speakers in

the same community.

This information is represented in the pie chart below;
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4.2.1 Demographic information on Parents used in the study;

percentages

Key:

+ Dangme
+ Ga
+ Ewe

+

4.5 Discussion of Findings

The analysis of the findings of this research is discussed based on the two main research
questions set out for the research work. The work seeks to find out what practiced language
policies are adopted by teachers in the classrooms and the attitudes of parents towards the
practiced language policies in the classrooms. The classroom situations are explored to find out
whether what is practiced in the classroom aligns with what the language — in- education policy
stipulates. Below is the analysis of the data gathered to answer the research questions posed

below:
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Research question 1: what kind of language policies are being practiced or have been adopted

by teachers in teaching the pupils?

The question above is used to find out what practiced language policies are being used by
teachers in teaching the pupils in the classrooms. The question is answered along the following
lines: medium of instruction at the various schools and students’ preference for the language
instructions. To answer the question, data is gathered on the medium of instruction through
observation of lesson deliveries, and pupils are interviewed to find out their first languages in
the class. The data from the observation (audio recording) and the interview indicates that there
are instances where some of the pupils in the classroom cannot speak Dangme (the dominant
Ghanaian language spoken in the locality of the school). It also brings to light that the language
of instruction employ in some schools is not following the language in education policy. The
language of instruction in the various schools and the first language of pupils are stated in the
table below.

4.3. Medium of instruction at the various schools

Table 4.3: Medium of instructions at the various schools and pupils’ L1

SCHOOL Medium instruction FIRST LANGUAGE OF
RESPONDENT
A Dangme GA
A English EWE
B English and Dangme DANGME
B Dangme TWI
C English DANGME
C English and Twi DANGME

o1



Key:

+ A: Old Ningo Presby A

* B: Old Ningo D/A A

« C: Old Ningo D/A B

From the above table, the majority of the respondents speak Dangme and few others speak
either Ga, Twi, or Ewe as L1. One will think that Dangme should be the sole medium of
instruction in the classes. However, Dangme, Twi, and English are used as a medium of
instruction. It is also clear from the table that, English is the language of instruction in many of
the lower primary classes. This practise is contrary to the language in education policy which
makes it mandatory for the mother tongue (and in this case, Dangme) to be employed as a
medium of instruction in the lower primary schools. This situation is a challenge to some pupils
who cannot understand the lessons taught in English. Another challenging issue worth noting
is that in classes where Dangme is used as the language of instruction, the minority speakers in

those classes are left behind. Concerning the problem,

one of the students indicates; I don 't understand Dangme but I am learning it. Well, some of
the pupils who understand Dangme understand Twi so | do ask them to explain the concept

they do understand to me.

Because some pupils do not understand the lesson when taught in Dangme, they rely on their
peers for better understanding. One can only imagine how well concepts and lessons are
explained by their peers and how that ultimately affects outcomes. Every country aims to
make education accessible to all children and the right of every child to get quality education.
This aim is enshrined in the Millennium Development Goals two (MDGs). Nonetheless, it is

sad to say that, the language barrier in the classrooms especially, at cosmopolitan cities will
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hinder the achievement of this goal. It is prudent to take a second look at the policy and

restructure it to address the language situation in multilingual schools.

In schools where the L1 is used as a medium of instruction, pupils report a better

understanding of concepts.

One pupil interviewed has this to say;

Our teacher teaches in Dangme, so | always understand everything he teaches. He teaches all
the subjects in my language.

It is evident from the foregoing that pupils understand lessons better when they are taught in
their mother tongue than in English. They enjoy the lessons and understanding becomes faster
and better. It motivates them (Benson, (2004) and enhances active participation in the learning
process (Ball, 2010). For instance, United Nations, (2016) also maintains that “teaching
through the mother tongue enhances the cognitive development of critical thinking skills and
results in increased learning, access, and equity, improved learning outcomes”. This is also
affirmed by the Rutu foundation (2020) that, “children derive many benefits from an education
that takes into account children’s mother tongue. These include: learning better and faster in a
language they can understand (preventing delays in learning), they enjoy school more and they
feel more at home”. It is essential for all stakeholders to know the relevance of language in
education policy and insist on the proper implementation of the policy. if the policy is well
implemented, the foundation of learners will be solidly built and they can reap all the benefits
associated with learning in one L1 at the lower primary. Although, the respondents indicate
that they are taught in Dangme; the issue of professionalism also needs to be raised here —

whether the teachers are professionals in Dangme or they can merely speak the language is

another issue that must be considered.
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Another revelation is that even though, teachers in some schools used English to teach the
pupils because they do not understand the dominant L1 (Dangme), they, however, used the
Dangme sometimes to complement the English. But, in most cases, the Dangme is used

sparingly because the teachers are now learning it. The situation is rather appalling. For

instance,

Another respondent indicates: Our teacher teaches in English but explains occasionally in

Dangme. He is not good at speaking the Dangme so he encourages us to learn to speak English.

This implies that some teachers at the lower primary do not understand and cannot speak the
L1 of the locality. Therefore, resort to English as a ‘saviour’ language in the teaching and
learning process. The inability of the teacher to instruct pupils in their mother tongue hurts the
pupils’ ability to use the L1. In such cases, pupils cannot be actively involved in the lessons.
Again, the pupils are left without any option but to adopt and learn another language (English).
Ultimately, there is an interference in how pupils acquire and use languages in the classroom.
That is why Salazar (2010) says that “learners’ anxiety at having their language stripped away
to be replaced by the language of the classroom will hinder them from participating effectively
in the teaching and learning process and they may feel disconnected (Bartolome 1994) from

the lesson.

Notwithstanding the foregoing, some teachers could speak the dominant L1 (Dangme) of their
pupils but for them to reach out to the minority speakers in the class, they chose to communicate

in English. This is pointed out by one respondent:

“My teacher does not teach in Dangme even though he understands the Dangme and can also

speak it very well .
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For instance, the study reveals that the L1 which was supposed to be the medium of instruction
at the lower primary was rather prohibited. This is because the pupils have been made to believe
that learning the L1 will not make them speak the L2 at the lower primary. Meanwhile, it is the
L1 that will rather, serve as a foundation for the learning of the L2 later. As Cummins (2008),
puts it, “the native language of the students becomes a positive linguistic resource that will be
an asset to them and it will aid the students to negotiate meaning and communicate in English”.
Prohibiting the L1 in schools will retard learning and weaken their competencies in the L1.
They may develop poor skills in their mother tongue which will prevent them from developing
a strong and balanced national and cultural identity. Consequently, this will lead to
psychological, educational, and social problems as well as forced cultural assimilation

(Skutnabb-Kangas & Toukomaa, 1976).

One of the respondents indicates that

....... we speak English in school because we are told to speak it.

This is a deviation from the dictates of language in education policy in Ghana. Dearden (2014)
posits that most private schools practice the use of English as the medium of instruction.
However, this study indicates that the same phenomenon is also practiced in public sector
schools where the classrooms in most cases are multilingual. It is a situation where pupils in
these classrooms do not share a common language. Various linguistic backgrounds are
identified in the classrooms and this is a contributory factor for teachers to resort to the use of
English to deliver their lessons. Even though, translanguaging tendencies are ensured to
enforce multilingual practices, the English language seemed to be dominating as its influence
is heavily felt in the classroom.

The study again reveals that, instead of one language of instruction at the lower primary, three

different languages are being used in the classroom depending on the teacher’s language
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background; Dangme, Akan, and English to deliver their lessons. This is revealed during the
interview session with students. The teachers who speak the L1 use Dangme and English
mainly resort to Akan where they can in teaching. Those who cannot speak the L1 rely solely
on Twi and English. Translanguaging practices are good for all students in multilingual
situations. This is because translanguaging strategies can be carried out by “different teachers
in many different classroom contexts - monolingual general education classrooms, bilingual

classrooms, English as a second language and even foreign language” (Celic and Seltzer, 2012).

In addition, “the minority language speaker still has the right to function in his or her language”
(Cook, 2001). However, when not practiced well, it will pose a problem for the effective
implementation of the language policy at the lower primary - will weak or marginalise the
minor languages (Bartolome, 1994) and learners (minority speakers) may feel their cherished
language is being alternated with another language. Again, it should be noted that the effective
implementation of the language policy in education is largely depended on the pupils’ ability
to understand the dominant language of the indigenes. Given the communities in which pupils
are schooled, the most widely spoken language is Dangme. Researches indicate that when
students are taught in their L1, they understand lessons better than when they are taught in
different languages. This is because educating pupils in their mother tongue is like a strong
foundation to learn other languages (Oliver 2009; Cummins 1980). Based on this, learners are
supposed to be taught in their mother tongue throughout basic education, especially, at the
lower primary levels. It enables them to learn more in different languages because the mother

tongue helps them absorb other languages faster and understand content subjects easier.

It is, therefore, important to encourage students to speak in their mother tongue in and outside
the classroom at the lower level to help them participate in the teaching and learning process.

McLaughlin (1984) posits that “to make the learning of mother tongue easy and more
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interesting, children must be encouraged to express themselves in an effective way to build

language experience.”

Furthermore, the study shows that several pupils in the classrooms do not speak L1 (minority
speakers). This means that they are likely to face the challenge of not comprehending the
dominant L1 (Dangme) when used as the language of instruction. To satisfy both the majority
and the minority speakers, some teachers decide to teach in English thereby going contrary to
the language in education policy at the lower primary. These clearly have shown the practices

in Ghanaian classrooms. For instance,

One respondent indicates that:

“The language | speak is Ga and does not understand the dominant language which is the
medium of instruction. Therefore, whenever the teacher explains a concept in the Dangme. |
hardly understand .

Another student also says:

“Whenever we are taught in Dangme, we can contribute and ask questions.

But it does not always happen. | prefer Dangme as the medium of instruction so
that | will understand the lessons better. It will also help me ask questions if I

do not understand anything. Besides, | am not fluent in speaking English and

will, therefore, not be able to answer questions in English .

Another respondent also laments:

“Some of our friends do not understand the Dangme and as a result, our teacher sometimes
speaks Twi to explain to them .

It is clear from the above submissions that, the classrooms are multilingual and therefore,
becomes very difficult to use only the dominant L1 in teaching. Hence, teachers rely on other
languages available especially, English to help the non-Dangme speakers also benefit from the
lessons. Karvonen (2017), says that “whenever the first language is used in learning, it creates
a good foundation for all learning, and whatever children learn is better assimilated if it is

delivered and processed in the child’s mother tongue. The mother tongue is acknowledged as
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a necessary linguistic input and serves as a foundation for all learning and also aids in identity
development”.  He further explains that, “it is important that the student fully develops
language in their mother tongue otherwise, you can have a situation where the student is not
100% comfortable in his/her mother tongue and not 100% comfortable in English”. If policy
makers are aware of the importance of mother tongue education, then, this situation calls for
some adjustment in the school curriculum most importantly in cosmopolitan areas. Take a
region like Greater Accra for instance, it is a hub for many people with diverse linguistic
backgrounds. These people have their wards in various schools. How then can the policy say
that Ga or Dangme being the dominant L1 should be the medium of instruction at the lower
primary? What happens to the L1 of other children who are neither Ga nor Dangme? In as
much as the language in education policy is essential, one must also look at where and how
well the policy is being implemented. In a situation like this, GES must critically consider the
linguistic repertoire of teachers before posting or assigning them to any class, most especially,
at the lower primary. On the other hand, lower primary teachers must be trained through
workshops on translanguaging strategies to help address every learner’s needs in their lessons.
As Dulay et al, (1982), posit “the quality of the language environment is of paramount

importance to success in learning a new language”.

Unfortunately, the language environment is not all that favourable in the classrooms at the
lower primary. This is because, it is realised during the interview that, in some of the schools,
some teachers in the bid to bridge the gap between the non-Dangme speakers and the Dangme
speakers during teaching and learning, speak English to enhance better understanding instead

of employing the languages as and when the need arises in the lessons.
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The analysis reveals the dominance of the English language as a bridge language on one hand
and also the recognition accorded it by the teachers over the Ghanaian languages on the
other. It must be made clear that English is used as a “saviour” language for minority
language speakers to be able to take part in the teaching and learning process. The teachers
who do not understand Dangme also used English in addition to Twi to help them deliver in
class effectively. “Attention is, therefore, drawn to the hegemony of English as a result of its
pedagogical practices and usefulness” (Phillipson, 1992).

In a similar vein, the challenges some respondents grapple with is that they speak Ewe and
Twi. As a result, they find it difficult to communicate in Dangme which is the medium of
instruction. It is, therefore, clear from the foregoing that, some students do not understand the
medium of instruction, a major problem militating against the smooth execution of the
language in education policy. Hence, the language in education policy needs to be checked

again to consider minority speakers in multilingual classrooms.

4.5 Students' preference for language instruction.

During the observation and the interview, the researcher realises that even though the aim of
introducing the L1 is to help students grasp the lesson easily but some pupils prefer to be
instructed in English than the L1. The interview with pupils has shed light on their preference
for English as the language of instruction including those who are even speakers of the

Dominant L1. In other words, the appetite for English among pupils is high. For instance:

| prefer the use of English. If | speak good English, it will enable me
to get a good job in the future. If I am employed, | will not speak
Dangme but English to my colleagues. So, it will be better for me to
learn how to speak English now.

Arguably, the use of English is very germane as far as communications with non-speakers of

the Dangme are concerned. Another respondent captures it this way:
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I can already speak the L1 hence, there is no need to use it as a
medium of instruction. When | am taught in English it will help me
to learn English better
It is logically sound to conclude that, even among learners at lower primary levels, the quest to

attain fluency in English is greater. What they are rather not aware of is that, it is the L1 that
will help and make the learn the L2 smoothly. Cummins (1979); Cook (2001) and Rutu
foundation (2020) have stated it clearly that, learners’ L1 is a solid foundation for learning any
other language be it L2 or a foreign language. Students must be educated on the need to value

and cherish their L1 and also, on the benefits they derive from learning in the L1.

Another interesting dimension of the finding is that the mother tongue and English are used at

the same time. According to this respondent:
...he codes switches between English and Twi and a little Dangme.

This means that, during teaching and learning, pupils who are unable to speak the dominant L1
respond to questions with relative ease when multiple languages are used simultaneously. This
becomes more important when a challenging topic is to be explained in a manner for pupils to
understand. On their part, pupils are able to respond effectively to all simple questions in
English but resort to Dangme whenever they are stuck. Such practices according to Celic and
Seltzer (2012, lead to the “expansion of available multilingual resources for teaching which
opens up words, experiences, and possibilities; the ability to read and write multilingual texts,

gain experiences from different perspectives, expand thinking and understanding”.

Question 2. What are the attitudes of parents towards the language policies currently in
operation in the classrooms?

The study seek to ascertain parents’ attitudes toward the practiced language policies at the
lower primary. In line with this, the research question will be answered following the outlined

sub-themes: Parents’ preference for English as a medium of instruction, Parent’s awareness
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of the relevance of the language policy, and the Influence of the Parents’ attitudes on Pupils’

Choice of Medium of Instruction.

First, the study reveals that not all parents of the pupils speak the dominant L1 (Dangme) and
this has influenced how parents view the use of the dominant L1 as a language of instruction.
The interview with parents on their first languages reveal 17% each, speak Ga, Ewe, and Twi
(see table 4.3). Some of these parents who can speak English prefer their wards to be taught
in English to enable their wards to improve their English-speaking skills. For instance, one

maintains that:

We don’t understand Dangme. So, | speak English with my child at home. He

should be taught English at school to help him learn better.

Another respondent also says:

I do not speak Dangme even though; I do not have a problem with my

ward learning how to speak. But | want him to learn English.
It can be deduced from their responses that; some parents want their children to be taught in
English. That way, the children can speak the L2 better. They are, however, unaware of the
benefits associated with pupils learning in their mother tongue. They, therefore, have some
misgivings about the use of the dominant L1. It is high time parents were made aware of these
benefits through mass education, town hall meetings, and Parent Teachers Association (PTA).
Regular organisation of such meetings can minimise parents’ negative attitudes towards the
L1. The attitude is that English is seen as the language of power and prestige. As Guerini (2008)
has said “English has been assigned a higher prestige and is perceived as the only language
worth being literate in or even the sole language worth investing into the detriment of local

languages and vernaculars. As a result of what pertains in education in terms of language use,
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the study of indigenous language is often not endorsed”. This negative attitude makes some
Ghanaian parents prefer English to the local languages making the latter unfavourable for use

in a formal setting.

Nonetheless, the benefits one derives from learning in his or her mother tongue are enormous.
For instance, Rutu Foundation (2020) outlines many benefits that are associated with mother
tongue education. These include the building of self-confidence in children, enhances the better
understanding, active participation in lessons, and increased parents’ involvement in their

child’s education.

The same is buttressed by a study conducted by UNESCO (1953) which suggests that “mother
tongue is very essential for learning and self-expression”. It is also the fundamentals of thought
(Diaz & Perez, 2015), and “one of the basic principles of education are that learning should
proceed from the known to the unknown, learners’ fore knowledge is best expressed through
their mother tongue”. Cook (2001), corroborates the above and notes that studies on cognitive
processing show that even matured L2 learners are less effective in learning from the second
language than from the first language (L1). Hence, it remains relevant even when a second
language has been learned. Similarly, “mother tongue-based bi/multilingual” education
programmes around the world have proven to increase academic achievement (Pinnock &
Vijayakumar, 2009). It is also said to have enhanced cognitive development of critical thinking
skills, increased learning, improved learning outcomes, and reduced chances of repetition and
dropping out of school (United Nations, 2016). It builds a sense of confidence, self-esteem,
motivation, initiative, and creativity (Benson, 2004; Njoroge & Gathigia, 2011) and it
facilitates the learning of additional languages (Ball, 2010). They explain that “these are
possible because proficiency in the language of instruction enhances active participation in the

learning process. Studying the mother tongue, as a subject, enables students to better learn their
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native cultural heritage since cultures are preserved and transmitted through the language
spoken by each community”. However, the study reveals that some parents both native
speakers and non- native speakers prefer English as a medium of instruction to the dominant
L1. The data also reveal that some parents speak English with their wards at home to the

detriment of their mother tongue.

One respondent says:

| speak English with my child at home and therefore, | will like my
child to be taught in the English language”

Another also opines that:

I have been speaking the L1 with my wards at home so there is no

need for them to be instructed in LI...... speaking English will

afford my wards a privileged place in society..................
It is rather best for the child to learn in his/her L1 first before learning the L2. Yeung, Mashi &
Sulliman (2000) explain that “the child who is competent in a home language and regularly
uses that language other than English may over time reap some important educational
advantages. The child who does not have proficiency in a home language, however, is in a
precarious position and again, if a learner’s first language is not established, there will not be
positive effects of home language on second language acquisition”. Therefore, it is erroneous
to say that, speaking the L1 with the child at home is enough and for that matter, should not be
used as the medium of instruction. The merits of instructing in the child’s L1 at the early stages
far out weight teaching in the L2. Also, the quality of one’s education places him/her better in

society and speaking English.
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4.6.2. Parents’ preference of English as a medium of instruction

One major factor that is affecting the smooth implementation of the language policy is the
attitude of parents. During the interview, the study brings to light that, most parents do not
like the idea of their wards being instructed in the dominant language as ascribed in the
language in education policy. Even though, researches have shown the importance of the
mother tongue in learning the English language, it appears most parents did not like the
dominant L1 as a medium of instruction. They prefer that their wards are instructed in the

English language to Dangme. According to one of the respondents:

I speak English with my child at home and therefore will like my child
to be taught in the English language”

Another respondent puts it in a different view but the conclusion is similar to the above:

I have been speaking the L1 with my wards at home so there is no
need for them to be instructed in LI ...... “speaking English will
afford my wards a privileged place in society because | do not want
them to end up like me.

This belief is not different from the findings of Alexander (2000), who says that it is an

“indisputable fact that in the postcolonial situation, the building of linguistic hierarchy into the

colonial system leads to knowledge of the conqueror's language becoming a vital component

of the cultural capital of the neo-colonial elite. It is and remains their knowledge of English

and/or French [for example] that sets them apart from the vast majority of their African

compatriots and which keeps them and their offspring in the privileged middle and upper

classes”. In addition, another interviewee indicates:

Teaching my ward in the English language will enable him to
perform better in his exams since all the exams are written in
English except Dangme.”
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This assertion is in line with the findings of Dako and Quarcoo (2017), who assert that parents
believed that when their children are exposed early to English at home, their performance in
school will greatly increase. Even the rationale for the JHS syllabus of the Ministry of

Education, CRDD (2012) states:

“...success in education at all levels depends, to a very large extent, on the individual ’s

proficiency in the English language .

The English language is preferred in education and it is used to determine the academic
progression of a student. That is, progression from Senior High School to the tertiary level and
indeed to all other higher levels of education is determined by a credit pass in English

Language.

This has also positively heightened parents’ attitudes towards the English Language as a
language that makes people successful in life. And those who cannot speak English are
classified in society as ‘black bottles’ (uneducated). Owu-Ewie and Edu-Buandoh, (2014)
lament that “English has been assigned a higher prestige and is perceived as the only language
worth being literate in or even the sole language worth investing into the detriment of the local
language. This perception makes the indigenous languages unsuitable for use in official
domains. To the extent that, people teaching and learning Ghanaian Languages in our various
institutions are mocked by their colleagues™. These attitudes further degrade and drag in the

mud the value of the indigenous languages.

Again, the study shows that parents who cannot speak the English language see it as an honour

when their wards speak English. Another interviewee intimates:
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I cannot speak the English language because | did not go to school,
so | want my ward to learn how to speak the English language.

As far as another interviewee is concerned:

I was duped by a fraudster because of my inability to understand
the English language, so | want my wards to learn English to
interpret things for me in English. Besides, whenever | want to write
a letter or send a message to someone, | have to contact someone
else. I am not comfortable with this idea. | would have been Ok if
my ward is doing that for me. Therefore, | prefer my ward to be
taught in English to learn how to speak and write it.
It is obvious from the above submissions that, one’s attitude towards a particular
language or languages may stern from how favourable or unfavourable that
language is to the speaker or the language community. English seems to be
favoured more than the Ghanaian language(s). This is partly due to most
parents’ lack of understanding of the link between instructing their wards in the
L1 and its importance in children’s learning of the English Language. As it is
stated early on, intensive education on the language in education policy to
parents and the modification of the policy to suit the multilingual situations in
the schools will help salvage these negative attitudes. Again, it is vital for
language policy makers and planners to consider parents’ language attitudes and

choices when making policies to represent the choices and the needs of the

people and not for one’s personal or political gains.

4.6.3 Parent’s awareness of the relevance of the language policy

Intriguingly, some parents are not aware of the language their wards are instructed in. They are

not also aware of the details of the language in education policy. The level of parents’ attitudes
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towards the relevance of the language policy is largely premised on the level of their knowledge
of the language policy. The research reveals during the interview and the observation that,
although, the language policy has been in the education system for many years, some parents
are not aware of it and to others, the concept means different things. Therefore, whatever
language is used as the medium of instruction for their wards in the schools is deemed as being
directed by the government. The findings indicate that most parents are not aware of what the
language — in - education policy entails and its relevance in the learning of even the English
language. As a result, they do not have any interest in seeing their wards being instructed in

the L1. According to one interviewee:

I do not know that there is a policy of such in the schools”.

Again, the findings reveal that most of the parents who are not aware of the policy are not
educated. Even those who are aware of the policy do not see the impact of the L1 on the success
of their wards’ careers. Therefore, they have a high interest in their wards learning the English

language rather than the L1. For instance, one respondent says:

We were told at the PTA meeting but considering what | went

through, | prefer my ward to be instructed in English to learn the

English language at a fast pace.”
It is observed that parents who give such reasons, according to the findings of Belhiah & Elhami
(2015) believe that “the language acquisition process is hinged on meaningful communication
and interaction contexts. That is, when English is used as a medium of instruction rather than
the L1, students have the opportunity to apply and use the language on daily basis with their
teachers and their colleagues in a wide range of communicative situations and contexts”. These

are negative perceptions towards the language in education policy by parents.
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On the other hand, some parents are aware of the language policy but indicate that they have
been speaking English with their wards at home and therefore, the school must also teach their

wards in English. According to this interviewee

Even though | am aware of the policy, I prefer my ward to be taught
in English since that is the official language. Besides, | have been
speaking English with my ward at home hence, it will be easy for
him to learn in English”

This shows that some parents prefer their wards to be taught in English because they speak
English with them at home and the same should be done at school. This aligns with Seligson
(1997), who is of the view that “when English only is used in the classroom for instruction, it
exposes students to the L2. By using English, most or all of the time in class, you give students
vital listening practice, and the opportunity to respond naturally to speak English”. Some
parents are oblivious to the fact that teaching children using the L1 at an early age is more

beneficial than being taught in English.

4.7 The Influence of the Parents’ Attitudes on the Pupils’ Choice of Medium of
Instruction.

The findings show that parents’ choice of a particular language determines the choice of
language of instruction preferred by their wards too. During the interview, those pupils whose
parents prefer English as the language of instruction also preferred English and adduced the
same reasons their parents gave for their choices and vice versa holds same. For instance, one
respondent says:

He preferred English to the L1 because the child’s ability to speak good

English would enable him or her to secure a good job in the future.

The same reason is advanced by his ward when interviewed. This clearly shows
that the attitude of parents about the medium of instruction affects the pupils’

choice of the medium of instruction.
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I speak Dangme and | would like my ward to understand my language
better before learning any other language”
Another one also says:
My ward does not understand the Dangme because we speak Ewe
at home. So, she has no choice but to learn English. I would not be

comfortable knowing that my ward is learning in a language that he
is not comfortable with.

Hungarian researchers make inquiries into the way the family influences learning of the mother
tongue in school. The research reveals that “it is the family who decided when and what
language a child starts learning with. This provides the possibilities for children to start learning
or be surrounded by foreign languages at early ages”. “Parents are major decision-makers, and
thus their views and opinions shape the learner in giving directions and also influencing their
attitudes towards the languages they learn” (Kormos & Csizér 2005, Bartram 2006). This is in
congruence with the assertion of Webb (1992) “speakers of African languages claim that their
languages are not taking them anywhere, they even go to an extent of saying that learning them
in schools is not important”. They also argue that their languages have no value in public life
especially the fact that they will not help them get the jobs they want.

It must be noted that such attitudes can affect the confidence of the pupils towards L1 and
finally, leads to the degeneration of the L1. Hence, the language policy would be ineffective at
the implementation level. Gumede (1996) states that “negative attitudes surrounding the
African languages are doing more harm than good to our languages. If learners do not want to
learn their languages, the next generation will have no culture to identify themselves with”.
This helps the study to emphasize the importance of language as the source of identity and

cultural heritage.
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4.8 Challenges Facing the Language Policy as envisaged in the study

It was observed during the study that; the language policy is fraught with some inherent
challenges that are militating against the success of its implementation. Poor implementation
is one of the first challenges facing language policy. The implementers fail to pay the needed
attention to the multilingual nature of Ghanaian classrooms. Secondly, there are not enough

trained teachers in the L1 to implement the policy.

Another herculean challenge is the parent’s attitude toward the policy. While some parents
appreciate the idea of L1 as the medium of instruction, many parents are against the policy.
Most parents who can speak English virtually speak English with their wards at home and will
not want their wards to learn in any other language. Parents who cannot control what medium
of instruction is used in teaching their wards openly confess that they will not hesitate to remove
their wards from such schools to different schools.

Again, another barrier militating against the policy is that some schools disregard the language
policy. In some schools, speaking L1 is prohibited. This has affected the pupils’ participation
in class. This is in line with the findings of a study done in some schools in Nigeria, “English
is used as a medium of instruction contrary to the language in education policy that states that
the national languages — dominant mother tongues — should be used as the medium of
instruction for primary education” (Alemu & Abebayehu, 2011). The above revelation is
corroborated by Dearden (2014), who posits that “English as a medium of instruction is more
frequently used by the private sector of education than the public sector”. However, this
research shows that the practice of English only is gradually creeping into the public systems.
It is also observed that even those teachers who are speakers of the L1 refused to teach the

pupils in the L1 with the excuse of helping the non-Dangme speakers.
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Poor supervision by policy formulators has contributed to the poor implementation of the
policy; for the period this research has been carried out, no supervisor has been seen ensuring
that teachers adhere to the guideline of the language policy.

4.9 Effective implementation of the language policy

It is observed in the research that, the language in education policy would not achieve any
impact if effective implementing steps are not taken. To this end, there must be a conscious
effort to ensure that pupils are rigorously taken through the L1 rudiments that will help them
in the learning process. This is summarized in Desai’s (2012) findings that, to undertake mother
tongue education successfully, teachers must observe the following: “Firstly, pupils at schools
are not ready to switch to the English Language as a medium at the beginning of Grade 4.
Secondly, pupils need to develop their cognitive academic language proficiency in their
community so that they can use their mother tongue for learning. For this to happen, pupils
need to be exposed to academic texts in their mother tongue. Thirdly, pupils need to be exposed
to regular engagement in both their mother tongue and English. Reading involves much more
than decoding. Fourthly, pupils need frequent and regular opportunities to write various kinds
of texts to develop their productive skills in both their mother tongue and English”.

Again, it is observed that translanguaging and bilingualism play a significant role during the
lesson delivered by teachers. In classes where there are minority speakers, the teachers can mix
switches to help those students who cannot speak the L1.

Williams (1994) posits that “Trans-languaging pedagogy is an important means of reaching out
to language minority pupils, as it helps to develop their linguistic strengths. In this situation,
both trans-languaging and bilingualism have much influence on classroom interactions as a
medium of instruction and it brings maximum benefits to the learner. The different languages
used by the teachers create a liberal linguistic environment in the classroom which helps pupils

to access tuition through the language they are more comfortable with”.
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4.10 Chapter Summary

This chapter looks at the presentation, analysis, and discussion of the results of the research.
Tables and charts are used in the presentation and analysis of the data obtained. The data
analysis seeks to answer the language policies adopted by teachers and the attitude of parents
towards language policies in operation in the classrooms. First and foremost, the study shows
that there is the presence of minority speakers such as Ga, Twi, and Ewe in the classrooms.
The study also reveals that the language in education policy is not well implemented in most
schools. This is because there is the existence of minority speakers (pupils) in the classroom
and therefore, adhering strictly to the policy will disadvantage some pupils in the class. Due
to this situation, teachers rely on other languages to ensure everybody benefits from the
lesson — the concept of translanguaging — a pedagogical practice where more than one
language is used in teaching and learning to enhance better understanding. Aside from this, a
study has revealed that even though, the language in education policy has advocated for the
use of the dominant L1 in the school for lesson delivery, both categories of teachers — those
who understand Dangme and those who do not — use English in their teaching and
occasionally, rely on other languages - Dangme, Ga, and Twi to support the minority
language speakers. Again, it is clear from the submission that, most parents are not privy to
the details of the language in education policy, and the practices in the classrooms. They also
do not understand the link between the instruction of their wards in the L1 and the crucial
role it plays in the child’s learning of the English Language. However, most parents prefer
English as a medium of instruction for their wards with the reason that they will earn better

jobs in the future.
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To conclude, the language in education policy must be modified to address the linguistic
diversity in schools. Secondly, teachers’ language background needs to be looked at before
assigning them to lower classes. Lastly, teachers must be equipped with the skills in

translanguaging strategies to enhance effective teaching and learning.
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CHAPTER FIVE

SUMMARY, CONCLUSION, AND RECOMMENDATION

5.0 Introduction

The study comprises the summary of the entire research, and the conclusion which is drawn
from the findings of the study. It concludes a recommendation to policymakers concerning
language policy in education, teachers, and suggestion for further studies.

5.1 Summary of the findings

The study seeks to focus on language in education policy, practiced language policies in
Ghanaian classrooms, and attitudes of parents towards what is practiced at the lower primary
schools.

Data is collected from three public schools and the analysis of the data brings to light some
findings which are prevalent in all the participating schools.
These findings include:

» Some pupils cannot speak the dominant language of the locality (minority
language/dialect speakers). Such minority languages are Ewe, Akan (Twi), Ga, and
Hausa.

e Some teachers could not speak the dominant L1 (Dangme) — the main specified medium
of instruction and therefore resort to English as the medium of instruction in violation
of the policy on the medium of instruction of the lower primary.

e The study also reveals that some parents prefer the use of English as a medium of
instruction to the dominant L1 (Dangme).

e Some parents are not aware of the language practices vis - a- vis the language in
education policy and what it entails.

e There is in some cases the concurrent use of English, Dangme, and another minority

language in lesson delivery — the application of the concept of translanguaging.
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e The study also reveals that English has become the common ground for both teachers
who did not understand the Dangme (L1) and the pupils who do not also understand
the L1. Hence some teachers teach using more English than Dangme.

e The interview conducted for both pupils and parents indicates a high preference for
English rather than the dominant L1 (Dangme). The reason is that, it will guarantee
them better employment and be well placed in society.

5.2 Conclusion

The findings collated in the three schools point to the fact that the language policy at the
implementation level is a fiasco. That is, teachers, go contrary to what is stipulated in the
language in education policy.

The findings indicate that some teachers use English in their lessons rather that the L1
(Dangme, and sometimes, Ga and Twi.) This is a result of some teachers inability to speak the
L1 and as a matter of fact, they have no choice but to use the languages available to them in
their lessons irrespective of the problem it may pose to the learners. Furthermore, in a situation
where the teacher can speak the L1 (Dangme) the minority speakers in the classroom are
somewhat left out. As the teacher occasionally speaks English to help them understand the
lesson but more often than not, it does not help them and vice versa. To this end, Ghana
Education Service has to ensure that teachers in the lower primary are implementing the policy
to the latter. This could be done through adequate supervision, monitoring, and continuous
organisation of language workshops and in-service training.

Also, the attitudes of parents towards the practiced language policy are worrying. Most parents
are not bothered about the languages their wards are instructed in. Even though, they have their
preferences nobody questioned what is going on in the classroom. These attitudes of parents

from the findings emanate from their lack of knowledge of the relevance of the language in
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education policy in general hence, the need to provide adequate education to the parents to help
them understand the policy thereby supporting its implementation.

Again, the concept of translanguaging is gaining ground in schools. It is becoming a common
practice in the classroom. Therefore, it would be prudent if teachers are equipped with the
requisite skills and knowledge in translanguaging as a pedagogical practice in the lower
primaries.

Finally, the observation made revealed that teacher deployment is not scrutinized based on the
language in education policy hence, making the implementation of the policy difficult. This
situation could easily be resolved if teacher deployment is linked to the language background
of the teacher.

5.3  Recommendation for policymakers and Ghana Education Service

e The study is vital to teachers, GES, and policymakers in education, in that, the
findings have shown that what is practiced in the classroom is contrary to what is
enshrined in the language in education policy.

e The study showed that Ghanaian classrooms are multilingual in nature and language
differences and language barriers have posed a lot of challenges in the implementation
of the language policy in education. As a result, the researcher recommends that; the
L1 of teachers posted to the lower primary must be considered. This will ensure that
teachers posted to basic schools can use the dominant L1 in their lesson delivery as
specified in the language in education policy.

e Furthermore, educational policy planners should take a second look at language in
education policy. It should be flexible to address the multilingual situations in the
classrooms. That is, teachers at the lower primary should be allowed to rely on more

than one language in the lesson delivery. This will enhance proper understanding as
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every student both the majority and the minority speakers in the classroom are taken
care of.

e Again, translanguaging as a pedagogical approach should be encouraged in a
multilingual classroom, especially, in lower primary schools. Translanguaging is an
important educational practice where teachers integrate and alternate languages
available in the classrooms for the merits of all students, especially, at the lower
primary. With this approach, students can utilize their languages in a manner that
serves the repertoire of their linguistic background.

e Inaddition, it is worth recommending that parents must take a keen interest in the
practices that go on in the classrooms regarding the medium of instruction in lesson
delivery.

e Also, the findings identify in the study will create awareness among teachers as
implementers of the language policy, GES, parents, and policymakers in education.

e Finally, the nine recognised Ghanaian languages should be made compulsory at all

colleges of education.

5.4  Suggestion for further studies

The study is done in only three selected public schools at Ningo in the Ningo Prampram District
of the Greater Accra Region. And considering its small sample size, it cannot be generalized.
Hence, the researcher recommends that wider research should be undertaken concerning the
language in education policy, what is practiced as well as parents' concerns about the practices
in the classrooms. Based on this, | suggest that:

1. A similar study should be done in all sixteen Regions in Ghana to bring out the actual

picture on the ground. With this, more authentic generalizations and conclusions can
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be made concerning the language in education policy, practices, and attitudes of
Ghanaian parents.

. A study should be done on the use of the L1 and the L2 to bring to the fore which
language is preferred by pupils as well as the performance of pupils.

. A study should be done on the attitudes of parents, teachers, and pupils regarding the

language policy, and the practices in the classrooms.

. A study should be conducted on whether the learning of the Ghanaian language is
compulsory for colleges of education in Ghana in Cognizance of the language in

education policy.

. The research should be replicated using quantitative research with a larger sample size.
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APPENDICES

INTERVIEW GUIDE
A. TEACHERS
1. What is your mother tongue?
2. What is the dominant L1 spoken in this community?
3. Do you speak the dominant L1 spoken in this community?
4. What is your educational background?
5. What language do you use to teach your pupils?
6. Do you have pupils who do not understand the dominant L1 spoken in this community?
7. How do you support them (the minority language speakers) during lesson delivery?
8. What do you know about the instructional language policy at the lower primary level?
9. Do you go by the policy when teaching your pupils?
10. Do you use English as a medium of instruction at any point in your teaching?
11. Why do you use or not use English?
12. Are you satisfied with your pupils’ performance per the language of instruction that
you use?

13. Do you have anything else to tell the researcher?

Thank you
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8.

9.

INTERVIEW GUIDE

. PUPILS

What is your mother tongue?

What is the dominant L1 spoken in this community?

Do you understand the dominant L1 spoken in this community?
What language does your teacher use to teach you?

What language do you want your teacher to use to teach you?
Does your teacher use English to teach you sometimes?

Why does he use or not use English?

Do you understand him when he uses English?

What language do you use to ask questions in class?

10. What language does your teacher use to explain things to you?

11. Do you have any questions for the researcher?

Thank you
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10.

11.

12.

14.

15.

PARENTS
What is your mother tongue?
What is the dominant L1 spoken in this community?
Do you speak the dominant L1 spoken in this community?

What language do you speak at home with your Ward?

What is your educational background?

Are you aware or not of the language the teacher use in teaching your ward?

What language do you prefer for your ward to be instructed in?

Why do you prefer that language (your choice) to be used as a medium of instruction?
What will you say about the language policy in education?

Do you think your ward's teacher is going by the policy or not?

Do you think something should be done about the policy?
What do you think should be done?

Are you satisfied with your child’s performance per the language of instruction that
your Ward’s teacher use?

Do you have any suggestions to make?

Thank you.
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PERMISSION LETTER

Box 111
Ada- Foah
10" January, 2020.

Dear Sir/Madam,

PERMISSION TO COLLECT DATA IN YOUR SCHOOL.

| write to seek your permission to undertake a data collection exercise in your school
from  January 11" 2021 to 6™ February 2021 as part of a research project.

| am a Mphil student of English at the University of Ghana. | am researching the
topic:

Language in education policy, practice, and attitude in Ghanaian classrooms:
a case study of three selected schools in the Ningo-Prampram district.

I would be grateful if you could permit me to collect my data in the lower primary
classrooms. This will involve interviewing some pupils and parents. | would observe
and record all classroom lesson delivery. All activities and materials will be kept
confidential and no participant will be identified by name in the thesis.

I hope my permission would be granted.

Thank you.

Yours faithfully,

Christiana Anim.
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CONSENT FORM

MPHIL RESEARCH PARTICIPATION

This research is to study Language in education policy, practice, and attitude in

Ghanaian classrooms. It is designed for a master's thesis research conducted by

Christiana Anim in fulfillment of the requirements for a Master of Philosophy degree

in English at the University of Ghana, Legon. | consent that:

I will take part in this academic exercise.

During interviews, | may choose not to answer any question(s) that make(s)
me uncomfortable.

I may also choose to withdraw from the study at any time.

Notes and audio recordings will be kept confidential and will be available
only to the researcher and the individual participants will not be identified by
name in the thesis.

I have carefully read the content of this form, understood it, and personally
signed it.

Questions or concerns regarding participation in this research should be directed to

the researcher at christianatsiri@gmail.com

Name of the participant.

Please, return this form unsigned if you are not willing to participate in this study.
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Researcher.

UNIVERSITY OF GHANA

Official Use Only

-
-
-

Protocol number

Ethics Committee for Humanities (ECH)

PROTOCOL CONSENT FORM

Section A- BACKGROUND INFORMATION

Title of Study: Language in — Education Policy, Practise and Attitude in Ghanaian classrooms:

a case study of three selected schools in the Ningo Prampram District.

Principal

Investigator:

Certified Protocol

Number
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Section B—-CONSENT TO PARTICIPATE IN RESEARCH

General Information about Research

To investigate the language policy and the practices in the classrooms and the attitudes
of parents to the practiced language policy.

10 minutes will be spent with each participant for an interview and twenty minutes for
classroom audio recording. (35 minutes in all)
Participants will be recorded (audio) and interviewed

Benefits/Risks of the study

Participants may feel comfortable with the recording because it will be an audio
recording. Therefore, participants may not be tense.

Ten cedis airtime will be given to participants to appreciate their time and willingness
to participate in the data collection process.

To protect the participants’ identity, they will be recorded in an enclosed environment
within the school. Participants who feel uncomfortable with the process will be
excluded as a way of protecting his/her right to participate in the process.

Confidentiality

None of the names of the participants will be mentioned in the analysis of data. Pseudo-
names will be given to the participants.

Recorded data will solely be available to the researcher’s supervisors including other
academic communities if so requires.

Compensation

Participants will be compensated with airtime, a notepad, erasers, and pencils.
Each participant will be compensated with ten Cedis airtime for their time and
willingness to participate in the data collection process.
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e Each participant will receive the package immediately after he/she is done with the

interview session.

Withdrawal from Study

e No participants will be compelled to part take in data collection if he or she is not
interested.

e Participants have the free will to discontinue the data collection procedure at any time
special when they feel uncomfortable with the process.

e After data collection, participants have 3 weeks to withdraw from the study.

e |f a participant falls sick and he/she is not willing to partake in the study or he/she feels
is no longer interested in the study, his/her participation will be terminated

If you have any questions about your rights as a research participant in this study you may
contact the Administrator of the Ethics Committee for Humanities, ISSER, the University of

Ghana at ech@ug.edu.gh or 00233- 303-933-866.
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Section C-PARTICIPANT AGREEMENT

"I have read or have had someone read all of the above, asked questions, received answers
regarding participation in this study, and am willing to give consent for me, my child/ward to
participate in this study. | will not have waived any of my rights by signing this consent form.

Upon signing this consent form, | will receive a copy for my records."

Name of Participant

Signature or mark of Participant Date

If the participant cannot read and or understand the form themselves, a witness must sign here:
| was present while the benefits, risks, and procedures were read to the volunteer. All

guestions were answered and the volunteer has agreed to take part in the research.

Name of witness

Signature of witness / Mark Date
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| certify that the nature and purpose, the potential benefits, and possible risks associated with

participating in this research have been explained to the above individual.

Name of Person who Obtained Consent

Signature of Person Who Obtained Consent Date
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