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ABSTRACT 

 

This research assesses how the choice of a particular medium of instruction supports 

Primary Class Three (P.3) pupils’ academic performance in literacy. The need for this 

research has been occasioned by the inconsistencies that exist in Ghana’s language-

in-education policy. The current language-in-education policy allows for only the 

dominant language of the community, in which a school is situated, to be used as 

medium of instruction, even when pupils speak different languages in one P.3 

classroom. The research adopts a mixed methodology approach and uses purposive 

sampling technique to select a total sample of 317 participants. This number comprises 

pupils, teachers, parents and other stakeholders in education from 8 schools within 3 

municipalities in the Greater Accra region of Ghana. Five (5) of the schools use English 

medium of instruction and three (3) schools use Ghanaian language or mother-tongue. 

Data collection tools for the research are interviews, participant’s observations, video 

recordings and diagnostic tests. The main finding, based on the test results of the 

research, establishes that when mother-tongue and English are compared as mediums 

of instruction from Kindergarten One (KG1) up to P. 3, there is no significant difference 

pupils’ academic results in literacy. In view of this, the research advocates for further 

debate on other factors that support pupils academic performance in literacy, in addition 

to mother-tongue and English medium of instruction in lower primary schools. 

KEYWORDS: medium of instruction, mother-tongue, Mother-tongue Education, 

language acquisition, language learning and literacy 
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CHAPTER ONE 

BACKGROUND OF STUDY 

 

1.1 Introduction 

This chapter begins with background information which highlights the language 

situation in Ghana, and includes the rationale for the research. The chapter further 

discusses the theoretical framework, reviews the literature and the research 

methodology. The chapter closes with the structure of the ensuing chapters of the 

thesis.  

 

1.2 Languages in Ghana 

English is the official language in Ghana. It is a language inherited from the British 

who last colonised the country. Apart from English, there are between 65 – 80 other 

languages and dialects spoken across the 10 regions of Ghana (Bodomo & 

Anderson, 2009; Lewis et al., 2016). Dialect, according to Trughill, (1992) is a variety 

of language, with all the structure, sound patterns, and meaning regularities of any 

other language variety. For the purposes of this research, dialects are language 

varieties which are mutually intelligible. 

The map on page 2 highlights these languages and dialects spoken across the 

country.    

 

Akan, with its variants – Asante Twi, Akuapem Twi and Fante, has the highest 

number of speakers, and is spoken in the Ashanti, Eastern, Brong Ahafo, Central, 

Western and Volta regions of Ghana. The second most widely spoken language, 

Ewe, is dominant in the Volta and Eastern regions. The languages spoken in the 

Greater Accra region are Ga and Ga Dangme. In the Northern region, Dagbane, and 

Gonja are the languages spoken in addition to Hausa, a regional language spoken 

across West Africa. The main languages spoken in the Upper East and the Upper 

West regions are Kasem and Gurunne. The Western region has speakers of Nzema 

and Ahanta languages. Based on the regional language distribution of the country, 

the Ministry of Education in Ghana has selected and approved 11 languages for use 



 

2 

 

as Medium of Instruction (MoI) in all lower primary schools across the country. These 

languages are: Asante Twi, Akuapem Twi, Fante, Ewe, Ga, Dangme, Gonja, Kasem, 

Nzema, Dagbane and Dagaree (Ministry of Education, 2007).  

Figure 1:  Language map of Ghana 

 

Source: Lewis et al., (2016)  

The issue of what language of instruction to use in early childhood education and its 

effect on pupils’ academic performance, especially in literacy, is unresolved. In other 

parts of the world such as India and Indonesia and in other African countries – 
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Kenya, South Africa and Cameroon – several attempts have been made and are still 

being made to find a lasting solution to this problem. Literacy, according to many 

research findings, is vital for any learning endeavour.  Arkorful (2013) aptly asserts 

that: 

“If formal education is to ensure that children build the necessary 

knowledge and skills needed to be productive, then surely, it must be 

delivered in a medium that children and teachers can use in building 

that knowledge. (p.38)”  

 

Literacy in a child’s early life promotes cognitive development, and achievement of 

literacy and learning goals. There is enough documented evidence which proves 

that children perform better in school if they are taught in a language they are familiar 

with (Cummins, 2001). In support, Pinnock & Vijayakumar, (2009) state that:  

 

“The language used to deliver the school curriculum pulls down the 

educational performance of many of those who do not use it at home, 

particularly those who do not have regular access to it outside school 

(p. 8)”.  

 Bamgbose (2011a) adds that if children are taught in a mother-tongue that they 

understand, then transition to a second language, in this case, English becomes 

successful. In another related study, Walter & Chuo, (2012) from their findings note 

that three years of mother-tongue instruction is not adequate enough for an on-going 

academic success in an English MoI context. Ghana’s language-in-education policy 

which has been fluctuating between an English medium and  mother-tongue medium 

of instruction since 1925 has operated with the three years Early Exit Model.  

 

The core objective in Ghana’s lower primary curriculum, as stated by the Ministry of 

Education, Ghana, is to equip pupils with literacy skills that will improve their learning 

abilities, and serve as a springboard for further academic pursuits (Ministry of 

Education, Ghana, 2007). The implication of this is that by P.3, pupils will be 

functionally literate in both English and a Ghanaian language, which is considered 

in this context as literacy. As part of the measures to achieve this objective, several 

changes and educational interventions have taken place during the post-
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independence era in Ghana. Some of these notable changes and interventions 

include the Educational Acceleration Programme, 1951; The Dzobo Educational 

Review 1974;  the Kwapong Educational Review Committee, 1986; The Break 

Through to Literacy, and Bridge to English (BTL/BTE) in 2004. In 2006, the National 

Literacy Acceleration Programme (NALAP), another educational intervention, was 

established by the Ministry of Education to promote mother-tongue medium of 

instruction programme for lower primary schools all over the country (Leherr, 2009). 

 

Other specific studies in Ghana, on literacy instruction, placed much importance on 

its relevance at the lower primary school (Casely-Hayford & Ghartey, 2007; Hartwell, 

2012). Even with these concerns and interventions, the Baseline Assessment 

Report on the implementation of the NALAP. Leherr ( 2009), confirmed that: “Ghana 

is currently facing a national literacy and numeracy crisis (p.2)”.  

 

The Ministry of Education’s (2015) statistics on primary enrolment shows that there 

is a total number of 14, 405 primary schools across the country. On the average, a 

Ghanaian P.1 – P.3 classroom holds between 35 – 70 pupils. With the linguistic 

diversity of most communities in Ghana, an urban lower primary classroom on the 

average can have pupils who speak between 3 – 5 languages. As stated earlier, one 

classroom can have a language composition of between 5 – 13 different languages 

(Ansre, 2012). As explained earlier, some of these languages are mutually 

intelligible (ref. 1.2). The language-in-education policy permits the teacher to use 

only the dominant language of the community, but the diversity of languages found 

in the communities which may be present in the classrooms defeats the purpose of 

the policy. Similarly, the teaching and learning materials for a particular region are 

only in the dominant language of the area. The result is that more than a third of the 

pupils’ languages in  Kindergarten One (KG1) – P.3 classrooms are excluded from 

the government approved languages to be used as mediums of instruction (Ansre, 

2012). 
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Lessons for primary school curriculum cover a duration 45 minutes each for both 

English language as a subject, and Ghanaian language as a subject (Ministry of 

Education’s (2007). Through the National Literacy Acceleration Programme 

(NALAP) initiative, the Ghanaian language and the English language periods in KG1 

– P.3 have been merged into one literacy period of 90 minutes per lesson. During 

this Literacy period, the teacher in KG1 – P.3 is expected to teach in both a Ghanaian 

language and English. This 90-minute Literacy period is divided unequally between 

the Ghanaian language and English, with the English component increasing at each 

higher level, while the Ghanaian language component decreases until the literacy 

period is evenly distributed between the two languages at P.3 as indicated below.  

 

Table 1: Distribution of Language and Literacy Periods 

Class Ghanaian language English 

KG1 80 mins. 10 mins. 

KG2 70 mins 20 mins. 

P1 60 mins. 30 mins. 

P2 50 mins. 40 mins. 

P3. 45 mins. 45 mins. 

 (Ministry of Education, Ghana, 2012) 

According to this table, the new directives by the Ministry of Education in 2012 

expects that by the time the pupils finish P.3 and are ready to move on to P4, they 

would have attained an equal level of literacy in both a Ghanaian language and 

English. 

 

Against this background, this research seeks to find out if the objectives of the 

language-in-education policy – equal literacy rates in both the Ghanaian language 

and English by the end of P.3 – are met before pupils’ transition into Primary Four 

(P.4). 
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1.2 Problem Statement 

As stated earlier, Ghana’s language-in-education policy has fluctuated over the 

years. The most current Government White Paper on the language-in-education 

policy at the lower primary school level, states amongst others the following: 

 

1. The children’s first or home language (L1) and Ghana’s official language, 

English, (L2) should be used as the medium of instruction from KG1 – P.3.   

2. Where teachers and learning materials are available, and the linguistic 

composition of classes is fairly uniform, the children’s first or home language (L1) 

must be used as the dominant medium of instruction from KG1 – P.3 (Ministry of 

Education, 2007). 

 

From the above explanations, the research seeks to investigate the following 

problems: 

i. There is a mismatch or a gap between the language-in-education policy 

statement and the actual practice in the classroom because the policy as it stands 

is very flexible in nature, allowing for different interpretations and applications. As a 

result, teachers’ implementation of the policy in the classroom is not uniform. So, 

teachers choose any medium of instruction they find convenient. 

ii. The policy, as it stands, has failed to specifically address the issue of 

language diversity in the KG1 – P3. multilingual classrooms. As such, there is an 

experimental “one size fits all” approach in the choice of the medium of instruction 

in lower primary classrooms. Most P.3 pupils do not speak at all, or speak fluently,   

the dominant local language of the community. These pupils therefore have to learn 

the dominant language, as a second language in addition to English. 

iii. The language-in-education policy has not clearly defined a “dominant 

language” since more than one dominant language is now spoken in most of the 

communities within the Greater Accra region of Ghana.  

iv. Pupils’ academic requirement in literacy in P.3 is not adequately supported.  

Based on these problems, the objectives stated below were developed for the 

research. 
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1.3 The Objectives of the Study 

The main objective of this research is to assess how the choice of a particular  

medium of instruction supports pupils’ academic performance in literacy in P.3 

classrooms. From this, the following sub-objectives are developed. 

i. To affirm the extent to which the use of English as medium of instruction    

 supports P.3 pupils’ academic performance in literacy; 

ii. To verify whether or not the use of mother-tongue as medium of instruction 

supports P.3 pupils’ academic performance in literacy; 

iii. To examine how teacher initiated code-switching supports P.3 pupils’ 

academic performance in literacy. 

v. To ascertain the challenges that P.3 teachers face in the choice of a particular 

 language as medium of instruction. 

vi. To compare P.3 pupils’ academic performance in English and mother-tongue. 

 

1.4 Research Questions 

From the above stated objectives, the research attempts to answer the following 

research questions: 

i. To what extent does the use of English as medium of instruction support

 P.3 pupils’ academic performance in literacy? 

ii. Does the use of mother-tongue as medium of instruction support P.3 pupils’ 

academic performance in literacy? 

iii. Does teacher initiated code-switching support P.3 pupils’ academic 

performance in literacy? 

iv. What challenges do P.3 teachers face in the choice of a particular language 

as a medium of instruction? 

v. Is there any significant difference in P.3 pupils’ academic performance when 

English language and mother-tongue are used as mediums of instruction? 
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1.5 The Relevance of the Study 

It is the vision of policy makers and the Ghana Education service to provide quality 

education for all pupils at the basic level. Thus, the findings of the research will: 

i. Collate information on the effect of the current language-in-education policy 

in terms of how the choice of language as the medium of instruction affects pupils’ 

academic performance in literacy at the lower primary school level; 

ii.  Outline the main issues and challenges affecting the smooth implementation 

of the language policy;  

iii. Inform teachers, parents, policy makers and other stakeholders in education 

to make changes that will reflect issues concerning performance levels of P.3 pupils 

in literacy, and support the pupils’ preparedness to effectively transition into an 

English medium of instruction in P.4.  

 

1.6 Assumptions 

The study is based on the following assumptions: 

i.   The use of a familiar language as medium of instruction 

The first assumption is that when pupils are taught in a language they are very 

familiar with, from the KG1 – P.3, they are able to perform better both in the 

Ghanaian language, and in English. This would reflect in the development of their 

literacy skills. This assumption is based on the current language-in-education policy 

which proposes that, the “dominant language” of the locality should be used as 

medium of instruction from KG1 – P.3.   

 

ii. Multilingual nature of P.3 classrooms. 

The second assumption is that most P.3 classrooms in Ghana, especially in urban 

and peri-urban localities, comprise a number of pupils who speak between two to 

five of the languages stipulated in the language-in-education policy. Andoh-Kumi 

(1992), in his studies confirmed that most of the pupils, in most localities in Ghana, 

are bilinguals and multilinguals who are exposed to, and actually speak two or more 

languages. Based on this, it is thus assumed that teachers in these classrooms 

would also speak all the languages that the pupils speak. 
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iii. Implementation of the language-in-education policy in diverse language 

P.3 classrooms. 

The third assumption is that when pupils are taught in English from their early school 

years, they learn better. This assumption is based on the fact that the 

implementation of the language-in-education policy will only be feasible where all 

the pupils and the class teacher speak and understand one common language. 

However, most teachers at this level are not polyglots, so they may not be able to 

speak all the languages of the pupils. It is therefore assumed that adopting a neutral 

language, such as an English medium of instruction in a lower primary multilingual 

classroom would optimise the teaching and learning process, and would make pupils 

learn better.  

 

1.7 Definition of Terms 

1.7.1 Mother-tongue  

 Skutnabb-Kangas, (2000) categorises four definitions of mother-tongue. 

1. Mother-tongue is the language that one learns first (origin).  

2. Mother-tongue is the language that one uses most of the time (function). 

3. Mother-tongue is the language that one knows best (competence).  

4. Mother-tongue is the language that one identifies with as a native speaker 

(the language of the learner’s parents). 

 

Similarly, Gupta, (1997) defines mother-tongue as the language that a learner 

learned at home during childhood; the language that the learner acquired by birth – 

same as origin. Phyak (2007) also defines mother-tongue as a language that the 

learner learned before any other language. With these stated definitions, a learner 

may have more than one mother-tongue. It is thus presumed that a pre-school 

learner’s mother-tongue is a language the learner is most proficient in, and uses 

most of the time.  
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For the purpose of this research, mother-tongue is defined as the language that one 

identifies with as a native speaker – the language of the learner’s parents. It must 

also be explained that a child who acquires competence in more than one language, 

in a situation where both parents do not have the same mother-tongue will have 

more than one mother-tongue. This is a normal occurrence especially in diverse 

language communities. 

 

1.7.2 Medium of instruction 

The term ‘medium of instruction’ (MoI) is the language that a teacher uses in 

teaching a lesson. According to Tsui &Tollefson, (2007) the language that is chosen 

as a medium of instruction during the teaching and learning process becomes the 

most powerful tool in language maintenance and language revitalisation. This 

means that the medium of instruction, which becomes the language for all classroom 

interactions, enables teachers to convey knowledge to learners and at the same 

time allows learners to acquire knowledge which goes beyond the classroom (Webb, 

2006). 

 

1.7.3 Mother-tongue Education (MTE) 

Mother-tongue Education (MTE), as explained by Ball, (2011), is the use of a first 

language (L1) as medium of instruction while English or a second language (L2) is 

used as a subject. Unesco, (1953) affirms its position on mother-tongue instruction 

in the following way: “pupils should begin their schooling through the medium of the 

mother-tongue, because they understand it best (pp 47-48)”. Thus, MTE gives the 

learner an opportunity to begin school life in a familiar language and bridges the gap 

between the home and school. 

 

The research, however, does not make any clear distinction between mother-tongue 

and Mother-tongue Education (MTE). Each of these terms are used as appropriate. 
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1.7.4 Language Learning and Language Acquisition 

The two key concepts relevant to second-language theories are acquisition and 

learning. In a critical analysis of Second Language Theories, Approaches and 

Methods, Richards and Rodgers, (2001) clearly state the difference between 

acquisition and learning. Acquisition refers to the unconscious development of the 

target-language system as a result of using the language for real communication. 

Learning is the conscious representation of grammatical knowledge that has 

resulted from instruction, and which may not necessarily lead to acquisition.  

 

Similarly, Krashen, (1982) had earlier described acquisition as the ability to know a 

language subconsciously. The learner eventually would not know that he or she was 

acquiring language, but would automatically begin to communicate and use the 

language correctly and appropriately. Terrell (1977) also had defined language 

learning as a conscious process of studying, and intellectually understanding the 

grammar of the target language. He further clarified learning as occurring in a 

classroom situation but went on further to state that: “since no one has ever 

completely described the grammar of a language, much less taught it to anyone, all 

L2 ability also involves learning”  (ibid p.18). 

 

For the purpose of this research, learning is considered as a conscious effort made 

by learners to understand and use a second language – English – in a formal 

classroom situation. 

 

1.7.5 Literacy  

Literacy has varied definitions which seem to have evolved over the years. Gumperz 

and Cook-Gumperz, (1982) define literacy as the ability to create and understand 

printed messages. In its broadest sense, literacy was perceived as a school-based 

reading and writing process. With time, other writers like Freire (1993), redefined 

literacy to encompass the socio-cultural environment of the learner; thus, literacy is 

not only “the ability to read and write, but rather the individuals’ capacity to put those 

skills to work to shape the course of their lives” (p.13).  In other words, when learners 
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are taught to read and write meaningfully and critically, it increases their ability to 

take charge of their own development. Literacy is also explained as a process which 

helps the learner to create knowledge; and provides the learner with the ability to 

identify, understand, interpret, create, communicate and compute using printed and 

written materials associated with varying contexts (Olson, 1977; Gadotti, 1994). This 

research considers the six components of literacy skills which every child must 

acquire in early years of schooling, namely: Phonemic awareness, Phonics, 

Vocabulary, Fluency, Reading comprehension and Writing. 

 

 

 

 

  

 

1.7.6 Phonemic Awareness  

One of the important foundational skills of children’s literacy development is their 

ability to link letters of the alphabet with their corresponding sounds (Bernstein & 

Ellis, 2000). Earlier, Yopp (1992) identified this as phonemes which a learner can 

develop and manipulate to acquire phonemic awareness skill through matching 

words with sounds, isolating a sound in a word, blending individual sounds to form 

a word, substituting sounds in a word and segmenting a word into its constituent 

Figure 2: The Components of Literacy 
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sounds. This formative literacy skill is sometimes lacking in most primary school 

pupils’ literacy skill acquisition because usually the pupils are taught to memorize 

and recognize the letters of the alphabets without relating them to their 

corresponding phonemes. Other researchers have reiterated that the lack of 

phonemic awareness creates a visual gap that eventually affects the reading 

comprehension, fluency and vocabulary development of pupils. (Stanovich, 1986; 

Bernstein & Ellis, 2000; Torgesen, 2000). 

 

1.7.7 Phonics 

Adams (2004), defines phonic skill as the ability of children to apply their 

understanding of phonemic awareness to the identification of spoken or written 

words. In other words, phonics is a skill that assists children to recognize or interpret 

the letters in print on a page as they develop their reading skills. Since children 

cannot develop this skill without proper instruction, teachers are supposed to 

consciously assist them in word recognition in order to gain automaticity and fluency 

in reading  (Olson, 1977; Olofsson & Lundberg, 1985; Yopp, 1992). 

 

1.7.8 Reading Comprehension 

There seems to be no definite definition for reading as a skill. However, for the 

purposes of this research, Reading as a skill, is defined as a psychological process 

of making meaning from a written message. This is done by decoding encoded 

messages on a page based on the readers’ social environment. Goodman (1988) 

and  Pearson (1993) had earlier explained that the first three years of children’s 

basic education is to develop reading skills that can support them through primary 

education. Similarly, Ninio and Snow (1996) maintain that children who are unable 

to read properly by P.3 are likely to have challenges in their academic development. 

In support of this, Leppänen, Niemi and Aunola, (2004) in their research suggested 

that in order for the pupils to benefit from reading instruction at the early grades of 

basic school, teachers should help them develop all the basic literacy skills. Such 

skills which include children’s acquired vocabulary and understanding of context 

meaning of words automatically support their reading skills. 
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1.7.9 Writing 

Within the context of this research, Writing as a skill is defined as the process by 

which pupils construct meaning through different text forms.  Writing, which similar 

to Reading has been defined in various ways. Larios, Marín and Murphy, (2001) 

define writing as a form of interaction between the reader and the writer’s knowledge 

that occurs within a specific context. The importance of writing skills for literacy 

acquisition in the classroom is that it allows children to express their perception and 

understanding of a lesson. To support this, Archibald (2004), explains that writing as 

a literacy that skill can also help develop the child’s reading comprehension skills. 

 

1.7.10 Vocabulary  

Schmitt, (2008) defines Vocabulary as knowledge of words and their meanings. 

Anderson and Nagy, (1991) confirm that the knowledge of words is an integral part 

of literacy acquisition.  The assessment of the child’s word knowledge from the 

kindergarten to P.3 is therefore very crucial in their literacy development. Instruction 

in vocabulary acquisition has also been a challenge to pupils developing this skill.  

However, Biemiller, (1999) cautions that in order for pupils to acquire the requisite 

vocabulary skills for literacy, the teaching of vocabulary  should be context-based 

and not just a mere recitation and repetition of isolated words. This context-based 

teaching of vocabulary helps the child identify the words and understand the several 

meanings of words in varying situations. Other researchers also argue for the 

prioritization of listening skills as a means of improving the pupils’ vocabulary in the 

classroom (Carlo, August & McLaughlin, 2004;  Neuman & Dickinson, 2003).    

 

1.7.11 Fluency  

Fluency is defined as the development of the ability to automatically recognise words 

and effortlessly decode words meaningfully (Kuhn and Stahl, (2003). Sinatra, Brown 

and Reynolds, (2002) had earlier explained that children who have the ability to 

skillfully decode words develop fluency which is one of the essential skills of literacy 
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acquisition. This confirms that when children are able to link decoding with meaning, 

it is seen as a sign of their acquisition of fluency skills.  

 

This research, in addition to the components mentioned above, considers Unesco’s 

(2003) statement that literacy is ‘a learner’s ability to read and write a simple 

statement on his or her everyday life’ (p.23) as its general working definition of 

literacy. Thus, literacy acquisition within these components assists with the 

development of the basic cognitive skills of learners in their early years of school 

over a period of time. 

 

1.8 Literature Review 

The research reviews literature on second language theories, with focus on the 

Cummins’ Threshold theory as its main theoretical framework. It also discusses 

related issues on Bilingualism and Multilingualism within the framework of literacy 

development among pupils. This section further reviews literature on code-switching 

in classroom settings.  

Pence Turnbull and Justice, (2011) state that a theory of language is a claim or a 

hypothesis that provides explanations for how and why children develop their ability 

to learn a language. Second language learning theories are thus central to the 

teaching and learning process, and though these theories have gone through many 

changes, each learning theory has also added significant knowledge to language 

learning in the second language classroom in many ways. Therefore, the clearer the 

understanding of these theories, approaches and methods for teachers, educators 

and material developers is, the better the framework they will provide for effective 

teaching and learning. As stated, some of these theories have been criticized and 

reviewed and these have been explained in the next chapter; however, the research 

still finds a selection of the theories relevant to pupils’ academic performance in 

literacy. 

 



 

16 

 

1.8.1 The Threshold Theory 

The theoretical framework underpinning the research is the Threshold Theory by 

Cummins, (1979a). According to this theory, Basic Interpersonal Communication 

Skills (BICS) and Cognitive Academic Language Proficiency Skills (CALPS), 

Subtractive and Additive Bilingualism and The Developmental Interdependence 

Hypotheses are all essential for a learner’s language learning process. Cummins, 

(2001) later expounded in the Threshold Theory that a child who has knowledge in 

two languages must achieve minimum threshold levels of proficiency in both 

languages before the benefits of knowledge of the two languages can be observed. 

This means that the higher the level of proficiency in the first language, the more 

likely it will contribute to the acquisition of a second language. Thus, a learner 

learning a second language has to reach a level, which Cummins, (2001) identifies 

as ‘a threshold’, before developing competence in the second language.  

 

The research investigates this claim among P.3 pupils who are exposed to two 

languages at the same time during the teaching and learning process. In addition, 

the research seeks to prove that a thorough knowledge and effective application of 

this theory by P.3 classroom teachers is needed. Further, the knowledge and 

application of the theory by teachers, will support pupils’ successful academic 

performance in literacy, and will transition the P.3 pupils from a mother-tongue 

medium of instruction to an English medium of instruction without hindrances. 

The next section reviews selected second language theories. 

 

1.8.2 The Behaviourist Theory 

Behaviourists claim that language learning is like any other kind of learning that 

involves habit formation (Ellis, 1994). The Behaviourists see learning in a classroom 

situation as a simple straight-forward process of response to stimuli. Instruction in 

the Behaviourists’ classroom is direct and teacher-centred. 

 

Skinner, (1957), one of the proponents of the Behaviourist Theory, introduced the 

concept of Operant Conditioning. The basis of his theory is that language learning 
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focuses more on external factors than on the internal processes of the learner. The 

basic strategies for this theory are Imitation, Reinforcement and Rewards. The 

demonstration of this for the research is that the teacher in the language classroom 

provides words as models for the learner, and the learner tries to imitate and practise 

them for a period of time. Correct utterances are thus positively reinforced and the 

process continues into more complex word and sentence formation. If the practice 

is found successful, the learner is rewarded for it, and the learner then forms a 

learning habit. 

 

The Behaviourists’ Theory further supports the concept of motivation as an essential 

part of the learning process. Gardner, (2010) refers to motivation as the extent to 

which the individual works or strives to learn a language because of a desire to do 

so and the satisfaction experienced from this activity. This suggests that motivation 

constitutes an essential factor that influences the rate of success in learning a 

second language. He further argues that learners, who are already exposed to two 

or more languages at a time, need the reinforcement and motivation to reduce the 

unnecessary interference of the additional languages they have already acquired. 

The implication of this to the research is that the P.3 teacher is encouraged to make 

good use of rewards, such as “very good,” “good” or “keep it up,” as earlier 

propounded by Skinner, (1957), when the learner gives correct responses. However, 

the learner should get no rewards when the responses are incorrect.  

 

1.8.3 The Environmentalist Theory 

Another Second Language Learning Theory which the P.3 classroom language 

teacher needs to understand and use effectively during the teaching and learning 

process is the Environmentalist Theory. Schumann, (1978) a renowned external-

oriented theorist of language learning, lays the foundation for the Environmentalist 

Theory of Second Language Learning, and posits that the outside influence or the 

environment within which a learner operates is indispensable to the learner in the 

Second Language classroom. The Environmentalist Theory of language learning 

proposes that the child's environment shapes learning and behaviour. Thus, to the 
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Environmentalist, human behaviour, development, and learning are influenced by 

the environment in which the learner lives. This perspective has made many 

educators to understand that young children develop and acquire new knowledge 

by reacting to their surroundings.  

 

1.8.4 Constructivist Theory 

Vygotsky, (1978) and Piaget, (2004), two ardent Constructivists, present two slightly 

different views on how a learner learns a language successfully. Their views differ 

in the extent to which the social context is relevant to the learner in the language 

learning process. Piaget, (2004) presents the biological view of language learning 

and believes that learning is a cognitive process which takes place in the brain of 

the learner.  

 

In its broadest sense, Constructivism is a theory of learning based on the belief that 

knowledge is constructed by the learner through active, mental processes of 

development. Thus, Constructivists posit that learning is an internal process 

influenced by the learner's perception, prior knowledge and learning goals. Brooks 

and Brooks, (1993) explain that the important aspects of Constructivist Theory in 

language learning focus on the learner – the learner-centred approach. For learning 

to occur, all learners in a classroom must possess some life experiences to begin 

with. Additionally, a holistic approach to learning is presented for the learner to have 

the opportunity to disintegrate the whole to parts. 

 

Vygotsky, (1978) argues that learning is a social interaction in which learners play 

an important role. Piaget, (2004), in relation to the notion, is of the view that children's 

development must necessarily precede their learning. Vygotsky, (1978) further 

stresses that social learning tends to precede development, but agrees that learning 

has to be developmental. As a result, he introduces the Zone of Proximal 

Development (ZPD) as an integral part of the learning process. This view, further 

explained by McLeod, (2007) states that a learner who is unable to perform a 

particular task takes instructions from the teacher on how to do it correctly. With 
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time, the learner gradually develops the ability to perform the same tasks and other 

tasks without help or assistance from the teacher. The difference between what 

learners can do with help, and what they can do without assistance is called the 

Zone of Proximal Development. “What a child can do with assistance today, she will 

be able to do tomorrow” (Vygotsky, 1978: 87). Within the zones or areas, more 

competent supporters such as peers, adults, and the classroom teachers help the 

learner to attain development. 

 

The implication of this view to the research is that in a classroom situation, when 

collaborative activities are introduced, pupils are likely to operate within one 

another’s zones of learning. Thus, a teacher who is familiar with this tenet and 

understands it employs the concept in the language classroom. This enhances more 

understanding of issues in lessons than when the pupils are operating in their 

individual zones.  

 

The research further investigates and verifies the application of these theories in the 

selected P.3 Language and Literacy classrooms. The next two sections discuss 

Bilingualism/Multilingualism and literacy development and Code-switching and 

Code mixing, in the language classroom. 

 

1.9  Bilingualism/Multilingualism and literacy development 

Hornberger, (1989) explains that there are different types of bilinguals, ranging from 

a native-like control of two or more languages to barely possessing minimal 

proficiency skills in two languages.  For the purpose of this research, bilingualism is 

defined as being proficient and literate in two languages within the school context. 

As a result, attention is given to pupils’ ability to use both mother-tongue and English 

in the development of their literacy skills in school. 

Multilingualism is a common phenomenon in most African societies. Multilingualism 

is simply defined as the ability to speak and understand many languages. However, 

for this research, multilingualism refers to the language diversity among pupils and 

is used interchangeably with bilingualism in a classroom setting.  
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1.10 Code-switching and Code-mixing in classroom settings 

Myers-Scotton, (2006) defines code-switching as a change from one language to 

another during an interaction. The research does not make any clear distinction 

between Code-switching and Code-mixing; hence, discusses Code-switching and 

Code-mixing as one common phenomenon between the teacher and pupils in the 

P.3 classroom where English is used as a medium of instruction. Myers-Scotton, 

(2006) observes that some teachers code-switch in the language classroom 

because of incompetence in the medium of instruction. Baker, (2011) on the order 

hand, states that teachers code-switch/code-mix in the language classroom when 

the accurate meaning of a word is not known to them during an interaction, or they 

code switch to reinforce or explain a point. The most common instance of code-

switching/code mixing occurs when a teacher introduces a new topic in class. The 

research observes that code-switching is more usual and permissible among 

teachers than pupils in the Language and Literacy classroom. 

Some related projects on mother-tongue cases in Africa are discussed next. 

 

1.11 Mother-tongue Cases in Selected African Countries 

Multilingual countries such as Nigeria, Ghana, South Africa and Cameroon have 

drawn up and implemented language policies which determine choices in medium 

of instruction mainly to protect regional and ethnic languages (Echu, 1999). Debates 

on mother-tongue-based instruction in lower primary schools have received much 

attention over the years (Alidou et al., 2006; Heugh, 2006; Bamgbose, 2011b; Prah, 

1995). Yet, there is still controversy over which medium of instruction – English or 

mother-tongue in lower primary classrooms. This section examines mother-tongue 

cases from Nigeria, Cameroon, South Africa and Ghana. These cases are empirical 

studies that support the view that when a child is taught in a language that he or she 

is familiar with, that child learns better, and is able to develop literacy skills more 

successfully. 
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1.11.1 The Ife Project – Nigeria 

The Nigerian language-in-education policy from the late 1970s was reconstituted 

and adopted nationally in 1981. The policy among other things supports the Six-year 

late exit model in the use of the mother-tongue as medium of instruction. The use of 

mother-tongue from primary one to primary six is considered the Late Exit Model. 

This was successfully demonstrated in the celebrated Ife Project (Fafunwa et al., 

1970). The project, which was in the lead with the Six-year mother-tongue medium 

of instruction was mandated to prove that when pupils are taught in a language that 

they are already familiar with, they learn better. 

 

The project supported the argument that the longer learners are exposed to the 

mother-tongue in the classroom, the better they perform in subjects taught in L2 

(English medium of instruction). Heugh, (2006) confirms that countries, such as 

Ghana, that have the Early Exit Model (use of Mother-tongue medium of instruction 

from P1 – P3.) have never been successful in reducing academic failure.  

 

1.11.2 The Kom Experimental Project – Cameroon 

Unlike Ghana, Nigeria and South Africa, Cameroon has no well-defined language 

policy. The language-in-education policy in Cameroon aims to encourage 

bilingualism in English and French. It therefore has paid little or no attention to its 

280 local languages in its policies or programmes (Echu, 1999). However, most of 

the efforts being made in the use of mother-tongue medium of instruction has been 

by Non-Governmental Organisations such as the Summer Institute of Linguistics 

(SIL) Cameroon, Cameroon Association for Bible Translation and Literacy 

(CABTAL) and National Association of Cameroonian Language Committees 

(NACALCO). This attempt was mainly in Programme de Recherche Operationnelle 

Pour l’ Enseignement des Langues au Cameroun (PROPELCA) Tadadjeu and 

Sadembouo, (1984). The relevance of selecting Cameroon as one of the countries 

for the study is because of the Kom Mother-tongue Project currently on-going.  
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The Kom Experimental Mother-tongue Education Project initiated by Walter and 

Chuo, (2012), still ongoing, is trying to find out how children perform if they are taught 

in a mother-tongue they are already proficient in. In the experiment, it is revealed 

that those who use mother-tongue medium of instruction show performance 

advantage over those who use an English medium of instruction in P.3. However, 

there seems to be no significant gap in pupils’ academic performance in P.4 when 

the medium of instruction changes to English. The research further investigates 

these claims and discusses their outcomes in Chapter 5 of the research.   

 

1.11.3 The Molteno Mother-tongue Project – South Africa 

With such obvious divisions in the country after apartheid, the South African 

government, in its current language-in-education policy, aims at encouraging and 

promoting multilingualism in the country. As such, redressing the past linguistic 

imbalances by avoiding the dominance of English and Afrikaans, and promoting 

linguistic freedom of choice was made a priority (Tshotsho, 2013). The 1994 

language-in-education policy in South Africa gave schools the choice of using a local 

language as medium of instruction at the basic level until grade 4 or 5, with English 

or Afrikaans taught as a subject. The policy, unlike the previous ones, selected 11 

official local languages to be used, in addition to English and Afrikaans, as mediums 

of instruction. Out of this, the Molteno Mother-tongue Project emerged. 

 

The Southern Africa Molteno mother-tongue project was initially established to 

address the deficiencies in pupils’ literacy levels at the basic level. The programme 

strongly supports the view that when children are taught in a home language that 

they are already familiar with, they are able to transit to a second language – English 

successfully. However, parents prefer their children to be taught in the English 

language instead of the local language. Also, there is the problem of training for 

teachers and learning materials in the local languages. As a result, teachers either 

code-switch/code-mix in class to explain concepts, or in some schools, use another 

foreign language (Tshotsho, 2013).  
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1.11.4 The National Literacy Acceleration Programme – NALAP, Ghana 

Based on earlier discussions on Ghana’s language-in-education policy and medium 

of instruction, it is clear that the choice of the medium of instruction in the lower 

primary schools has not been uniform. Ghana’s language-in-education  policy since 

its inception from 1925 has gone through a chequered history (Owu-Ewie, 2006). As 

stated earlier, several attempts have been made to modify the policy. In 1957, nine 

local languages were officially selected to be taught with English language as 

medium of instruction. This was based on what the early missionaries had done, and 

what was later modified and promulgated as a language-in-education policy in 1925. 

A reversal to this use of only local languages for the first three years was done in 

1971. Thus, before 2002, only the prevalent or dominant Ghanaian language in a 

locality was used as medium of instruction, with English taught as a subject (Andoh-

Kumi, 2002). However, this was overturned in May, 2002 when the government re-

introduced the “English-only” language-in-education policy as medium of instruction 

from KG1 – P.3. 

 

This move received much opposition and in 2006, the Ministry of Education, in 

collaboration with USAID, Ghana, began a new intervention, the National Literacy 

Acceleration Programme, to support mother-tongue education from KG1 – P3.. Even 

though textbooks were developed in all the 11 government approved languages, the 

main objective of improving the literacy levels of pupils by 2010 has still not been 

met. In view of this, an ongoing project is currently underway to introduce a bilingual 

– English/mother-tongue medium of instruction into lower primary classrooms in 

Ghana. Noteworthy is the fact that throughout the oscillating history of the policy, 

and with all the modifications and other interventions, the Early Exit Model has 

always been favoured.  

 

Chapter 3 later presents a thorough discussion of these projects, and critically 

examines its implications for the academic performance of P.3 pupils.  
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1.12 Research Methodology 

This research relies on the definition that research methodology is a procedure by 

which an attempt is made to systematically, through factual demonstration, answer 

a question or find resolution to a problem. Also, that methodology is a way of 

obtaining, organising and analysing data. In other words, research presents “a 

careful, systematic, patient study; and investigation in some field of knowledge, 

undertaken to establish facts or principles” (Polit & Beck, 2004; Leedy & Ormrod, 

2015, p.23). Aptly, this is a fact-finding research which seeks to methodically assess 

the choice of medium of instruction on the academic achievement of pupils’ literacy 

skills in both monolingual and multilingual P.3 classrooms, sited in urban, peri-urban, 

and rural areas of the Greater Accra Region of Ghana. In order to achieve this, the 

research adopts a mixed methodology – qualitative and quantitative methods for 

data collection. 

 

A mixed methodology is a blend of both qualitative and quantitative methods of data 

collection for the same study. It also involves the use of both approaches in tandem 

so that the overall strength of a study comes out greater and more explicitly than a 

singular qualitative or quantitative research (Creswell & Clark, 2007). Creswell, 

(2013) again explains that the merging of the two methods of quantitative and 

qualitative which falls under mixed methodology results in the data collection and 

analysis producing mixed results.  

 

Using mixed methodology, the research assess the assumption that issues of 

medium of instruction and pupils’ academic performance are fundamental to all 

primary schools in Ghana. In addition, the research also investigates a second 

important issue of language diversity in the P.3 classroom. So, as an action 

research, involving issues centred in the classroom, the teacher and pupils play 

active roles; thus, featuring measures of action. Action research, as explained by 

Little and Rawlison (2004), allows teachers and educators to learn and investigate 

the teaching and learning process in their classrooms, while they continue to monitor 

and improve performance levels of their pupils.  
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The context of this research is unique and by treating it as a case, it is more likely to 

produce what Rawlinson and Little, (2004) explain as a holistic presentation and 

interpretation of the data collection technique. A case study is an empirical inquiry 

that investigates a contemporary phenomenon within its real-life context, especially 

when the boundaries between phenomenon and context are not clearly evident (Yin, 

1994). The scenario of the language situation in each of the selected schools for the 

study is different. As a case study then, the research provides an in-depth 

description of the language situation, and the academic performance of the pupils in 

each of the selected P.3 classrooms. A case study methodology, as explained earlier 

by Yin, (2003) is most useful when “the boundaries between the phenomenon and 

the context are not clear and distinct.”(p.15) Cohen, Manion and Morrison, (2013), 

further explain that a case study allows the researcher to identify and scrutinise one 

case which could be modified and adapted for the benefits of other cases. Another 

advantage of case studies which supports this research is its descriptive and 

exploratory nature which allows for a multiple data collection technique which opens 

new areas and factors that may influence the final outcome of the research.  

 

 The research further employs primary data collection techniques and these are 

explained the next section.  

 

1.12.1 Primary Research and Participation 

As indicated earlier in chapter 1, the research is based in Ghana. However, the 

research sites are in the Greater Accra region of Ghana, and research sites cover 

urban, peri-urban and rural geographical zones of the region. In all, 8 schools were 

selected within these zones, with varying linguistic compositions of both multilingual 

and monolingual classrooms were selected for the research. Further details of this 

are provided in Chapter 4. 

 

The research involves participants, and there are referred to as the population. 

Population has a very specific meaning, and it refers to the group of people to be 
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investigated. Sampling refers to the process of selecting individual representatives 

for a study (Strydom, Fouche & Delport, 2002). Sampling of participants was done, 

and in order to answer the research questions, the purposive sampling technique 

was used. The selection of sample size was drawn from the total population of 

primary schools across the country. Based on information available from the Ministry 

of Education, Ghana (2015), there are approximately 14,405 primary schools in 

Ghana. The Greater Accra Region of Ghana, the target site for the research, has a 

total of 5,130 primary schools. Out of this number of primary schools, eight (8) 

primary schools were selected. In all, a total number of 293 pupils, 24 parents, 16 

head teachers and class teachers, 4 educationists/stakeholders and 8 Circuit 

Supervisors were selected for the research. These 8 schools, situated in 

monolingual and multilingual language communities, fall within the three 

geographical zones as explained earlier. In addition, the composition of the diverse 

language groups in the classrooms, which the research investigates, were fairly well 

represented. 

 

 The criteria for this selection was further determined by easy accessibility and the 

linguistic make-up of the community from which the subjects selected for the study 

were drawn. The willingness of respondents to provide information to support the 

research was another consideration for the choice. Finally, the selection also 

factored in the class mapping and grouping of pupils in the selected schools. P.3 

was selected as the best sample group to investigate for the research because it is 

the terminal class for lower primary. The next section explains the data collection 

instruments for the research. 

 

1.12.2 Instruments of data collection 

Data collection instruments for the research were semi-structured interviews, 

participant’s observations/video recordings, and diagnostic tests. Information 

gathered from this source was done within a framework that allowed interviewees to 

express their own thoughts in their own words (Miller & Brewer, 2003). An interview 

is basically a purposive conversation with a person or a group of persons 
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(Lodico,et.al., 2006). Even though the research focuses on pupils’ academic 

performance, it was necessary to interview parents, teachers and other stakeholders 

in education as well in order to solicit for their views on language choices and 

preferences in the classroom. Semi-structured interview were adopted because it 

“provided in-depth information pertaining to participants’ experiences and viewpoints 

on a particular topic” (Turner III, 2010: 754). A semi- structured interview was an 

appropriate choice for the study as it allowed the researcher to ask certain major 

questions the same way each time, but may alter their sequence when a further 

probe for more information was required. This gave the researcher flexibility in the 

structure of the interactions with the respondents so as to elicit richer information 

about their attitude and behaviour towards the broader questions that would be 

asked (Miller & Brewer, 2003).    

 

In addition to this, literacy lessons in the selected classes were observed with live 

video recordings in some cases, over a period of six (6) months. The parameters for 

observing these lessons were based on the teacher’s language choice for medium 

of instruction, the pupils’ response to the lessons being taught and the pupils’ 

achievement levels in literacy through the tests that were conducted. In participant’s 

observation, the immersion of the researcher into the setting of the research and 

personal reflections of the researcher on the observed, as earlier explained by 

Glesne and Peshkin, (1999), were essential to the analysis of the data obtained at 

the end. 

 

The two instruments of data collection were measured by using qualitative research 

techniques. According to Denzin and Lincoln, (2000), this approach equally makes 

inductive conclusions under predefined headings or topics based on the 

researcher’s interpretations of the data collected. Qualitative research technique of 

data collection and analysis, according to Creswell, (2007), focuses on the individual 

participant’s interpretations of phenomena that directly or indirectly affect them. It 

further involves collecting data from the settings of these participants.  
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The research, as part of its data collection tools, also administered diagnostic tests. 

Testing is a common data collection tool in quasi-experimental designs. Its scientific 

characteristics make data collected not just reliable but valid. Tests provide a 

baseline to assess change after certain conditions have been introduced to the 

subjects under study, and help the researcher examine the effects of the conditions 

on the subjects (Lodico, et.al., 2006).  

 

All the P.3 pupils in the 8 selected schools were taken through diagnostic tests 

(literacy achievement tests in English and Ghanaian Languages covering Phonemic 

awareness, Phonics, Vocabulary, Fluency, Reading comprehension and Writing 

Skills). The test items were based on the Ghana Education Service (GES) approved 

curriculum, and it conformed to what the Ministry of Education, Ghana, prescribes 

for pilot programmes in literacy achievement for lower primary schools in English 

and Ghanaian languages. The measurement of the test results involved quantitative 

research technique.  

 

Quantitative research technique as defined by Berg, (2001), basically counts and 

measures things. The relevance of this technique to the research is that it helped 

determine the extent to which variables such as languages spoken were spread 

among the selected sample for the study. In addition, the findings from the selected 

sample were more accurately analysed and were modified to represent a true 

reflection of the overall population from which the sample was derived. Finally, using 

a quantitative technique for the research also helped determine whether the P.3 

pupils were able to move from the Basic Interpersonal Communication Skills (BICS) 

level, of L1 or the home language, to the Cognitive Academic Language Proficiency 

(CALPS) which represents the school language. This determined whether the pupils 

reached the required threshold for an English medium of instruction in P.4. The next 

session explains the data analysis for the research. 
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1.12.3 Data analysis 

According to Creswell, (2007), data analysis in mixed methodology research occurs 

both within the quantitative and the qualitative methods. The results are description 

and thematic text or image analysis of the two. In order to be able to categorise all 

the data collected from the interview, observation and tests separately, the 

procedure of triangulation was employed. Sagor, (1992), defines triangulation as the 

collecting of multiple sources of data for every phenomenon or issue under study. 

As such, triangulating the data collected provided the researcher with the opportunity 

to compare, check and close the gaps in the final outcome of the research. Apart 

from this, the procedure also helped to provide a more credible and valid analysis of 

the data collected. 

 

The analysis of data for the study was done in three stages. First, data was prepared, 

organized and analysed according to themes. Secondly, the data from the interview 

notes and the participant’s observation charts were labelled and coded into 

identifiable topic areas. Finally, the diagnostic test scores were organized and coded 

into the Statistical Package for Social Studies (SPSS and Likert) programmes to find 

the variance between the results of the pupils in both English and Ghanaian 

language tests.  

The next section presents the structure of the research   

 

1.12.4 Ethical consideration 

Ethics require the researcher to “strike a delicate balance between the scientific 

requirements of methodology and the human rights and values potentially 

threatened by the research” (Creswell, 2013: p 20). As such, ethical issues were 

addressed at each phase of the research. A detailed discussion is further presented 

in Chapter 4 (see 4.4). 

 

1.13 The Structure of the Research  

Chapter 1 provided an overview of the research, and gave a brief explanation for the 

language-in-education policy in Ghana, the choice of medium of instruction and its 
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implications for pupils’ academic performance in literacy in P.3 classrooms. The 

chapter stated the research objectives in line with the research questions. The 

chapter defined and explained some terminologies related to the objectives of the 

research, and provided a guide to the research methodology. The chapter concluded 

with a brief on ethical considerations of the research which is further explained in 

Chapter 4. 

 

In Chapter 2, The Theoretical Framework of the research is presented. This is 

followed by a review of literature related to Second Language Learning Theories, 

and issues on Bilingualism/Multilingualism, Code-switching/Code-mixing in the 

classroom. 

Chapter 3 highlights Some Selected Mother-tongue Studies in Africa.  

Chapter 4 presents the Research Methodology and outlined the procedures involved 

in the research process.  

Chapter 5 outlines the Data Analysis and Discussion of the research. 

Chapter 6 presents the Conclusions and the Recommendations of the research. 

 

1.14 Conclusion 

The chapter presented a background to the research and outlined the problem 

statement, research objectives and questions. The chapter further explained the 

rationale for the research, and provided a brief summary of the literature review, 

methodology and the various components for the research. The next chapter 

presents the theoretical framework and the literature review. 
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CHAPTER TWO 

LITERATURE REVIEW 

 

2.1 Introduction 

The chapter focuses on Cummins’ (1978) Threshold Theory as its main theoretical 

framework. In addition, the chapter reviews literature on Second Language Learning 

Theories, related issues on Bilingualism/Multilingualism, literacy development 

among pupils and Code-switching/Code mixing in classroom settings. 

 

2.2 The Threshold Hypothesis 

The theoretical framework for the research is the Threshold Theory. This theory is 

discussed in relation to the choice of medium of instruction and pupils’ academic 

performance in literacy in P.3 classrooms. The majority of school children in Ghana 

at the lower primary school speak at least two languages: mother-tongue, or the 

language(s) that the child speaks at home, which is the child’s first language, and 

the language that the child learns at school, either as a subject or the language used 

as medium of instruction (Andoh-Kumi, 1992; Agbedor, 1996). This confirms 

Ricciardelli's, (1992) observation that in other parts of the world, some pupils already 

come to school with the ability to speak two languages and that it was necessary to 

build on this linguistic base of these pupils. It is within the context of this preamble 

that the research used the Threshold Theory as its theoretical framework. 

 

Cummins, (1978), in a quest to understand how bilinguals are affected either 

positively or negatively, developed the Threshold Theory. The theory states that a 

child who has knowledge of two languages must achieve minimum levels of 

thresholds of proficiency in both languages before the benefits of knowledge of the 

two languages can be observed. Thus, the higher the level of proficiency in the first 

language the more it is likely to contribute to the acquisition of a second language. 

The threshold theory has received much empirical support from many studies across 

different parts of the world (Bialystok, 1988; Ricciardelli, 1992; Lasagabaster, 1998). 

Cummins, (1978) however cautions that children cannot achieve this threshold in 
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subtractive or English-only medium of instruction. To further enhance this argument, 

Cummins, (1979b) outlined the  Basic Interpersonal Communication Skills (BICS) 

and Cognitive Academic Language Proficiency Skills (CALPS). These are explained 

in the next section. 

 

2.2.1 Basic Interpersonal Communication Skills (BICS) and Cognitive 

Academic Language Proficiency Skills (CALPS) 

The two concepts of BICS and CALPS further explain the arguments concerning the 

bilingual/multilingual learner’s encounter at school. Cummins, (1984)  explains that 

BICS is the language that a learner acquires from birth and in this context can be 

categorised as the learner’s mother-tongue. Cummins, (1984) adds that BICS 

becomes differentiated from CALPS when the learner starts schooling. Thus, the 

notion of CALPS becomes limited to the context of schooling hence the interpretation 

of the term CALPS as Cognitive Academic Language Proficiency Skills. Cummins, 

(1984) further states that CALPS determines the extent to which a learner has 

access to the language and can use the language in both oral and written academic 

registers in school. Cummins, (2001) later elaborated on the BICS and the CALPS 

and reinforced the Interdependence Hypothesis and the Common Underlying 

Proficiency Hypothesis which he had propounded earlier in 1978. 

 

2.2.2 The Interdependence Hypothesis and the Common Underlying 

Proficiency Hypothesis  

The Interdependence Hypothesis suggests that the level of competence attained in 

a learner’s second language (L2) is to some extent related to the competence in the 

learner’s mother-tongue (L1). In other words, The Interdependence Hypothesis, as 

explained earlier, by Cummins, (1981) states that: 

 

… the extent that instruction in L1 is effective in promoting proficiency 

in L1, transfer of this proficiency to L2 will occur provided there is 

adequate exposure to L2 (either in school or environment) and 

adequate motivation to L2 (p.29). 
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In support of this, Baker, (2011) and McCaffery, (2010) emphasised the need for 

parents and classroom teachers to strengthen pupils’ L1 both at home and in school 

for a balanced cognitive development of the L1. If this is achieved, this broad 

understanding of concepts and ideas from their L1 to L2 will be more easily 

transferred. 

 

Cummins, (1981) further extrapolates the BICS and CALPS into an “iceberg 

metaphor.” He, (Cummins, 1981), then  explains that each learner has “surface 

features.” This “surface features” of the learner’s L1 and L2 are those conversational 

exchanges that are less linguistically and cognitively demanding. The language 

proficiency that lies underneath this surface features involves cognitively demanding 

tasks and these are common across all disciplines and languages.   

 

 

Figure 3: Common Underlying Proficiency "iceberg" 

  

Source: (Cummins, 2001) Iceberg Model  
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He explains that beneath the surface of a learner’s first language (L1) and second 

language (L2), there is what he termed the Common Underlying Proficiency (CUP). 

Thus the CUP becomes a common source from which the learner draws both L1 

and L2 proficiency to support literacy and cognitive development.  

 

The relevance of these hypotheses to the research is that when P.3 pupils are taught 

in a Ghanaian language, they develop competence in the L1 and are able to develop 

deeper conceptual and linguistic proficiency in general academic skills in the L2 – 

English literacy. In other words, although the surface aspects of language fluency in 

both languages are separate, the Common Underlying Proficiency cuts across both 

languages. Thus the experience with either language can promote development of 

competence in both languages. These two concepts, according to Baker, (2014) 

support the transfer of one language to the other. 

 

2.3 Overview of Language Learning Theories 

Language Learning Theories have been extensively researched from varied 

perspectives (Piaget & Inhelder, 1969; Vygotsky, 1978; Cummins, 1979b; Brooks & 

Brooks, 1993; Ellis, 1994; Driscoll, 2000; Richards & Rodgers, 2001; Cohen et al., 

2010; Pence Turnbull & Justice, 2011). Many of these studies have looked at the 

various tenets, proponents and implications of the theories on language learning and 

cognitive development. This section of the research considers pupils’ academic 

achievement in literacy within the framework of these researches of Second 

Language Learning Theories. The research focuses on the Behaviourists and the 

Constructivists views of language learning.  

 

As stated earlier in Chapter 1, Second Language Learning Theories are generally 

viewed from two parallel schools of thought in linguistics and psychology. These two 

subject areas form the major area from which the foundations of the theories of 

learning are derived.  Linguistically, language learning is presented primarily as a 

structural, oral phenomenon as supported in the findings of Heugh, (2006). 

Psychologists, on the other hand, view language learning as more than speech; 
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language learning is also viewed as an external habit-forming process (Driscoll, 

2000; Richards & Rodgers, 2001). These theories have led to many other 

approaches and language learning and development concepts of learning a second 

language. Ball, (2011) supported this view and commented that language learning 

has a social and a historical dimension. It must be emphasised that Learning 

theories are central to the teaching and learning process, and Second Language 

Theories have gone through many changes. These changes have reflected the 

approach and method appropriate for the learning situation.  Each learning theory 

has also in a way, as shown by researches available, added significant knowledge 

to language learning in the second language classroom in many ways. Therefore, a 

clearer understanding of these theories, approaches and methods by the teachers, 

educators and material developers provide the framework for effective teaching and 

learning process.  

 

The nature of most classrooms selected for the research, where learners may be 

taught in a new language or learn an additional language, demands that the teacher, 

especially, gets a clear understanding of language learning theories. A clear 

understanding of this supports the development of instructional strategies for the 

teaching and learning process at the basic level of schooling. As already mentioned, 

two of the theories, for the purpose of this research, are those associated with 

Behaviourism and Constructivism.  

 

Watson, (1928) and  Skinner, (1957), two major proponents of Behaviourism, have 

influenced views of learning in education.. According to them, learning is affected by 

changes in the environment; as a result, they seek to prove that behaviour could be 

predicted and controlled. On the other hand, Constructivists are of the view that 

language learning and acquisition can be developed through the development of the 

brain, supported by constant practice of the language  Baker, (2011) and Rummel, 

(2008) equally confirm that the behaviour of school children goes beyond the gates 

of the school and it is a reflection of how the society sees things. Within the 

framework of the research, as stated in Chapter 1, the majority of the pupils used for 
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the research are born into environments where they are exposed to more than one 

language. As a result, it is easy for them to acquire two or more primary languages 

simultaneously. A few of the pupils, however, begin school as monolinguals – who 

speak only one language – but gradually begin to acquire a second or third language 

during their early school years. Rau et al., (2005) in their research confirmed this 

among the Maori and the non-Maori population in New Zealand. Two theoretical 

standpoints – Behaviourism and the Constructivism – views are discussed in the 

next section. 

  

2.3.1 The Behaviourist Theory 

 

Behaviourist Theory can be traced back to Watson's, (1928) habit formation 

hypothesis. The theory, as the name suggests, focuses on the change in the 

behaviour of learners in reaction to external stimuli. Behaviourists are, therefore,   

less concerned with the mental processes of learners and focus more on observable 

changes in behaviour. Behaviourists’ Theory therefore claims that “only observable, 

measurable, outward behaviour is worthy of scientific inquiry” (Bush, 2006: 14). 

 

Following Watson's, (1928) principle, Skinner, (1938), later coined the term Operant 

Conditioning which defines changes in behaviour through the use of reinforcement 

given after the fulfilment of a desired response. This paradigm shift, according to 

Jenkins, (2001), was necessary in order to cater for the gaps created in previous 

theories. Skinner, (1938) then identified three types of responses or Operants that 

can follow behaviour and sought to investigate how these habits were formed.  

 

Skinner, (1957) further argues that language learning is also habit formation, similar 

to other habits. To further elaborate Skinner's, (1957) proposition, Jordan, (2004) 

explains that a piece of language item is a stimulus to which a learner makes a 

response. When the learner’s response is appropriate or correct, the teacher then 

reinforces the learner’s effort through praise, reward, or approval. As a result, the 

likelihood of the learner’s expected behaviour increases. On the other hand, if the 
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learner makes an inappropriate or incorrect response, the teacher does not reinforce 

the learner’s effort; consequently, that piece of language is discontinued. In effect, 

given the right environmental influences, and equal opportunities, all learners can 

acquire similar learning skills. 

 

Thus the basis of Skinner's, (1957) theory is that language learning focuses more 

on external factors than on the internal processes of the learner. The basic strategies 

for this theory, which Ertmer and Newby, (2013) reiterated are imitation, 

reinforcement and rewards.  

 

Skinner, (1950) in his earlier researches, had argued that studying behaviour was 

more useful than investigating mental states. The demonstration of this for the 

research is that the teacher in the language classroom will provide words and 

sentences as models for the learner; the learner will then try to imitate and practise 

these for a period of time. Correct utterances will thus be positively reinforced and 

the process will continue into more complex words and sentence formation. If the 

practice is found successful, the learner will be rewarded for it, and the learner will 

then be able to form a learning habit. In line with the theory, Skinner, (1950) suggests 

that feedback for pupils should be instantaneous in order to produce positive 

feedback and correct mistakes. The Behavioural Theory equally establishes that 

language of instruction used in the classroom is viewed as stimulus which is given 

in the form of activities and exercises. The learner then learns the activities and 

exercises through mimics, repetitions and memorisations (Oates, Karmiloff-Smith & 

Johnson, 2012). Once the learner is able to relate to these activities and tasks, and 

is adequately rewarded for them, the learner forms habits from which subsequent 

activities are done easily and correctly. Behavioural Theory thus allows for 

continuous evaluation of the learner by the teacher. This also involves constant 

interactions between the teacher and the learner in order to observe the progress or 

behaviour of the learner for a successful reinforcement. 
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Jordan, Carlile and Stack, (2008) later speculate that even though Skinner, (1950) 

did not originally consider punishment as effective as reinforcement in modifying 

behaviour, it is still a very relevant concept in the teaching and learning process, and 

could be employed by teachers as a deterrent. 

 

The figure below illustrates the explanation of the main tenets of Skinner’s theory of 

desirable and undesirable behaviours – rewards and punishments. 

 

 

Figure 4: Reinforcement and punishment 

 

Reinforcement and punishment: Source: based on Oates et al. (2005: 55).  

 

Skinner's (1957)  Behaviourist Theory and principle of Operant Conditioning has 

impacted, to a large extent on the positive effects of the teaching and learning 

process.  It is assumed that a teacher following this theory will consider a learning 

environment that is well planned before the start of lesson (Cummins, 2000). 

According to  Skinner, (1957) the purpose of instruction is to alter behaviour in the 

desired direction. Hence, the evaluation of instruction before, during and after a 

lesson is intended to determine whether the learners’ behaviour changed in the 

expected direction. Again, teachers who follow this principle may consider designing 
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test items to ensure effective evaluation and expected behavioural change where 

necessary – changes in teaching methods, tasks, or learning/instructional manuals.  

 

 Skinner's, (1957) Behavioural Theory also challenged the second-language teacher 

to develop authentic tasks and activities within the environment that will interest 

pupils in the language classroom. If their efforts at mastering the skills introduced 

are rewarded, the pupils are encouraged and motivated to do better for greater 

rewards. In the multilingual classrooms, at the basic level, such drills and activity-

based tasks are needed for successful Second Language learning. 

 

Akinboye, (1992) concludes that reinforcement is an essential component of 

performance and competence of literary skills. All language learning skills are thus 

sharpened through a consistent application of reinforcement. It is beneficial for 

teachers to modify classroom instructions to meet the levels of learners’ abilities, in 

order to evaluate tangible and measurable outcomes in learners’ performance. Also, 

pupils’ academic performance in literacy can be improved upon on the basis of 

positive reinforcements. The teaching and learning process in the school can be 

positively enhanced if the actors (in this context, the learners, parents, head teachers 

and teachers) are adequately motivated through rewards. He further argues that 

continuous classroom assessment in varied forms are necessary to verify what has 

been learnt, and if there are any behavioural changes among pupils. 

 

The next section reviews language learning theories in line with Constructivism. 

 

2.3.2 Constructivist Theory 

 

Constructivism is a theory of learning based on the belief that knowledge is 

constructed by the learner through active, mental processes of development. 

Constructivist Theory thus posits that learning is an internal process influenced by 

the learner's perception, prior knowledge and learning goals (Miller 2000). Within 

this paradigm, Constructivists view learners as constructors who wholly and actively 
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interact with the learning environment to construct their own understanding of new 

knowledge presented. Additionally, Constructivism is based on the principle that 

knowledge and understanding are acquired through the construction of mental 

processes by individuals out of current exposure which is based on previous 

experience. Thus, “information is built into, and added onto, an individual’s current 

structure of knowledge, understanding and skills” (Pritchard, 2009: 17) . 

 

Brooks and Brooks, (1993); Bruning, Schraw and Ronning, (1999) and Wardhaugh, 

(2011) reiterate the fact that an important aspect of Constructivist Theory in 

language learning focuses on the learner who comes to the classroom with some 

life experiences. These experiences are then shared, through interactions, by those 

around including teachers, peers, friends and the society in general. Within this 

social interaction, the learner is presented with an opportunity to disintegrate the 

whole to parts. Tams (2000) also explains that it is important for the classroom 

teacher to constantly create a learning environment that directly exposes the learner 

to the material being studied as well as allow learners to experience, and derive 

meaning directly from the world around them. To sum up the two views, while 

Behaviourists would focus on the content to be learned and assess the influence of 

the environment on the learning process, a Constructivist would try to construct 

meaning from the experiences relating to the environment (Bush, 2006). 

 

In the research, the two views are intermixed in the observation process by 

assessing the classroom and also the content of what is to be taught and maintaining 

some level of control on the external environment and building on the experiences 

from the environment  (Alexander, 2001). 

 

2.3.2.1. Constructivism and Cognitive Development: Piaget and Vygotsky 

Piaget and Inhelder, (1971) and Vygotsky, (1978) are ardent Constructivists, who 

present different views on how a learner learns a language successfully. Their views 

differ to the extent to which the social context is relevant to the learner in the 

language learning process. Piaget and Inhelder, (1971) in their theory of Cognitive 
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Development try to understand learning within the context of biological development. 

They discovered that learning is an active process of construction of mental 

schemes rather than a passive assimilation of information or rote memorisation. This 

view is similar to Chomsky's, (1975)  proposition that the human brain is genetically 

fitted with an in-built brain organ, a device which he calls the Language Acquisition 

Device (LAD). This means that language learning is an inborn feature, so learning a 

language is done intuitively. Thus, the factors that are responsible for language 

learning are more internally controlled than externally controlled. This suggests that 

the teacher must allow time for learners to practise and to assimilate what they are 

learning before additional information is added.  

 

To Piaget and Inhelder, (1971) the drive and motivation to learn and the willingness 

to understand things are determined by disequilibrium states in learners. In learning, 

Piaget (ibid) points out that whenever there is an inconsistency between the learner’s 

cognitive structure and the thing being learned, the learner reorganises his/her 

thought. This suggests that learning goes hand in hand with the discreet stages of 

development as opposed to cognitive ideas and the concepts of influence from the 

immediate environment. Thus, a child’s capacity to understand certain concepts is 

based on the child’s developmental stage. In brief, Piaget and Inhelder, (1971) 

present the biological view of language learning and believe that learning is a 

cognitive process which takes place in the brain of the learner. The theory therefore 

addresses learning and development nexus as opposed to specific environmental 

behaviours (Ertmer & Newby, 2013). 

 

Vygotsky, (1978) rejected Piaget’s notion of development preceding learning and 

argues that learning is more of a social interaction in which learners play an 

important role. Learners are thus seen as “active constructors of their own learning 

environment” (Mitchell & Myles, 1998: 162).  

 

The first tenet of Vygotsky’s theory is that a child’s development is greatly influenced 

by the child’s society and culture. This, according to Vygotsky, (1978) means that 
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“every function in the child’s cultural development appears twice: first on the social 

level – between people – (interpsychological) and later on within the individual – 

(intrapsychological)”  (p.57).  

 

The second tenet of Vygotsky’s theory states that all cognitive development 

processes occur through mediators within the social setting. In this sense, learning 

is greatly influenced by the interactions within the learners, so in order to facilitate 

development, the child needs “tools” which could be symbols or signs – language, 

play, art, cultural artefacts and the likes. These “tools,” as suggested by Jones and 

Brader-Araje, (2002) are part of the cultural settings of the learner, but are subject 

to change as time progresses.  

 

The third tenet of Vygotsky’s theory states that learning is greatly influenced by the 

interactions within the learner’s social milieu. This means that a growing child learns, 

derives meaning and forms habits at various stages of development within the 

learner’s social or the classroom setting (Alexander, 2001).  

 

Driscoll, (2000) confirms that within the learner’s socio-cultural milieu, a child’s 

cognitive development is an on-going, collaborated effort, supported with explicit 

instructions from the teacher, parents, peers and the learner. In effect, social 

learning tends to precede development and that even though learning is a cognitive 

process which takes place in the brain of the learner, learning has to be 

developmental within the social environment.  

 

Vygotsky, (1987) later introduced the Zone of Proximal Development (ZPD) as an 

integral part of the learning process. The ZPD, according to Vygotsky (1987), 

“ is the distance between the actual developmental level as determined 

by independent problem solving, and the level of potential 

development as determined through problem solving under adult 

guidance or in collaboration with more capable peers ” (p. 86). 
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As confirmed in Jones et al. (2008), the gap within the ZPD can also be referred to 

as the “More Knowledgeable Other” (MKO). The MKO can be teachers, parents, 

peers and anybody or anything with a higher level ability than that of the child, and 

can assume the role of an expert, to effectively interact and support learners in the 

learning environment (Cunningham & Duffy, 1996; Walqui, 2006).  Below is an 

Illustration of the ZDP: 

 

Figure 5: The ZDP

What I can’t do 
now

What I can do 
with help

“What a child can do with assistance today, 
she will be able to do by herself tomorrow”

What I 
can do 
myself

 

Source: Innovative Learning  

When a teacher gives a task and the learner is able to accomplish it without any 

assistance, it means that the task lies within what Vygotsky (ibid) calls “The Zone of 

Actual Development” (ZAD). According to Baker, (2014) teachers need to be 

observant and be able to tell when learners are within both zones. 

 

In other words, the capacities of the child in the cognitive development ladder are 

functions of teachers, parents, peers and the environment as stated earlier. The 

responsibility of the learner’s success or failure during the teaching and learning 

process depends on the teacher and the members of the cycle (Jordan, Carlile and 

ZONE OF ACTUAL 

DEVELOPMENT 
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Stack, 2008). It is not enough to assist a learner, but the assistance should be 

rigorous and practicable at the level of the learner to enable him/her internalise the 

strategies to employ that will make them succeed in the learning process.  This 

process if adequately applied enhances learners’ psychology and personal problem 

solving repertoire (UNESCO 2006). 

 

In support of the Zone of Proximal Development, Wood, Bruner and Ross, (1976) 

introduced the notion of Scaffolding. As in the traditional sense, scaffolding is a 

framework put up while constructing a building to support the builders climb the 

tall, structure. Once the construction is finished, the scaffolding is removed. 

Wood, Bruner and Ross, (1976) then define scaffolding as a tool for language 

learning, as “a process of ‘setting up’ the situation to make the child’s entry easy 

and successful; then gradually pulling back and handing the role to the child as 

he/she becomes skilled enough to manage it” (p. 60).  

 

Fernandez and Pearson, (1992) highlight the role of the teacher during the 

scaffolding process. Firstly, teachers should allow learners to become familiar 

with the tasks (as defined by the teacher), then simplify the task for easy 

understanding for the learners. Additionally, teachers need to simplify and model 

the required activities and be able to guide the learners to achieve their specific 

goals. By doing these, the learners’ frustration and risk of failure are minimised. 

Most importantly, the theory indicates that teachers in the classroom can only 

facilitate the learning process, but not instruct/transmit it. 

 

It is noted that in the act of scaffolding, there are other constituents who assist the 

learner. Apart from the “tools”, artifacts and the historical, cultural background of 

the learner which support the learning process, there is the presence of the MKO 

to maintain a fair balance. 

 

The implication of this view to the research is that in a classroom situation, when 

collaborative activities are introduced, pupils are likely to operate within one 
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another’s zones of learning. Thus, a teacher who is familiar with this tenet and 

understands it will employ it in the language learning classroom. This will enhance 

more understanding of issues in lessons than when the pupils are operating in 

their individual zones. In effect, if lessons are based on children’s previous 

experiences, the local context, and local practices, there is a greater incentive to 

learn. Children have a great deal to offer to the process of constructing knowledge 

(Giroux, 1989). 

 

The discussions above maintain that the main goal of classroom instruction is to 

support learners to engage in meaningful interactions that are congruent with the 

practices of the communities within which they live. Richards and Rodgers (2001) 

agree that second language classrooms have become more social than 

individualistic in nature.  

 

Dimitriadis and Kamberelis, (2006) are of the view that “Piaget grounded his 

developmental learning theory in the individual learner and positioned children as 

active, intelligent, creative constructors of their own knowledge structures” (p.170). 

In contrast, Vygotsky’s main construct of the Zone of Proximal Development (ZPD) 

learning “depends upon outside social forces as much as inner resources” (Palmer, 

2011: 35). Vygotsky believed that if students were not improving academically, their 

instruction was inappropriate. This belief contradicts Piaget’s reasoning that the 

students may have “plateaued” in a specific developmental stage. The question is: 

what do teachers do in their classrooms with their learners? 

 

Driscoll, (2000) observed that many educational programmes are built upon the 

belief that children should be taught at the level for which they are developmentally 

prepared. By successfully incorporating Piaget’s and Vygotsky’s theories into the 

classroom, developmental psychology in elementary education can positively impact 

student achievement. “When our students have the cognitive foundation to learn 

how to learn, they can discover what else is ‘out there’ in our world...” (Garner, 2008: 

p. 38). Thus, to achieve the desired academic performance in literacy at the early 
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stages of schooling, Walter and Chuo, (2012) are also of the opinion that in each 

teaching and learning environment, the understanding and application of the 

theories of second language learning are paramount.  

The ensuing sections presents the concepts of Bilingualism/Multilingualism and 

Code-switching/Code-mixing. 

 

2. 4 Bilingualism/Multilingualism: A case of lower primary classrooms in 

Ghana 

This section discusses issues of Bilingualism/Multilingualism with focus on additive 

and subtractive bilingualism for literacy development in lower primary schools in 

Ghana. According to Bialystok (2001), Bilingualism/Multilingualism is key in literacy 

development among early learners; he however states that this role is neither 

straightforward nor singular.  Being bilingual or a multilingual is not uncommon in 

most classrooms anywhere in Ghana. The cross-cultural and ethnic character of 

most communities in the country especially in the urban and peri-urban communities 

makes this possible. This situation is one major contributory factor in the choice of 

English as medium of instruction in many of the selected schools for the research. 

 

As much as acquiring an additional Ghanaian language(s) is largely from association 

with parents, members of the wider community and other children from home and 

school, the language-in-education policy for lower primary school does not require 

pupils to be literate in that Ghanaian language by the time they enter school, nor in 

order to progress in their education. The expectation is that they must be literate in 

both a Ghanaian language and English by the time they complete P3. This situation 

thus brings to fore the linkages between Bilingualism/Multilingualism and literacy 

development of pupils at the primary school level. 

 

A universally accepted definition of Bilingualism is hard to come by (Liddicoat, 2012). 

In the early days of the study of the phenomenon of Bilingualism, Bloomfield, (1933)  

was of the view that bilingualism entailed “native-like control of two languages” 

(p.35). By this definition, the majority of individuals whose proficiency in one of the 
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two languages is below the native-like control were not considered as bilinguals. 

This thus raises the issue of how proficient one must become in both languages to 

be considered a bilingual. Baker, (2011) however points out that in terms of language 

competence, a bilingual is a monolingual individual who has the ability to use an 

alternate language with equal competence in both languages. Multilingualism which 

is prevalent in most Ghanaian urban language classrooms, allows an individual 

speaker the ability to speak and understand more than two languages competently.  

 

2.4.1 Additive Bilingualism and Subtractive Bilingualism 

Bilingualism and Multilingualism are not without effects. In Bilingualism, the effects 

may either be ‘s Subtractive’ or ‘Additive’ in nature and they are respectively 

captured in the ‘twin concepts’ of ‘Subtractive Bilingualism’ and ‘Additive 

Bilingualism’ (Lambert, 1983). These two forms of Bilingualism are described as 

‘twin concepts’ because they seem to be flip sides of the same coin which arose out 

of the need to explain the differences in the findings obtained on the effects of 

bilingualism between children of minority and dominant ethno-linguistic 

backgrounds. In additive bilingualism the two languages are complementary to each 

other, whilst in subtractive bilingualism the two languages are in competition with 

each other (Plüddemann, 1997; Liddicoat, 2013). 

 

2.4.1.1 Additive Bilingualism 

In a study conducted in Canada, it was discovered that native English-speaking 

children found it easy to learn French in Canada, without losing control of their native 

language (Lambert, 1983). However, in the United States and much of Europe, the 

opposite of the foregoing was observed in immigrants or minority children, in that 

the learner’s proficiency in their mother-tongue was either greatly diminished or lost 

and replaced by the second language. 

 

Using an Additive Bilingual approach, lower primary pupils who are taught in their 

mother-tongue, will steadily progress in a second language – English as explained 

in Chapter 1. In addition, English language will be taught as a subject. This approach 
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will allow the pupils to build adequate levels of proficiency in the mother-tongue. The 

skills acquired in gaining literacy in the mother-tongue will then be extended to the 

learning of English as explained earlier in Chapter 2 as BICS and CALPS. 

 

2.4.1.2 Subtractive Bilingualism 

In cases where immigrant/minority children are consciously or unconsciously made 

to look down on their native language by virtue of the dominant status of the second 

language, and it being used as the only medium of instruction, proper development 

of bilingualism and bi-literacy in these (immigrant/minority) children would most likely 

be impacted (Liddicoat, 2013). This is a case of Subtractive Bilingualism, and would 

eventually lead to loss of the mother-tongue in the learners, when focus is shifted 

towards the dominant language (Cummins, 2000). Subtractive Bilingualism is what 

characterises the language condition of some of the pupils observed in the selected 

schools. Similarly, gradual language shift of Subtractive Bilingualism is seen among 

pupils in many Ghanaian classrooms.  

 

Plüddemann, (1997) posits that Subtractive Bilingualism is often characterized by 

two conditions: (1) lack of strong home support for the first language; and, (2) when 

no allowance is given to the first language as a medium of instruction in the school. 

The second condition seems to be the case for most pupils in the Ghanaian lower 

primary school context. In his work, Kraft, (2003) further illustrates this situation 

when he states that the proportion of lower primary pupils in Ghana who attained 

proficiency level in the English language were relatively low, while the majority of 

lower primary pupils in Ghana at the end of six years of primary education equally 

have low literacy levels in both mother-tongue and English.  

 

2.4.2.  Effects of Bilingualism/Multilingualism on Academic Performance in 

Literacy of Lower Primary Pupils 

As stated in this chapter, studies over the years have confirmed that when lower 

primary pupils are taught mostly in their mother-tongue, they perform better 

intellectually which translates into enhanced academic performance in literacy 
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(Cummins, 2000; Malone, 2003). Similarly, pupils’ literacy in English in lower primary 

is highly dependent on a solid foundation of pupils’ mother-tongue in schools. This 

perhaps explains why out of the sixteen Principles of Education espoused by Gordon 

Guggisberg to the Gold Coast (now Ghana) Legislative Council in 1925, the 12th 

principle read: "Whilst an English education must be given, it must be based solidly 

on the vernacular" (McWilliam & Kwamena-Poh, 1975: p.32). It is thus reiterated that 

when a learner is well grounded in mother-tongue, it paves the way for ease of 

learning of the English language.  

 

As a move to promote additive bilingualism, most African countries, including Ghana 

have reviewed their language-in-education policies at the basic level. As in South 

Africa, the government of Ghana has also approved 11 indigenous Ghanaian 

languages as medium of instruction in lower primary schools. In addition, the 

language-in-education policy in Ghana has further indicated that while pupils are 

taught in a mother-tongue medium of instruction, English should be taught as a 

subject. By this, pupils would be able to reach a threshold of literacy achievement in 

English and a Ghanaian language by P.3 for an all English medium of instruction in 

P.4. 

 

2.4.3 Bilingualism and Literacy Development in Ghanaian Lower Primary 

Schools  

As indicated in Chapter 1, literacy acquisition has been, over the years, the driving 

force behind mother-tongue language-in-education policy in Ghana. Perhaps, it may 

be one of the major reasons for the frequent oscillations between mother-tongue 

and English language-in-education policy from 1925 to present. “Teaching a child to 

read is every school’s most basic mission. Reading is the new human right; for, 

without it, the right to education is meaningless” (Hartwell & Casely-Hayford, 2010: 

p.15) 

 

Available data however suggests that only 26 % of pupils (i.e. approx. 1 out of 4 

pupils) who reach Primary Class Six (P6) are actually literate in English (Leherr, 
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2009). In addition, findings based on the NALAP report indicated that the abysmal 

performance of students at the Basic Education Certificate Examination (BECE) can 

be traced to poor foundation in literacy skill (Ghana News Agency, 2010). This again 

may be traced to the choice of the medium of instruction at the lower primary level. 

Consequently, from 2002, the Government, in parliament, in conjunction with the 

Ministry of Education, passed a law that made it mandatory for lower primary school 

pupils to be instructed in mother-tongue, instead of in English. It was hoped that it 

would progressively improve literacy skills at the lower primary level, and 

subsequently support pupils’ acquisition of English in their later years of schooling. 

In fact, most teachers and parents in Ghana perceive a successful academic 

performance in literacy as the ability to read and write in English or any other 

international language such as French, thus exempting the mother-tongue (Opoku-

Amankwa & Brew-Hammond, 2011). This means that the usage of mother-tongue 

as medium of instruction for lower primary may not be a priority for most parents, 

and sometimes pupils. Also, Hartwell (2012) is of the view that there are other 

pertinent issues which affect a negatively successful performance in literacy of lower 

primary pupils. These include insufficient teaching and learning materials in mother-

tongue, and insufficient teachers and the inability of teachers to teach effectively in 

both English and mother-tongue. The next section of the chapter presents the 

significance of Code-switching/Code-mixing in lower primary classrooms. 

 

 2.5 Code-switching/Code-mixing in the Lower Primary Classrooms  

Code-switching/Code-mixing within a discourse is common in bilingual and 

multilingual classrooms. According to Jamshidi and Navehebrahim, (2013) Code-

switching/Code-mixing involves a speaker moving from one language to another 

within a single discourse, sentence, or constituent. Similarly, Akindele and Adegbite, 

(2005) describe Code-switching/Code-mixing as communicative occurrences which 

involve bilingual speakers changing from one language to another. Code-

switching/Code-mixing in the classroom can be categorized under what Wardhaugh, 

(2011) earlier referred to as ‘situational’. It has been argued that classrooms that use 

English as a medium of instruction can present difficulties for pupils who have very 
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low command of the language, so will find portions of the lesson to be 

incomprehensible. Teachers therefore use Code-switching/Code-mixing as a 

strategy to assist pupils who may be visibly lost during lessons.  

 

Willan (2011) supports the use of Code-switching/Code mixing as a resource 

strategy for teachers in the classroom. When teachers code-switch/code-mix, they 

are able explain and clarify points that pupils need to understand and bridge a gap 

that might have occurred in the interactions during the teaching and learning 

process. All these are done when teachers are visibly aware of a barrier in the 

interactions, so in order to facilitate a thorough comprehension of the contents of a 

lesson the teacher would Code-switch/Code-mix. Other studies have shown the 

usefulness of code-switching/code-mixing in bilingual and multilingual classrooms 

(Jingxia, 2010 & Adebola, 2011). Earlier findings from Cook, (2001) emphasised the 

usefulness and effectiveness of teacher-initiated code-switching especially when it 

is planned ahead of lessons. Cook (ibid) illustrates that teachers could, for example, 

explain a grammatical function in mother-tongue and apply that explanation in the 

target language, English. Modupeola, (2013), in addition, points out that Code-

switching/Code-mixing is a very important tool for strengthening the teacher-pupil 

relationship because it creates a more relaxed environment for the pupils to easily 

understand lessons.  

 

There are benefits of teacher-initiated Code-switching/Code mixing in the 

classroom. In a typical P.3 classroom in Ghana, a teacher would Code-switch/Code-

mix from English to mother-tongue in order to accommodate pupils who have low 

language proficiency in English. To bridge the gap in vocabulary use for instance, a 

teacher may code-switch from English to mother-tongue. For example, the word 

“computer” which has no semantic equivalent in mother-tongue would compel a 

teacher to make a switch from mother-tongue to English. 
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2.6 Conclusion 

Language teaching and learning methods have been greatly influenced by Second 

Language Learning Theories, especially, the Behaviourists and the Constructivists 

Theories.  While Behaviourists propose that association, reinforcement, imitation, 

rewards and punishment are the basic factors that influence learning, Constructivists 

argue that all language learning processes originate from the social context. Relating 

this to the language classroom, teachers, and other stakeholders in the teaching and 

learning environment need to understand the underlying concepts in knowledge 

construction, and be able to envisage processes that learners go through so that 

learners’ efforts can be supported with the most appropriate tools and techniques 

for language learning. 

 

In addition, the chapter discusses the view that knowledge in one’s mother-tongue 

enhances the learning process of English. The case has been made that pupils in 

bilingual/multilingual classrooms can easily transfer language skills from their 

mother-tongue into English.  Also, based on the discussions in the chapter, Code 

Switching/Code-mixing support the teaching and learning process in bilingual and 

multilingual classrooms in several ways. Teachers, therefore, need to be made 

aware of this through training and other useful resources.   This is one way to 

improve literacy in P.3 classrooms. The next chapter discusses some mother-tongue 

projects in Africa. 
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CHAPTER THREE 

SELECTED MOTHER-TONGUE PROJECTS IN AFRICA 

 

3.1  Introduction 

This chapter discusses four mother-tongue projects in Africa. These are the Ife 

Project in Northern Nigeria, the Molteno project in South Africa, the KOM mother-

tongue literacy project in Cameroon and the National Literacy Acceleration 

Programme (NALAP) project in Ghana. The backgrounds of these projects are 

presented by highlighting the objectives, and implementation procedures. The 

chapter concludes with a review of the major achievements, limitations and 

relevance of each of the projects.  

 

3.2 The Ife Project in Southern Nigeria 

In 1970, a mother-tongue Six-year longitudinal study, called the Ife project was 

launched in St. Stephen’s Primary ‘A’ School, Modakeke in Ile-Ife township in 

Southern Nigeria.  The main aim of the project was to prove the effectiveness of 

using mother-tongue – Yoruba – to help learners at the basic school level to develop 

literacy skills. Thus, primarily, reaffirming Bamgbose's, (2011a) argument that the 

cognitive development of learners is greatly enhanced if they are taught in a home 

language they are already familiar with. Apart from just developing the cognitive 

abilities of learners, mother-tongue education helps to “develop the learner’s natural 

abilities by creating the necessary environment that will stimulate, challenge and 

involve the learner socially, physically, intellectually and emotionally in the art of 

learning and doing” (Fafunwa, 1970: 20). 

 

The study initially involved 400 newly enrolled primary school children. The first 

selected group was asked to do a picture reading, and to translate what they had 

read from Yoruba to English. The second group was asked to do a picture reading 

and also translate what they had read from English to Yoruba, and the third group 

was asked to read and translate from Yoruba to Yoruba. At the end of this first 

experiment, those who read and translated from Yoruba to Yoruba outperformed the 
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other two groups. Eventually, the project decided on three sets of P.1 classes: 

Experimental Group A, Experimental Group B and Control Group C. Each group had 

between 30 – 40 pupils. The Experimental classes were taught in Yoruba, the main 

language of instruction, except English, which was taught as a subject or a Second 

language. The third group, the Control Group, was taught, using English as the 

medium of instruction, and was taught Yoruba as a subject. In addition, the study 

selected five subjects in the curriculum for the mother-tongue experiment: Science, 

Mathematics, Social and Cultural Studies, Yoruba and Language Arts and English 

as a Second Language.  The same five subjects, except Yoruba, were taught in 

English for the Control Group. Teachers for both groups were specially trained and 

teaching and learning materials – teachers’ and pupils’ – for both the Experimental 

and the Control Groups were selectively designed and produced for the project. In 

order to facilitate the teaching of Yoruba in the Experimental Groups, local resource 

persons were recruited from the community to support classroom teachers. 

 

By 1975, which marked the end of Primary Class Six (P.6) academic school year 

the pupils from both the Experimental Group and the Control Group sat for the same 

examination. Two of the assumptions of the project, which were that teaching pupils 

in their mother-tongue does not make them worse off as compared to those taught 

in the English language were confirmed by the outcome of the examination. This 

was evidenced when a comparison of the performance of both groups in the Yoruba 

language showed that the Experimental Groups did better than the Control Group 

although in some other subjects there were no statistically significant difference in 

their performance. Moreover, a significant number of the pupils in the Experimental 

Groups had admission to secondary schools, as compared to those in the Control 

Group (Dutcher & Tucker, 1996). 

 

In addition, the six-year mother-tongue project showed that the use of mother-

tongue in classroom instruction did not only improve the cognitive abilities – 

manipulative ability, manual dexterity and mechanical comprehension – of the pupils 
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in the Experimental Groups but had also developed their affective qualities – sense 

of maturity, tolerance and adaptability (Fafunwa, et al., 1970). 

 

In summary, the project dispelled notions that described the Nigerian languages as 

unsophisticated and rigid; thus, incapable of being used as media of instruction 

especially for scientific concepts and ideas. The project, as a result, made a strong 

case for a concerted effort in developing the indigenous African languages for 

teaching and learning – especially the development of materials for instruction and 

learning – not just for primary education but secondary education and beyond.   

 

3.3 The Molteno Project in Southern African  

The Molteno project, otherwise called Breakthrough to Literacy (BTL) and Bridge to 

English (BTE), is a British-based scheme initiated in the early seventies which 

sought to help young Southern African children to acquire literacy skills in their early 

years of education. With assistance from the Molteno brothers, the project was 

initiated in 1975 (Rodseth, 1978). The main aim of the project was to assist black 

learners and teachers to overcome literacy challenges. This was done, as Cummins 

(1978) suggested, by utilizing learners’ home oral skills, Basic Interpersonal 

Communication Skills (BICS), as a basis for the first threshold that learners’ need to 

develop, before attaining Cognitive Academic Language Proficiency Skills (CALPS). 

By reaching this threshold, as explained by Cummins (ibid), learners’ would be able 

to build literacy skills across disciplines for effective academic work.  

 

The curriculum of the Molteno Literacy Project was designed to use a mother-tongue 

as a foundation for learners from P.1 – P.3, and simultaneously support the mother-

tongue lessons with English. Initial lessons were organised to support learners to 

recognize familiar words they used in their everyday oral language in print form. 

Thus, teachers used small-group, learner-centred and problem-solving techniques 

to build on what the learners already knew from home to what they were yet to know 

in the classroom. This progressed through to P.3. At this level, it was assumed that 

the learner literacy level in mother-tongue, and in English would provide balanced 
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literacy skills for learners. Kingwill, (1998) explains that the Bridge to English (BTE) 

component allows learners to acquire the needed foundation for English as a second 

language in their subsequent school years. 

 

…our observation of schools that are opting for a straight English 
approach, where the learners are all unfamiliar with English, is 
that the process of literation is being seriously hampered and 
children are simply not learning to read either in English or in the  
mother-tongue. (p.19). 

 

The success of the BTL/BTE project, with its dual language approach to the teaching 

and learning process, is evident across the continent. The project, which was 

presumably one of the largest mother-tongue language and literacy project, quickly 

extended to about 21 countries in about 52 languages within the Southern Africa 

region. Some of the other countries which have successfully benefited from the 

Molteno project include Kenya, Lesotho, Uganda, Nigeria, Malawi, Ethiopia, 

Tanzania, Namibia and Ghana. The successes of the project in the Northern 

Province in Zambia indicated a significant progress in the literacy abilities of pupils 

who were part of the project as compared to those who were not. (Eakle & Garber, 

2003). 

 

In Ghana, the implementation of BTL/BTE pilot project at the lower primary schools 

was unexpectedly effective. This is against the background that, Ghanaian children 

grow as illiterates in their own languages as well as in the English language 

UNESCO (2008). The successes recorded could be due to the varied teaching and 

learning materials, development of well-structured language guides and interactive 

learner-centred approach that teachers were required to use in the classrooms 

(Lipson & Wixson, 2003). The success of the project could also be attributed to the 

in-service training courses that teachers received on regular basis. 

 

This was supported by effective monitoring and evaluation of the teaching and 

learning process. 
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… there was strong evidence of the impact of the BTL program on 
the classroom environment. ‘Talking walls’ were evident in almost 
all classrooms. Print-rich environments, with the benches 
organized for group work were in sharp contrast to the BTL non-
pilot classrooms, which reflected a more traditional environment. In 
these non-pilot classrooms there were typically virtually no reading 
and writing materials visible on the walls or being used by children”. 
(Lipson & Wixson, 2003: 4) 

 

The success stories of the BTL/BTE project were a confirmation that when the 

learner is placed in the right environment, provided with adequate teaching and 

learning materials, the possibility of that learner’s literacy achievement is likely to 

prove Cummins', (1978)  conviction that “there may be a threshold level of linguistic 

competence which a bilingual child must attain, in both languages, in order to avoid 

cognitive deficits, and allow the potentially beneficial aspects of becoming bilingual 

to influence his cognitive growth” (p.10).  

 

The achievement of the project is also proven by its simultaneous implementation in 

many languages in over 50 African languages, including those in West Africa. It also 

created awareness for mother-tongue education in the achievement of literacy skills 

in early years of schooling. However, the greatest strength of the BTL/BTE project 

was that it seemed to have enhanced the creation of a learner-friendly environment 

through the teaching and learning materials provided. The provision of teacher 

guides and modules for in-service training for the BTL/BTE project also allowed 

quality teaching practices for early-grade literacy acquisition.  
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3.4  The National Literacy Acceleration Programme (NALAP), Ghana 

 

The NALAP initiative was a major mainstream mother-tongue literacy intervention 

project in Ghana. In 2004, the Ghana Education Service, with support from United 

States Agency for International Development (USAID) adopted the Break Through 

to Literacy and Bridge to English (BTL/BTE) South African bilingual early grade 

language and literacy project.  It was a pilot project which was used to support earlier 

research findings of using a bilingual approach to improve early-grade literacy 

(Lipson et al., 2004). In June, 2006, the Ministry of Education, in collaboration with 

the government of Ghana, realised that it was not feasible to extend the Break 

Through to Literacy and Bridge to English (BTL/BTE) project, a solely South African 

project, to cover all basic schools across the country. A series of debates, with the 

USAID, as the funding partners, culminated into the formation of a National Literacy 

Task Force (NLTF) to formally establish the NALAP. The mandate of the NALAP 

was to provide an Early Exit Bilingual transitional literacy education to pupils from 

KG1 to P.3. Secondly, it set out to promote and develop teaching and learning 

materials.  

 

To support this initiative, the following 11 languages were identified for use as 

medium of instruction from KG1- P.3: Ga, Dangme, Gonja Dagaare, Kasem, 

Dagbani, Asante Twi, Akuapim Twi, Fante, Ewe and Nzema (Ministry of Education, 

2004). These eleven languages had been selected on regional basis, but the District 

Director of Education in every district had the mandate to do a survey on the 

language situation in the district and take a decision on which language was 

dominant for use in the schools in the districts. With support from USAID and the 

Government of Ghana, text-books, teacher guides and other teaching and learning 

materials were produced in all the eleven languages listed and distributed in all 

primary schools across the country. Finally, all teachers on the programme received 

adequate training in line with the 2007 National Language Policy directives of the 

Ministry of Education (MOE), and the Ghana Education Service (GES) (Ministry of 

Education 2004). 
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To restate the language-in-education  policy, a Ghanaian language is to be used as 

the medium of instruction from the reception classes of Kindergarten to class three 

level (P.1-P.3) and transition to English as a Second Language medium of 

instruction from Class Four (P.4) onwards (Ministry of Education, 2007). When 

pupils attain the threshold, and maintain a balance between the Ghanaian language 

(mother-tongue) and the English language, additive bilingualism occurs and this 

improves literacy skills of pupils. 

 

The scope and implementation of the NALAP covered a period of five years. The 

programme was designed to cover three main areas, namely: the distribution and 

use of instructional materials and teachers’ guides for KG1 – P.3 in 11 Ghanaian 

languages. Another important aspect was that apart from making Ghanaian 

language a compulsory subject on the curriculum for all colleges of education in the 

country, in‐service training was given to teachers, head teachers and district officers 

at post. In addition, all teachers were oriented on the NALAP approach and the use 

of the NALAP teaching and learning materials. The third stage of the programme 

was to organise a public advocacy campaign to create awareness and education on 

the bilingual approach to literacy. The design included a monitoring and programme 

evaluation component which never materialized probably because the 

implementation of NALAP was somehow abruptly ended. (Hartwell & Casely-

Hayford, 2010) 

 

The NALAP methodology and materials development was based on the 

constructivists’ view of language learning, by drawing on pupils’ cultural way of life, 

their existing experiences, knowledge and interests.  With this approach, lessons 

were learner-centred, and were highly interactive. Through the initiative of NALAP, 

the Ghanaian language and the English language periods in KG1 – P.3 was merged 

into one Literacy period of 90 minutes. During this literacy period, the teacher in a 

KG1 – P.3 should teach both Ghanaian language and English. The 90 minute 

Literacy period was initially divided unequally between the Ghanaian language and 
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English, with English periods having their duration increasing at each level, while the 

Ghanaian language period duration decreased until the Literacy period was evenly 

distributed at P.3. This was so to confirm that pupils had henceforth reached a 

threshold to effectively transition into a P.4 English medium of instruction class. It 

also provided pupils with more Additive Bilingualism and less Subtractive 

Bilingualism (Cummins, 2001). 

 

The initial assessment of NALAP showed success in achieving most of the 

objectives set out by the programme. The first of these was the provision of teaching 

and learning materials in the government approved 11 Ghanaian languages, 

although some delays in the distribution of the materials were recorded. Moreover, 

the programme was able to add 3 more Ghanaian languages to the previous 9 

Ghanaian languages used in earlier mother-tongue projects. The programme, 

through a survey, was able to determine teacher capacity to teach mother-tongue in 

all KG1 – P.3 schools across the country. In addition, the project sought approval 

from GES to combine the Ghanaian language with the English language class into 

a 90 minute Literacy class. Finally, the project raised some initial awareness on the 

benefits of mother-tongue education through public advocacy campaign. 

 

3.5  The Kom Mother-tongue Project in Cameroon 

The Kom mother-tongue project, an on-going experimental programme for 

multilingual education began in the Boyo Division of the English North Western 

Cameroon. The programme started in 2007 and its main aim was to promote mother-

tongue medium of instruction from P.1 to P.3, and then continue to P.6. Similar to 

the Ife project in Southern Nigeria, the project selected 12 experimental schools, and 

12 matching control schools in the same Boyo Division of North Western Cameroon. 

The significant feature of the project is a change in the language of instruction from 

the start of school in P.1 to P.3.The schools in the Experimental Group are taught in 

the local language, Kom, from P.1 to P.3 in all subjects except English Language 

which is taught as a subject in English. At the end of P.3, all the pupils in the 

Experimental Classes are transitioned to an all English medium of instruction P.4 
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class. The 12 control schools are however taught in English from P.1 through to P.4 

in all subjects. The main literacy curriculum of the project is integrated skills which 

comprise ‘read alouds’ for reading comprehension, phonics to teach decoding and 

questioning strategies to enhance comprehension skills. 

 

Visits for class observation revealed a contrasting view of the two groups. The 

learning atmosphere of the Experimental Classes was described as exciting as 

children demonstrated their literacy abilities and competed to answer questions. In 

contrast, pupils in the English-medium Control Group seemed to be unusually: 

“quiet, hesitant, and unwilling to participate actively in lessons. In these classrooms, 

one observed a heavy reliance on teacher-centred instructional materials. Pupils 

relied heavily on chorus responses with hardly any effective classroom interactions” 

(Walter & Chuo, 2012: 5).  

 

The Kom mother-tongue literacy programme has a continuous assessment 

component for both the Experimental and Control Classes. These tests were 

specifically developed in the language of instruction for the two sets of groups. The 

tests for the Experimental Group were developed in the language of instruction, the 

local Kom language, and the tests for the Control Group were designed in their 

language of instruction, exclusively in English. The content for all the tests were 

based directly on the curriculum, and the instructional materials for the teaching and 

learning process. Test items, especially for oral and reading comprehension 

passages were highly comparable for both sets of groups.  

 

To ensure reliability of test results, all tests were supervised by non-school 

personnel. The most recent documented test results of the programme after a period 

of 5 years continue to indicate that the use of mother-tongue in the 12 Experimental 

Classes have shown an improved achievement in literacy skills especially in P.1 

through to P.3. This improvement however seemed to have reduced dramatically 

when the pupils made a transit to an all English medium of instruction in P.4.  
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According to the project coordinators,   

…the results during the first three years of the Kom Education 
Project (KEP) showed a marked—even strong advantage in 
educational achievement for the children in the experimental 
program. Measured improvements in all learning outcomes 
except oral English were dramatic—as much as 600 percent 
in some cases with 100 percent gains being typical. In the 
case of oral English, the children in the experimental program 
also outperformed the children in the standard English-
medium program but by much smaller amounts ranging from 
5 to 35 percent depending on the class. Even this small 
advantage was contrary to prevailing public expectation that 
the best way for children to learn and improve their English 
was to be immersed in an all-English instructional 
environment (Walter & Chuo, 2012:3).  

 

The major achievement for the Kom project is that it is a major step for 

mother-tongue education in a multilingual community, bearing in mind that 

Cameroon with a population of about 5 million has about 280 different 

languages. The Kom mother-tongue literacy project is still on-going and it is 

hoped that its objective of expanding the project to cover the whole country 

in the near future will be realized.   

 

3.6  Conclusion 

There is ample empirical evidence as indicated in the selected projects that pupils’ 

mother-tongue acquisition in the early years of their schooling is important for their 

cognitive development and literacy achievement. Secondly, a systematic mother-

tongue programme in early school years should serve as a foundation for a second- 

language acquisition in subsequent years of schooling. Each of the four mother-

tongue projects, with the exception of the Ife project, which was a Six-year 

programme from P.1 – P.6, was initially planned from P.1 – P.3. This means that the 

BTL/BTE, the NALAP and the Kom project, favoured the Early Exit Model. The Kom 

project however is still on-going to investigate pupils’ academic achievement from 

P.4 when pupils continue with English medium of instruction.  Even though pupils 

showed a strong foundation in literacy skills by P.3, in the Early Exit programmes, 

existing research seem to suggest that three years of mother-tongue education – 
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Early Exit Model, is not adequate to sustain pupils’ literacy skills in both their mother-

tongues, BICS, and a second language for an effective development of CALPS 

(Hornberger, 2002; Ball, 2011; Walter & Chuo, 2012). 
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CHAPTER FOUR 

RESEARCH DESIGN AND METHODOLOGY 

 

4.1 Introduction 

This chapter discusses the research design and paradigms, methodology of the 

research, the selection of research participants and the sites for the research. It 

further provides detailed rationalisation for the data collection procedures, data 

collection instruments, and explanation of the procedures for analysis.  

 

4. 2 Research Design 

Burns and Bush, (2016) describe a research design as a methodical and procedural 

approach for collecting and analysing needed information in a decision-making plan. 

Thus, a research design expressly describes the steps taken in the selection of 

research participants, the collection and analysis of relevant data, and efforts that 

find answers to the research questions of the study. Three elements of inquiry (i.e., 

knowledge claims, strategies, and methods) are used in determining a suitable 

research design. This involves an assessment of the knowledge claims, the 

strategies of inquiry, and an identification of specific methods which lead a 

researcher into determining a suitable approach to inquiry. This approach to inquiry 

may either be solely quantitative, qualitative, or a blend of the two methods known 

as mixed methods (Creswell & Clark, 2003; Johnson & Onwuegbuzie, 2004; 

Creswell, 2013) 

 

4.3 Research paradigm and Methodology 

Research paradigms define and guide the framework of a research (Ponterotto, 

2006). Research paradigms such as positivism, postpositivism, constructivism-

interpretivism and the critical-ideological perspective are largely defined as the 

principles or theories guiding the way things are done. According to Maxwell, (2008) 

a paradigm is “a set of very general philosophical assumptions about the nature of 

the world (ontology and how we can understand it (epistemology), assumptions that 

tend to be shared by researchers working in a specific field or tradition” (p. 224). 
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This research is situated within the framework of positivism and the constructivism-

interpretivism, thereby adopting these paradigms as guiding principles in a mixed 

methods approach. Brief discussions of the paradigms, structure of inquiry, and 

choice of methodology for this research are presented in the ensuing sections. 

 

4.3.1  Positivism 

An overview of research paradigms by Ponterotto, (2006) describes positivism as a 

philosophical realism that adheres closely to the hypothetico–deductive method. 

Drawing inference from earlier studies by Guba and Lincoln, (1994) and McGrath 

and Johnson, (2003), Ponterotto, (2006) argues that positivists focus on efforts to 

verify a priori- hypotheses mostly stated in quantitative propositions. He further 

suggests that the primary goal of positivistic inquiry is an explanation that (ultimately) 

leads to prediction and control of phenomena, with the conversion of quantitative 

prepositions to mathematical formulas that express functional relationships. 

 

4.3.2 Constructivism 

Johnson and Onwuegbuzie, (2004) saw constructivism as a theory based on 

scientific study and observation. They proposed that people create an understanding 

and knowledge of the world around them based on their individual experiences and 

reflections. Constructivists hold that individuals construct their reality in the mind, 

thus suggesting deep reflection as a means of bringing hidden meaning to the 

surface. The stimulation of deep reflection, according to Ponterotto, (2006), is by the 

interaction between the researcher and the research participant. This shows a link 

between constructivists and qualitative research. 

 

Johnson and Onwuegbuzie, (2004) again suggest that qualitative research aims at 

engaging and probing to gain a rich understanding of a research phenomenon, and 

constructivism facilitates this aim. The constructivism paradigm views knowledge as 

“socially constructed and may change depending on the circumstances,” describing 

it as both knowledge and meaningful reality contingent upon human practices 

constructed in and out of human interaction with their world (Golafshani, 2003:603).  
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Another distinguishing characteristic of constructivism is the centrality of the 

interaction between the investigator and the object of investigation (Johnson & 

Onwuegbuzie, 2004). Constructivism therefore adheres to a relativist position that 

assumes multiple, apprehendable, and equally valid realities (Ponterotto, 2006). 

 

3.3  Research Methodology 

A Research methodology is a procedure that outlines the systematic, factual 

demonstration, of an attempt to answer a question or find resolution to a problem. It 

is also a way of obtaining, organising and analysing data (Polit & Beck, 2004; Leedy 

& Ormrod, 2015). In other words, research presents “a careful, systematic, patient 

study; and investigation in some field of knowledge, undertaken to establish facts or 

principles” (Richard, 1993: 4). This could be done using qualitative and quantitative 

methods. The research, significantly, blends the two methods – mixed methods, and 

explains its relevance.  

 

The mixed method approach emerged out of the two major paradigms of positivism 

and constructivism discussed above. This approach seeks to redenominate 

research methods. A mixed method approach, according to Creswell and Clark, 

(2003), “involves a collection or an analysis of both quantitative and/or qualitative 

data in a single study.” (p. 212). Johnson and Onwuegbuzie, (2004) also state that 

a mixed research is a method that allows the researcher:  

 

“to mix or combine quantitative and qualitative research techniques, 

methods, approaches, concepts, or language into a single study. It further 

explains that a mixed method research attempts to legitimate the use of 

multiple approaches in answering research questions, rather than 

restricting or constraining researchers’ choices. ...it is inclusive, pluralistic, 

and complimentary, and it suggests that researchers take an eclectic 

approach to method selection and the thinking about and conduct of 

research” (p. 17-18).  

 

 Creswell (ibid) further clarifies that mixed methods is understood by using the term: 
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 “methods” and “methodology.” The methods, he explains involves the procedures 

or the steps taken to conduct the research while methodology refers to the 

philosophical assumptions that underpin the study. This research is guided by the 

above definitions of mixed methods. 

 

Mixed methods research, according to Creswell and Clark, (2003) and Punch, 

(2013) has been in practice and widely accepted as a research paradigm in the last 

decade. The approach, according to these writers make use of either a quantitative 

or qualitative research method which falls short of the major approaches employed 

in today’s social and human sciences. Creswell, (2009) further suggests that for the 

mixed methods researcher, “pragmatism opens the door to multiple methods, 

different worldviews, and different assumptions, as well as to different forms of data 

collection and analysis in the mixed methods study” (p. 12). 

 

Another description of mixed methodology put forward by Wisdom and Creswell, 

(2013)  describe it as a methodological study that offer great potentials to the 

researcher, strengthening the rigor and enriching the analysis and findings of the 

study. The advantages of mixed methodology according to them include allowing for 

the comparison of quantitative and qualitative data, reflecting participants’ point of 

view, fostering scholarly interaction, providing methodological flexibility, and 

collecting rich, comprehensive data. 

 

This research is also guided by Greene and Caracelli's, (1997) classification of 

mixed methods. Greene and Caracelli, (1997) identify three typical uses of mixed 

methods study: (1) testing the agreement of findings obtained from different 

measuring instruments, (2) clarifying and building on the results of one method with 

another method, and (3) demonstrating how the results from one method can impact 

subsequent methods or inferences drawn from the results. 

 

Aptly, as mentioned earlier, this research was a fact-finding one, which sought to 

methodically, assess the choice of medium of instruction on the academic 
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achievement of P.3 pupils in literacy. The research first assessed the influence of 

the language primarily spoken in the community and the teachers’ mother-tongue 

on the choice of language for instruction in the classroom. Then, based on the 

findings, the research assessed how the language chosen by the teacher as MoI 

impacted on pupils’ academic performance in literacy. 

 

4.3.4   Action Research  

The research involves a classroom activity and so it is to a large extent an action 

research. Action research, as explained by Little and Rawlison (2004), allows 

teachers and educators to learn and investigate the teaching and learning process 

in their classrooms, while they continue to monitor and improve performance levels 

of their pupils. Guskey (2000), further points out that issues relating to education are 

best investigated in the classroom. The significance of this to the research, in the 

light of the above, is that the phenomenon under study occurs in the P.3. The 

teachers’ choice of language for instruction in the classroom is an important 

component in the teaching and learning process. It therefore plays a significant role 

in the academic development and performance of pupils from the early years of their 

education. Also, primary data collected for this research is taken directly from 

everyday classroom activity of the selected schools.  

4.3.5   Case Study 

A case study is an empirical inquiry that investigates a contemporary phenomenon 

within its real-life context, especially when the boundaries between phenomenon 

and context are not clearly evident (Yin, 1994). As a case study, the focus will be on 

specific issues, with first-hand information on the implementation of the policy in the 
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classroom. Simply put, a case study can be described as an in-depth description 

and analysis of a particular entity that can be used as a generalization for others. 

4.3.6   Research Sites 

Figure 6: Research Sites 

Source: Google map sites, (2017) 

The research was conducted in the Greater Accra Region of Ghana in West Africa. 

The Greater Accra region of Ghana is situated along the southern coast of Ghana 

with Accra as both the regional and the national capital. The traditional name of the 

area is Ga and the language of the local people is also Ga. The Greater Accra region, 

the political seat of government and trade centre, attracted a large number of settlers 

and immigrants who came from diverse language backgrounds from across the 

country and beyond.  Out of these language groups, Akans outnumber the Ga local 

settlers in the Greater Accra region by a considerable margin (Anyidoho & Kropp-

Dakubu, 2008). Thus, the cosmopolitan nature of Accra is one major contributing 



 

70 

 

factor for the linguistic diversity of the area. In fact, all the eleven government 

approved languages to be used as medium of instruction in the schools are spoken 

in all parts of the Greater Accra region. Most people in the Greater Accra region are 

multilingual with Akan as the most widely spoken language across all levels. There 

are 10 districts in the Greater region of Ghana and each district has a number of 

public and private schools. The 8 schools selected for the research were purposively 

selected from three geographical areas of the region – Ga South, Ga East and Accra 

Metropolis, as indicated in the map above.  

 

4.3.5  Research Participants and Sampling 

The main aim of conducting a primary research is to unearth a new phenomenon 

that can be confirmed by others (Cohen, Manion & Morrison, 2013). This research 

uniquely assesses the relationship between the choice of medium of instruction and 

pupils’ academic performance in literacy. The primary participants for the research 

are P.3 pupils, their teachers and Head teachers of the selected schools. The 

selection of participants was done using purposive sampling technique. 

 

De Vos et al., (2011) describe a sample as a representation of a whole, carefully 

selected to ensure its representativeness. The most basic considerations in 

sampling are size and representativeness. They further suggest that the choice of a 

sample size can influence statistical test, as such, the selection of a well-

representative sample of a population should consider the relative homogeneity or 

heterogeneity of the population, as well as degree of reliability desired by the 

researcher. The reason of purposive sampling for this research was to get only 

participants who will be able to provide the needed information. (Dawson, 2007). 

Creswell, (2007) also explains that purposive sampling selects only individuals and 

locations that are of relevance to a study. To support this, Teddlie and Tashakkori, 

(2003) further state that the individuals selected should have certain specific 

attributes and representative of the population relevant to a particular situation. 
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In line with the objectives and the research questions, the researcher selected 5 

public schools from the urban, 2 from peri-urban and 1 rural geographical zones 

within the Accra Metropolis, Ga South and Ga East Municipality. The schools 

selected in the urban setting were presumed to be well-resourced, with better 

facilities, and more qualified teachers. The peri-urban schools selected were not in 

the inner metropolis but are on the fringes of the city. These schools were selected 

to represent settlements that were less populated than schools in the city, but the 

infrastructure of these schools were equally good. The teachers were also trained 

and teaching and learning facilities were presumed to be satisfactory. 

 

Schools selected from the rural areas did not have the same facilities in terms of 

basic infrastructure as those in urban and peri-urban schools. Teacher posting to 

these rural schools were also not consistent. The roads to these schools were not 

well constructed and some teachers had to trek for hours. Sometimes the cost of 

transportation to the school was so high that teachers were not able to attend school 

daily. In addition, teacher ratio to pupils was very low, so it was common to find one 

teacher teaching more than one class.  For instance, the P.3 teacher in Adenkrebi, 

one of the rural schools selected, in the Ga East Municipality, taught both P.2 and 

P.3, and for convenience had decided to combine the two classes for all lessons. 

Apart from the linguistic differences of the selected schools, the choice of these 

schools reflected the disparities prevailing in the settings of these schools. How 

these conditions affected the teaching and learning process was therefore relevant 

to the overall goal of the research. 

 

The first category of participants as stated were P.3 pupils from the selected schools. 

Their selection was based on the main objective of the research which was to find 

out whether P.3 pupils have attained the desired literacy levels based on the choice 

of MoI. The second category of participants was P.3 class teachers and lower 

primary Head teachers of the selected schools. Since KG1 – P.3 teachers are the 

key promoters of the language-in-education policy in the classrooms, inputs from 

this category of participants helped answer specific research questions.  
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The next section discusses the data collection instruments and procedure. 

  

4.3.6  Data Collection Instruments and Procedure 

This section of the research explains the data collection instruments and procedure. 

The instruments for the research were semi-structured interviews, participant’s 

observations, including video recordings, and diagnostic tests. Zohrabi, (2013) sees 

interviews as the predominant mode of data or information collection in mixed 

methodology research that affords both researcher and participant flexibility. Similar 

to views from Atkinson, Bauer and Gaskell, (2000) and Broom, (2005), interviews 

offer the researcher an opportunity to probe issues of interest that emerge in the 

interview. On the whole, interviews bring dynamism in the data collection process 

that richly enhances the contexts and particular situations being investigated 

(Holstein and Gubrium, 1995). Similar assertion is made by Fontana and Frey, 

(1994) regarding interviews, viewing the data collection mechanism as non-neutral, 

yet vigorous interactions between the researcher and research subject(s). 

 

Semi-structured interviews are especially “suitable where one is particularly 

interested in complexity or process, or where an issue is controversial or personal” 

(Smith et.al., 1995: 10). The semi-structured interview used for the research were in 

three main parts. Part one comprised the language background of both pupils and 

teachers. Part two, which was designed solely for teachers, had information on 

knowledge of the language-in-education policy, and part three had information for 

both teachers and pupils on language choices and preferences for medium of 

instruction. 

 

The semi-structured interviews afforded the researcher to have a set of 

predetermined questions on an interview schedule that guided the researcher to 

conduct the interviews. Gill et al., (2008) are of the view that semi structured 

interviews enhance the participation of research subjects, by eliciting more 

information that can subsequently boost the richness of data collected through the 

introduction of an issue the researcher might not have considered relevant.  
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The choice of a semi-structured interview assisted the researcher to gain a detailed 

understanding of the language use of P.3 teachers and pupils. The process also 

helped gain a clearer picture of the teachers’ perceptions of the language-in-

education policy in Ghana. Finally, the choice of the semi-structured interview 

allowed the researcher to get full information on the linguistic composition of the 

pupils, and teachers’ ability to teach in a selected mother-tongue. The interviews 

were conducted face-to-face using a one-on-one technique. 

 

The second data collection instrument was the classroom observation. The 

researcher adopted an overt, participant’s observation approach. This approach, 

according to Dawson, (2007) & Turnock and Gibson, (2001), enhances the value of 

the study and makes the mixed method inquiry much rewarding. The classroom 

observation guide was therefore designed to enable the researcher gain an insight 

into the key issues underpinning language and literacy acquisition in the early years 

of education. The observational guide was designed to help ascertain how certain 

factors including the choice of MoI could affect the teaching and learning process 

and subsequently the academic performance of the pupils.  

 

Thus, as part of the observation procedure, classroom environment and lesson 

information provided a description of the class size, desk arrangement, sitting 

pattern of pupils and the availability of teaching and learning materials. This forms 

an important aspect of a successful teaching and learning process. As rightly 

observed by Stigler and Hiebert, (2009), in the absence of supplementary Teaching 

and Learning Materials (TLMPs), the attention of learners are likely to be diverted 

from the more important goals of learning. Additionally, Jun Zhang, (2001) states 

that insufficient TLMPs, and exposure to inadequate vocabulary, may ultimately 

negatively affect pupils’ academic performance in literacy. 

 

 Mensah, (2000) also suggests that teachers see regular in-service training as a 

necessary tool for improving their performance and delivery, especially in lower 
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primary classrooms. Furthermore, Rivkin, Hanushek and Kain, (2005) highlight the 

importance of teacher effectiveness in the academic performance of pupils. As such, 

teacher professionalism was considered an important part of the observation 

process because it provided a better understanding of how the teachers were able 

to project themselves in appearance, control of the lessons and their management 

of the literacy periods. 

 

Mensah, (2000), in his study, further explains that the use of a familiar Ghanaian 

language, as medium of instruction promotes effective interaction between the 

teacher and pupils. Thus, the teacher’s competence in the classroom was assessed 

based on their ability to engage learners in active participation during lessons, 

present lessons in a logical and organised manner, incorporate activities that 

enhanced pupils’ performance, and ability to use activities, tests, reviews, or 

applications that focused on learners’  demonstration of what was learned. The next 

session discusses Ethical Considerations of the study. 

 

4.4 Ethical Considerations 

This research adopts the stance that ethics, a set of moral principles, deal with what 

ought to be (Strydom, Fouche & Delport, 2002). Ethics require the researcher to 

“strike a delicate balance between the scientific requirements of methodology and 

the human rights and values potentially threatened by the research” (Creswell, 2013: 

p 20). As such, ethical issues were addressed at each phase of the research. In line 

with the research and ethics committee of the University of Venda, the researcher 

applied for ethical clearance and was granted permission to collect data involving 

293 minors. Permission was sought from parents through the Parent/Teacher 

Association (PTA) for interview with pupils using an informed consent form (see 

Appendix C2). The other subjects of the research involved adults. The Circuit 

Supervisors, Head Teachers and teachers, parents and Community leaders and 

other stakeholders in education, at the Metropolitan Assembly of the Ghana 

Education Service, were also verbally informed. The purpose of the research was 

clearly spelt out and their consent was sought at each stage of the data collection 
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procedure. In addition, permission for conducting the research in the 8 selected 

schools was obtained from the Director of Curriculum and Research and 

Development Division (CRDD) of the Ghana Education Service (see Appendix C & 

C1).  

 

All participants, including pupils’ identities were protected by an anonymity clause – 

the avoidance of the use of names and labels. Interviews, involving participants, 

were numerically coded to maintain confidentiality. In brief, the right, dignity, 

autonomy and the human space of all subjects involved in the research were given 

the utmost consideration. 

 

4.5 Reliability and Validity  

Reliability is a prerequisite for validity. An unreliable indicator cannot produce 

trustworthy results. Reliability is concerned with the findings of a research and this 

relates to the credibility of the findings (Welman, et al., 2006). In order to ensure 

reliability in this research, appropriate research methodology was employed. Thus, 

where observations were carried out, the researcher took notes and revised them to 

check whether or not there was a mismatch between the initial documentation from 

the survey and the final findings of the research. Flick, (2009) explains that the 

quality of responses and documented data become a central basis for assessing 

reliability and that of succeeding interpretation.  In this regard, the researcher 

ensured reliability by testing the degree to which all the variables used in the 

research yielded consistent results. Also, even though some researchers, Lincoln 

and Guba, (1985); Gubrium and Holstein, (1997) and Lewis and Ritchie, (2003), 

have their reservations about replicability of research findings, it can be argued to 

very large extent, that the results of this research, using similar methods could be 

replicated.   

 

According to Cohen et al., (2010), validity is the degree to which a study accurately 

reflects or assesses the specific concept that the researcher is attempting to 

measure. A method can be reliable, consistently measuring the same thing, but not 
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valid. However, generally accepted research process, design, and concepts were 

adopted to maintain the validity of the study. Hammersley, (1992: 69) observed that 

“an account is valid if it represents accurately, those features of the phenomenon 

that it is intended to describe, explain or theorise.” Since it is difficult to ascertain a 

100% validity for the study, the researcher sometimes supported responses from 

one data with another. For instance, the responses from the semi-structured 

interviews were verified with what was recorded from the video recordings and the 

participants’ observations.  The researcher therefore validated the study by ensuring 

that the study’s findings falls within the purview of empirical literature. Thus the 

process of guaranteeing validity and reliability in this study served as an attempt to 

“act sensitively in the field” (Flick, 2009: p.486).  

 

Triangulation is used as a means to validate data through cross-checking 

(Silverman, 2001). According to Denzin, (2007) triangulation is very likely to enhance 

both internal and external validity of data. With this concept of data triangulation, the 

research uses data based on two variables: the choice of medium of instruction 

against pupils’ academic performance in literacy in P.3. Different methods of data 

collection were used in order to arrive at more convincing results. Data collected 

through semi-structured interviews, observations and video recordings and 

diagnostic tests were analysed separately and triangulated. Another value of 

triangulating the data for the research, as stated by Lewis and Ritchie, (2003), is to 

enable the findings of the research to be generalised to a larger population. In all, 8 

schools were selected from the Greater Accra region of Ghana for the research. 

Even though only P.3 classes were chosen from the 8 schools, the language-in-

education policy implementation and the curriculum design were the same for all 

lower primary schools across the country. Therefore, in line with Denzin, (2007) the 

possibility of generalising and diversifying the outcome of the results of the research 

is high.  
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The next section of the chapter discusses video recording as a data collection tool 

for study 
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Figure 7: The concept of data triangulation 
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4.6  Video Recording 

To enrich the discussions, during the classroom observation, the Language and 

Literacy lessons for each of the 8 selected schools were video-recorded, by a 

professional cameraman. This was assisted with a second camera by the 

researcher. 

 

The focus of the video-recording of the lessons was to have a thorough 

understanding of the teaching and learning process: what the teachers and pupils 

did and said in communicating with, or interacting with each other, in order to 

make the content of the lessons explicit. To support this, Winters, (1996) 

explained that video recordings of lessons provides an objective record for 

transcribing or repeatedly previewing, and thereby enhancing the data analysis 

process. 

 

As stated in the section on Ethical considerations, class teachers and head 

teachers were informed verbally about recording lessons, and this was supported 

by the letter of consent to parents. The researcher and her assistant, and 

cameraman were all introduced to the class before the start of the observation. 

In addition, the researcher documented the teacher’s teaching and learning 

materials and lesson notes (see Appendix B2). In order to be part of the lesson, 

the researcher sat behind the class and was allowed to participate in the lessons. 

Thus, the researcher asked questions, or contributed to explanations when 

needed. With this approach, all aspects of the lessons were fully captured and 

documented. 

 

4.7  Diagnostic Test 

Testing as a method of data collection is not only convenient for research but 

was also seen as effective in assessing learners’ academic performance before, 

during and after lessons (Tomal, 2010). Since the main objective of the research 

is to assess pupils’ academic performance in literacy, testing was selected as 

one of the data collection instruments. The diagnostic tests were based on the 

Ghana Education Service’s Standards and Milestones (2007) assessment 

criteria for literacy achievement in P.3. The tests were developed from the 

curriculum for literacy in P.3, teachers’ lesson notes, and the teaching and 

learning materials used for the literacy lessons. For each of the selected schools, 
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pupils were tested on English literacy skills: Phonemic awareness, Phonics, 

Vocabulary, Reading comprehension and Writing. The importance of the 

diagnostic test was to establish P.3 pupils’ academic performance in literacy 

achievement based on the choice of MoI. Above all, the test results was to give 

an indication of whether P.3 pupils had reached the academic threshold for 

literacy to successfully transition into an English language medium of instruction 

at P4. 

 

4.8 Conclusion 

The chapter primarily stated the entire research process for the research. The 

chapter further discussed the research design, methodology and presented an 

explanation of the ethical considerations of the research. The chapter closed with 

a discussion of the data collection instruments and the measures employed to 

establish data validity and reliability. The next chapter presents data analysis and 

discussion.  
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CHAPTER FIVE 

DATA PRESENTATION, ANALYSIS AND DISCUSSION 

 

5.  Introduction  

This chapter presents and analyses the data for the research. In addition, the 

chapter discusses findings of the analysis of the data. The analysis of the data 

were based on semi-structured interviews, participant’s observations video 

recordings and diagnostic tests which were linked to the objectives of the 

research. The first section of the chapter is a demographic profile of the sample 

group selected. The section also presents the first theme for the analysis. 

 

5.1 Demographic Profile of Respondents  

Table 2: Demographic Profile of Respondents 

Variable     Number of pupils  Percent (%) 

Gender Male 152 51.88 

 Female 141 48.12 

  Total  293 100 

  Age  8 - 10yrs 219 74.74 

 11 - 13yrs 67 22.87 

 Above 13yrs 7 2.39 

  Total  293 100 

Languages spoken Ga 129 44.02 

 Fante 27 9.22 

 Asante Twi 44 17.41 

 Akuapem Twi 31 12.63 

 Ewe 27 10.24 

 *Others 15 6.48 

  Total  293 100 

 *Dagbani, Gurune, Nzema, Krobo, Dangme Nkonya, Logba, Kasem 

 

Table 2 above shows that the data covered 293 pupils. The total number of male 

pupils surveyed was 152, representing 51.88%, and 141 of them were female 

pupils representing 48.12% of the total. The difference of 3.76% may be 

considered insignificant, hence results above indicate a balanced representation 
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of gender. The age distribution of respondents also shows that 74.74% of the 

pupils were within the ages of 8 to 10 years while 22.87% were within the ages 

of 11 to 13 years. It is clear that majority of the pupils surveyed were above age 

8. Based on the Ghana Education Service approved ages, KG1 – 4 years; KG2 

– 5 years; P1 – 6 years; P2 – 7 years; P3. – 8 years. This shows that majority of 

the pupils surveyed were above age 8. Some studies arrived at different 

conclusions concerning the age of pupils and their academic performance at the 

basic level. According to Smith and Shepard, (1988) and Crosser, (1991) pupils 

who are older would perform better academically. However, recent findings by  

Warash and Markstrom, (2001) and Lincove and Painter, (2006), show that pupils 

below age 8 would presumably perform better that older children in early years 

of school. In conclusion, it is presumed that the ages of pupils selected for the 

research should not necessarily have a major significant impact on their 

academic performance in literacy. The next presents the first theme presents the 

first theme of the analysis. 

 

5.2 Theme 1: English Medium of Instruction to some Extent 

Supports Pupils’ Academic Performance in Literacy 

One of the research objectives was to assess the extent to which an English 

language medium of instruction supports pupils’ academic performance in 

literacy. Results from participant’s observation, video recordings and the 

diagnostic tests conducted in English for pupils were utilized in achieving this 

objective. Out of the 8 schools surveyed, English language was identified as the 

most dominant medium of instruction in five (5) of the schools. Three (3) of the 

schools surveyed used Ga as medium of instruction. The details of these are 

discussed further in the chapter. 

 

The participants’ observation process was accompanied with video recordings in 

each of the selected P.3 classrooms. During the participants’ class observation 

sessions, it was noted that the presence of the researcher compelled teachers to 

demonstrate a high sense of commitment in teaching their lessons. The teachers, 

in the 5 schools (which used an English MoI), used English for all the lessons 

observed, and the researcher also noted that the lessons were not very 

interactive. The researcher equally observed that pupils’ level of proficiency in 

English was not adequate, so the lessons were not interactive. In addition, when 
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it came to question time, the researcher noticed that pupils struggled to provide 

responses to questions in English. In some cases, pupils solicited for answers 

from their peers, which gave the impression that the lessons were not well 

comprehended. These findings are supported with the results from pupils’ 

interviews presented below. 

 

 A significant number (55.4%) of the pupils interviewed mentioned that they were 

least proficient in English, so could barely understand the lessons that were 

taught in English. In addition, 71.3 % of the teachers interviewed admitted that 

they had to repeat portions of the lesson several times for pupils to get a clearer 

understanding of the lessons.  One teacher specifically stated that “I just move 

on with the lesson, because I have a syllabus to complete.” Again, the outcome 

of pupils’ performance in the language and literacy tests, were not encouraging. 

The table below presents pupils’ performance in a reading comprehension test 

in English conducted in all the 5 classes that used English medium of instruction  

(See appendices A3 – A6) 

 

Table 3: Percentage Distribution on Comprehension Test (English: see 

Appendix A5 & A6) 

  

Correct 

(%) 

Incorrect 

(%) 

Not 

attempted 

(%) 

Where does Louba live? 83.00 16.60 0.79 

In which part of the capital city does 

Louba live? 
71.15 24.11 4.74 

Who is Toro? 56.13 36.36 7.51 

What was Louba’s dream for the future? 

 
26.88 46.25 26.87 

What is Louba’s football made of? 9.88 46.25 43.87 

What is the title of the passage? 35.18 17.39 47.43 

What do you like about passage? 5.53 42.69 51.78 

 

The above Table represents the percentage distribution of results obtained by 

pupils’ in comprehension tests conducted in English. The main aim of the test 

was to further assess pupils’ performance in language and literacy, when English 
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was used as a medium of instruction. The comprehension tests were based on 

a passage taken from one of the Ghana Education Service prescribed textbooks 

for P3. (see Appendix A5). The passage was retyped with open ended questions 

comprising recall questions and inference questions, and each pupil was given a 

copy (see appendix A6).  Pupils were given 40 minutes to read and answer the 

questions on the passage. The results showed that majority of the pupils could 

barely read the passage and managed to provide some correct answers to the 

recall questions from the passage. The following recall questions for example: 

“Where does Louba live?” “Which part of the capital city does Louba live?” and 

“Who is Toro?” recorded high percentages (83.00%, 71.15% and 53.13%) 

respectively. On the other hand, the inference questions, such as: “What was 

Louba’s dream for the future?” were answered incorrectly by 46.25% of the pupils 

and 47.43% did not provide any answers.  

 

 

Figure 8: Percentage Distribution of Results on Picture Description 

 

 

The above chart presents the results of a Picture Reading and Description test 

(See Appendix A3). This was conducted to test pupils’ language and literacy skills 

in writing. An enlarged picture was posted on the board in front of the class and 

pupils were required to closely look at the picture and write five sentences on 

whatever they saw in the picture (see Appendix A4). 

Sentence 1 Sentence 2 Sentence 3 Sentence 4 Sentence 5

Incoherent 13.24 13.15 8.53 12.8 12.32

No Response 2.37 2.82 14.22 17.06 23.22

Good 0.47 0.94 6.64 0 0.47

Fair 6.64 5.16 3.32 2.37 0.95

Poor 77.25 77.94 67.3 67.76 63.03
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Results presented in the Figure 8 above represent the total number of pupils who 

took the test in the selected schools. Pupils were required to compose a five 

different sentences of what they saw in the picture poster. Each of the sentences 

that the pupils wrote was assessed in two ways. The first assessment focused 

on the completeness of each sentence. The second requirement of the 

assessment considered the frequency of grammatical errors such as wrong 

usage and misspelt words. In each sentence of the five sentences pupils were 

required to compose, the pupils were required to give a different description of 

what they saw in the picture. Each sentence was scored according to the 

following rubrics: Poor, Fair, Good, No Response and Incoherent. The table 

below shows an interpretation for each rubric.  

 

Table 4: Criteria of Assessment of Picture Description Test (see Appendix 

A3 & A4) 

Poor Fair Good Incoherent No Response 

Sentences 

that 

contained 

major 

grammatical 

errors. 

 

Sentences 

that 

contained  a 

number of 

grammatical 

errors. 

 

Sentences that 

contained minimal 

grammatical 

errors. 

 

Meaningless and 

ungrammatical 

words and 

phrases. 

No sentence was 

written 

Responses 

that indicated 

only isolated 

words and 

phrases. 

 

One or two 

corrected 

sentences 

out of the 

total of five. 

Three or four 

correct sentneces 

were provided out 

of the total of 

five.. 

 

Responses were 

not related to the 

picture in the 

poster 

 

 

The results, presented earlier in Figure 8 show a very poor performance of the 

pupils in their writing skills in English. Few (an average of 11.9% sentences) 

pupils did not provide all the five sentences required for a complete description. 

A significant number of the sentences (an average of 70.7% and 11.9% 

respectively) provided was either poor or incoherent. Only few (an average of 
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1.7%) of the sentences had less noticeable grammatical errors in all the five (5) 

sentences. This suggested that the pupils’ performance in language and literacy 

skills in P.3 was significantly below expectation. 

 

Pupils’ assessment in literacy also covered phonemic awareness skills. This skill, 

as stipulated in the Standards and Milestone document – a compulsory teaching 

aid for all lower primary school teachers – supports the reading ability of pupils 

(see Appendix B1). This test consists of a selection of any three-English letter 

words. A total of 10 words, (under, tree, came, away, sad, eat, went, little, some, 

make) from a reading passage, were picked in no particular order. The focus was 

to test pupils’ ability to make judgments about sounds of letters and be able to 

correctly pronounce any three-letter combination of English vowels and 

consonants sounds. As stated, the combinations of the three letter words used 

in this test were based on the “Standards and Milestone” document of the Ghana 

Education Service (see Figure 10). The results of the test are presented in the 

component bar chart below. 

 

 

Figure 9: Test on Phonemic Awareness previously 8 

 

It is evident from the chart above that pupils were unable to perform well in the 

Phonemic Awareness pronunciation test. This is shown by the high percentages 

indicated for “wrong” on the chart. For most of the words, it can be concluded 

that pupils performed poorly in the pronunciation test. The conclusion drawn from 

PIM MEM SEP JOM ZUM CHA TAS POS PEE WOO

Wrong 61.3 71.5 84.2 48.2 52.2 81.8 74.3 58.5 81.4 73.9

Correct 38.7 28.5 15.8 51.8 47.8 18.2 25.7 41.5 18.6 26.1
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the chart above is that majority of the pupils who took the test lack phoneme 

awareness skills in English. The next presentation is the test on Phonic skills. 

  

Figure 10: Performance in the English Phonics test (see Appendix A9) 

 

Table 5: Likert Scale used in Phonics test 

Score 1 - 8 9 - 16 17 - 24 25 – 32 33 - 40 

Scale Very Poor Below Average Average Above Average Excellent 

 

The test in phonics consisted of 24 letters and 16 digraphs (see appendix 10). 

Pupils were required to pronounce each letter sound and digraph. Out of 293 

pupils in all the eight (8) schools visited, 9.22% did not attempt to pronounce any 

of the sounds, 33.45% did very poorly and could only pronounce up to eight (8) 

sounds correctly. 40.96% were below average and could only pronounce 

between nine (9) to sixteen (16) sounds correctly. 16.04% performed averagely 

by pronouncing between seventeen (17) to twenty-four (24) sounds correctly. 

Only one (0.34%) pupil did well above the average mark and was able to 

pronounce twenty-five (25) sounds correctly. 

 

Generally, during the assessment, it was observed that all the pupils could not 

pronounce the following digraphs: /ai/, /oa/, /ie/, /ee/, /ng/, /oo/, /ch/, /sh/, /th/, 

/qu/, /ou/, /oi/, /ue/, /er/, and /ar/. The only digraph a few could pronounce without 

any difficulty was /or/.This is so because “or” is a word in the English language. 

Most of the pupils were able to pronounce sounds of letters such as /s/, /a/, /t/, 
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/p/, /m/, /f/, /b/, /d/ and /z/. Also, about 80% of the pupils could not say the sounds 

of these letters:  /i/, /c/, /r/, /e/, /w/, /v/, /y/, /x/ and /q/.  

 

Figure 10 above shows a graphical representation of the performance distribution 

in the phonics test which indicates that the middle 50% of the performance 

distribution is from 10% to 35%. The median is the middle value in an ordered 

set of values. In the boxplot above, the median value is 25% which suggests that 

half of the class scored lower than 25 per cent and the other half greater than 

25%. The median is slightly greater than the average score of 24.23%, this 

results in a right skewed distribution. The plot also reveals one outlier with a score 

of 62.5%. The column chart (Figure 10) below shows the same phonic test results 

using the Likert scale in the Table 6. The next session presents and analyses the 

vocabulary tests. 

 

The test on vocabulary involved the correct pronunciation and associating the 

correct meaning to ten (10) words. The underlined words in the following passage 

were selected for each pupil read to aloud. 

Children love toys. Abena also loves her rug toy. One day, she put her rug 

toy in a basket and put the basket under the big tree in her house. In the 

night, a big dog came and took her rug toy away. She was very sad. She 

did not eat her food. She went with her little sister to look for her toy. Some 

friends also came to the house to make a new doll for Abena. The next day, 

Abena saw rug doll behind her house.  

Figure 11: Phonics test Performance Distribution in English 
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Figure 12: Performance in the English Vocabulary test 

 

 

Table 6: Likert Scale used in Vocabulary test 

Score 1 - 2 3 – 4 5 – 6 7 - 8 9 – 10 

Scale Very Poor Below Average Average Above Average Excellent 

 

Out of all the pupils that participated in the vocabulary test, a significant number 

(23.89%) of pupil did not attempt to mention any of the words, 18.77% could only 

mention up to two (2) words with their correct meaning which is considered as 

very poor, and 16.72% of pupil perform below average. However, 15.36% 

performed averagely by mentioning and attributing the correct meaning to up to 

five (5) or six (6) words and excellently by mentioning and giving the right 

meaning up to nine (9) or ten (10) words. Only 9.90% of the pupil assessed were 

above average, they were able to mention and give the correct meaning to up to 

seven (7) or eight (8) words. Most of the pupils had difficulty in mentioning some 

of the words in isolation but were able to mention those same words when they 

were put in sentences. Also, majority of the pupil had no knowledge of 

diphthongs, so about 65% of them pronounced “came” as “come”. However, from 

the test, almost 98% of them were able to mention “Eat”, “Tree” and “Time” 

without any difficulty.  

The column chart (Figure 12) below shows the same vocabulary test results 

using the Likert scale in the table (Table 6) that follows. 
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Figure 13: Vocabulary test Performance Distribution in English 

 

 

Figure 12 above shows a graphical representation of the performance distribution 

in the vocabulary test. The middle 50% of the performance distribution is from 

10% to 67.5%. The median value is 40% which suggests that half of the class 

scored lower than 40% and the other half greater than 40%. The median is 

slightly greater than the average score of 38.95%, thus the results shows a right 

skewed distribution.  
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Figure 14: Performance in the Fluency test 

 

 

Table 7: Likert Scale used in Fluency test 

Score 1 - 2 3 – 4 5 - 6 7 - 8 9 – 10 

Scale Very Poor Below Average Average Above Average Excellent 

 

The fluency of the pupils were assessed by requiring them to read the following 

passage which is made up of eight (8) sentences: 

Many children are in school today. Fatima is also in school. The 

name of their school is St. Mary’s Primary. There are two hundred 

and fifty children in the school. Boys are one hundred. Girls are one 

hundred and fifty. The school is a mixed school. Both boys and Girls 

learn together.  

 

Each correctly read sentence attracted one (1) mark, and two (2) for the overall 

fluency. The results in figure 14 shows that 50.17% of pupils did not attempt to 

read the passage. 8.17% of the pupils performed poorly by being able to read 

only a single sentence, and 7.51% were below average.   On the average, 

21.16% of the pupils were able to read half of the number of sentences. On the 

other hand, a few (8.19%) of the pupils performed above average, and a much 

smaller number (4.78%) of the pupils managed to perform excellently by reading 

all the sentences. 
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A significant number of the pupils were not familiar with the following words in the 

passage: many, children, their, St., Mary’s, hundred, mixed and together. 

   

The results of these tests suggest that English as a language is a challenge to 

most of the selected P.3 pupils. 

 

Figure 15: The Fluency Performance Distribution 

 

Figure 14 above shows a graphical representation of the performance distribution 

in the Fluency test which indicates that the 50% of the performance distribution 

is from 0% to 50%. The median value is 0% which means that half of the class 

scored 0% (i.e. half the pupils did not attempt to read the given the passage) and 

the other half scored above 0%. The median is 0% which is less than the average 

score of 25.92%, this results in a right skewed distribution. The column chart 

(Figure 14) below shows the same fluency test results using the Likert scale in 

the Table 7. 

The next section presents the second theme of the research. 

 

5.4 Theme 2:  Mother-tongue medium of instruction supports pupils’ 

academic performance in literacy 

This section presents data on how the use of mother-tongue as a medium of 

instruction supports pupils’ academic performance in literacy. Data for this theme 
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were obtained from teachers’ and pupils’ interviews, and pupils Reading 

Comprehension and Picture Description test results in mother-tongue. The data 

for these are presented and analysed below. 

 

Table 8: Pupils' Language Background 

Language Group Number of pupils Percentage 

 Ga 129 44.02 

Fante 27 9.22 

Asante Twi 51 17.41  

Akwapim Twi 37 12.63 

 Ewe 30 10.24 

*Others 19   6.48 

Total 293 100 

*Dagbani, Gurune, Nzema, Krobo, Dangme Nkonya, Logba, Kasem 

 

Since the major aim of the research was to assess the medium of instruction 

against pupils’ academic performance in literacy, it was necessary to survey the 

language backgrounds of respondents.  Based on the results above, 44.02% of 

the pupils speak Ga, 9.22% speak Fante and 10.24 speak Ewe. An additional 

17.41% of the pupils speak Asante-Twi, while 12.63% speak Akuapem-Twi. The 

results show that Ga was the most widely spoken language by pupils selected 

for the research. It is also noticeable from the data that some of the pupils are 

bilingual, and are able to speak two Ghanaian languages. The Table below 

presents a cross tabulation on pupils’ most proficient language and their 

preferred language as medium of instruction. 

 

Table 9: Cross tabulation table on pupils’ most proficient language and 

preference 

 Preference of language use during lessons 

Most Proficient Language(s) Yes No Total 

English 8 11 19 

Ga 8 8 16 

Ewe 4 5 9 

Asante Twi 18 29 47 
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Sub-Total 38(13%) 53(18%) 91(31%) 

*Others 3 7 10 

English/Asante Twi 26 30 56 

English/Others 4 0 4 

Ga/Asante Twi 29 27 56 

English/Ewe 9 9 18 

English/Ga 24 28 52 

Ga/Ewe 3 3 6 

Sub-Total 98(33%) 104(35%) 202(69%) 

Overall Total  136(46%) 157(54%) 293(100%) 

*Dagbani, Gurune, Nzema, Krobo, Dangme Nkonya, Logba, Kasem 

 

Earlier information from Table 2 on the demography of pupils indicated Ga as the 

language pupils speak most. Table 8 above shows that some pupils are able to 

speak two Ghanaian languages and English (Ga and Asante Twi/Asante Twi and 

English). Results from the table indicate little variation in the preferred language 

choice as medium of instruction. Below is a pupil’s edited comment on the choice 

of mother-tongue as medium of instruction. 

 

It has always been my wish to see my teacher teach in Asante-Twi. I always 
do well when my teacher explains class exercises and questions in Asante-
Twi. I would be very happy if you could tell my teacher to use Asante Twi in 
teaching Maths, Science and ICT. All my friends complain that they find it 
difficult to understand what our teacher teaches when the lesson is in English. 

 

Another pupil’s edited comment states: 

My mother has advised me to try and speak English anytime I am in school. I 
would be happy if I am able to speak good English. But I always understand 
lessons better if my teacher uses Ga to further explain what has been taught 
in English. As a result of this, I would wish that all the subjects my teacher 
teaches me will be in Ga. 

 

Based on these comments, it is clear that pupils would prefer the use of Ga as 

medium of instruction. They also notice an improvement in their academic 

performance, if a mother-tongue (Ghanaian language) is used as a medium of 

instruction. The next Table presents the results of the Reading Comprehension 

Test in Ga. 

 



 

94 

 

Table 10: Percentage Distribution on Comprehension Test in mother-

tongue (Ga: see Appendix 7 & 8) 

  Correct (%) Incorrect (%) 

Not attempted 

(%) 

Nɛgbɛ Louba yɔɔ?  66.80 31.62 1.58 

Maŋtiase lɛ nɛgbɛ fᾶ Louba yɔɔ? 44.66 37.55 17.79 

Namɔ ji Toro? 38.34 51.38 10.28 

Namɔ Louba sumɔɔ akɛ etsɔ wɔsɛɛ? 11.86 59.68 28.46 

Mɛni akɛfee Louba bɔɔlu lɛ? 5.53 61.66 32.81 

Mɛni ji sane lɛ yitso? 16.21 46.85 37.94 

Mɛni osumɔɔ yɛ sane lɛ he? 1.98 51.78 46.5 

 

The above Table shows the results of pupils in the comprehension test conducted 

in Ga. The same test was conducted in English in schools which used an English 

medium of instruction. The same reading passage and questions in English were 

translated into Ga. (see appendix A7).  

 

Table 10 above indicates that pupils provided correct answers to recall questions 

such as “Nɛgbɛ Louba yɔɔ?” and “Maŋtiase lɛ nɛgbɛ fᾶ Louba yɔɔ?” with 

percentages of 66.80% and 44.66% respectively. Pupils however performed 

poorly in answering inference questions which required implied meanings of what 

they had read from the passage and had to express their opinions for a correct 

answer. High percentages of incorrect answers were recorded on the inference 

questions, while most of such inference questions were also left ‘unattempted’ by 

some pupils. The results of the Reading Comprehension test in Ga are similar to 

the results of the English language Reading Comprehension test.  
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Figure 16: Distribution on Results of Picture Reading Test in Ga (Mother-
tongue) 

 

 

The above table presents the results of a Picture Reading and Description test in 

Ga (see Appendix A3). This test is the Ga version the same test conducted in the 

English language. The same procedure and criteria for assessment for the 

English language test were used in conducting the test in Ga. The chart above 

shows that majority of the pupils performed poorly (an average of 77.1% 

sentences). As indicated in the results of the test in English language, a few (an 

average of 2.61% sentences) of the pupils were able to describe the picture in 

meaningful and relevant sentences. Similar to the results of the English Test, the 

pupils failed to comprehend the passage in Ga which is shown by the poor 

responses they gave to both the recall questions and inference questions.  
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Figure 17: The Fluency Performance Distribution Ga 

 

Figure 16 above shows a graphical representation of the performance distribution 

in the phonics assessment which indicates that 50% of the performance 

distribution is from 7.5% to 15%. The median value is 12.5% which suggests that 

half of the class scored lower than 12.5% and the other half greater than 12.5%. 

The median is slightly greater than the average score of 11.32%, this results in a 

right skewed distribution. Also, the plot reveals one outlier with a score of 62.5%. 

The column chart (figure 17) below shows the same phonics test results using 

the Likert scale in the table 11 below. 
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Figure 18: Performance in the Ga Phonics Test (see appendix) 

 

 

Table 11: The General Likert Scale used for the Column Chart 

Score 1 - 2 3 – 4 5 - 6 7 - 8 9 - 10 

General scale Very Poor Below Average Average Above Average Excellent 

 

The column chart in Figure 17 and Likert scale in Table 11 above illustrate the 

performance of the pupils in the Phonics assessments in mother-tongue. From 

the column chart above, 17.95% of the pupils did not attempt to pronounce any 

of the sounds associated to any of the letters or letter patterns. On the average 

32.48% of the pupil were able to pronounce 50% of the sounds presented to them 

and 5.98% of the pupils performed excellently by managing to pronounce all the 

sounds associated to the letters and letter patterns.  
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Figure 19: The Distribution of the Vocabulary Test in Ga (see Appendix 
A9) 

 

Figure 18 above illustrates the performance distribution in the vocabulary 

assessment which indicates that 50% of the performance distribution is from 0% 

to 20%. The median value is 0% which suggests that half of the class did not 

attempt to answer any of the assessment questions. The plot also reveals four 

outliers. The column chart (figure 19) below shows the same vocabulary test 

results using the Likert scale in the table 11. 
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Figure 20: Performance in the Vocabulary Test (see Appendix (A 9) 

 

 

Figure 19 shows the performance of pupils in the Vocabulary assessment test. 

The total percentage of pupils that were below the average mark is 30.77% 

(20.51% + 10.26%), and 7.69% (5.98% + 1.71%) were above average with 

exactly 1.71% performing excellently. 5.13% of the pupils had an average score 

but because 56.41% of the pupils did not attempt any of the questions, the 

average performance is close to zero as shown in the boxplot in Figure 18. 

 

Figure 21: The Fluency Performance Distribution Ga 
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Figure 20 above shows a graphical representation of the performance distribution 

in the Fluency assessment which indicates that the distribution is greatly right 

skewed with a zero mean and a zero median. The plot also reveals several 

outliers on the upper extreme part of the distribution. The column chart (figure 

21) below shows the same phonic test results using the Likert scale in the table 

(Table 12) that follows. 

 

 

Figure 22: Performance in the Ga Fluency Test 

 

 

The fluency test results shown in figure 21 above indicates that a large 

percentage (78.63%) of pupils did not attempt any of the questions.1.71% of the 

pupils were able to answer all the questions. Out of this, 4.27% were able to 

answer about half of the the questions. From the associated box plot in figure 20, 

it is indicated that the arithmetic mean is towards zero. This is a reflection of the 

percentage of pupils who did not attempt any of the questions. 

 

The main indication from these results is that pupils’ performance in all the tests 

in both English and the Ghanaian language are below expectation.  

The next section presents the third theme for the analysis. 
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5.5 Theme 3:  Teacher Initiated-Code-Switching/Code-mixing 

Supports Pupils’ Academic Performance in Literacy 

The main objective of this theme was to find out if teachers code-switch/code mix 

during lessons, and if they did, to find out their reasons for doing so. To achieve 

this objective of the research, it was important to find out the language 

background of the teachers.  

 

 Table 12: Mother-tongue of Teachers 

Mother Percentage Frequency 

Asante Twi 42.9% 3 

Ewe 42.9 3 

Ga 14.3 1 

Total 100% 7 

 

 Table 12 above shows the distribution of teachers’ mother-tongues. A further 

explanation of the data is presented with a cross-tabulation below. 

 

Table 13: Cross tabulation of the mother-tongue of teachers and the 

subjects taught by teachers 

 Subject(s) taught by teacher  

Mother-tongue of 

teacher 

All subject 

excepts Ga 

All subject 

including Ga 

Total 

Asante Twi 2 (66.7%) 1 (33.3%) 3 (100%) 

Ewe 2 (66.7%) 1 (33.3%) 4 (100%) 

Ga 0 (00.0%) 1 (100.0%) 1 (100%) 

Total 4 (57.1%) 3 (42.9%) 8 (100%) 

 

The Table above presents a cross tabulation of the teachers’ mother-tongue and 

the subjects they teach. In all, eight (8) teachers were interviewed and observed 

during lessons. Three (3) out of the eight (8) teachers indicated Asante Twi and 

Ewe as their mother-tongue (see Table 13). Only one (1) of the teachers 

indicated Ga as mother-tongue. The data further revealed that majority of the 

pupils (43.1%) speak Ga while two (3) of the schools surveyed also uses only Ga 

as medium of instruction. Results from the table also show that four (4) of the 
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teachers teach all other subjects except Ga while the remaining three (3) 

teachers claim they teach all subjects including Ga. Below is the pie chart which 

depicts the distribution of languages used by teachers during language and 

literacy lessons.  

 

 

Figure 23: Pie Chart Depicting Language Use of Teachers in Class 

 

With regards to the language(s) that teachers use as medium of instruction, the 

chart indicates that a large proportion of the teachers (57%) uses English 

language mostly but sometimes code-switch/code-mix with Ga. Fourteen percent 

(14%) of the teachers also showed that they used only English language as 

medium of instruction class.  

 

At Independent Avenue ‘A’ Primary School, a teacher had this to say when 

interviewed: 

I have very little knowledge in Ga, but l am learning Ga because I need to use 
it to teach my lessons. I can speak Twi and Ewe but the language-in-education 
policy does not allow me to use any of these languages as a medium of 
instruction during lessons. Therefore l managed to interject my lessons with a 
few Ga phrases I learnt, and use English most of the times to teach my 
lessons. But because I have to use Ga, I try my best to say what I know in Ga. 
 
Responses from teachers’ interviews as stated earlier seemed to confirm the 

instances of teacher-initiated code-switching and code- mixing. This was 

supported with information gathered from the participant’s class observations 

and video recordings. Almost all the teachers admitted that they resort to code-

switching/code-mixing as a strategy to optimise their lessons. The next session 

14%

57%

29%

English

English mostly, Ga
or Twi sometimes

English mostly,
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of the chapter presents information on the fourth theme: challenges that teachers 

face with a particular choice of medium of instruction. 

5.6 Theme 4 Teachers face challenges in the choice of particular 

medium of instruction 

 Presented below are the challenges encountered by teachers. This was based 

on information gathered from earlier results including interviews and 

observations (see Fig 13 & Table 22). 

 

Figure 13 presented earlier shows that most teachers were not proficient in the 

use of Ga, the approved Ghanaian language for use as MoI in each of the eight 

selected schools. Teachers’ inability to speak the language(s) pupils speak and 

the government approved language selected for use as medium of instruction 

created varying levels of difficulty for both pupils and teachers. Moreover, some 

teachers, during the interview, stated that even though they could speak and 

understand Ga, they were unable to read and write in Ga, meaning they were not 

literate in Ga. The effect of teachers’ not being literate in Ga did have an adverse 

effect on the academic performance of pupils as indicated in the poor results from 

the reading comprehension and picture description test in  both Ga and English 

presented earlier (see Figure 8 & Figure 15).  

 

Data from pupils’ language backgrounds in Table 8 suggested that pupils could 

speak different languages or have different mother-tongues. While some could 

speak only Ga, others could speak Ewe, Asante twi, Akuapim twi or Fante, or 

even a combination of these languages. Table 8 indicated a combination of these 

languages to a total of 13 different languages as pupils’ mother-tongues. As a 

result of this situation, it becomes almost impossible for the use of a particular 

language as a medium of instruction in P.3.  As stated earlier in the chapter, to 

minimize this challenge, one strategy that some teachers adopted was code-

switching. However, this has its own implications which are further discussed 

under item 5.5 of the chapter. 

 

Teacher posting is another challenge teachers faced in the classroom. The class 

teacher for Adenkrebi Primary School admitted that he was posted the school as 

a fresh teacher from college to fulfil his National Service obligations, and the only 

language he speaks is Ewe. Therefore, he was not able to teach the pupils in Ga 
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as expected. There was also no opportunity for him to get a support teacher 

because the school did not have enough teachers. As a result, he had no choice 

than use English as medium of instruction for all his lessons. In Independence 

Avenue “A” Primary school, the teacher who could only speak Asante Twi very 

well had difficulty in teaching the pupils in Ga. One pupil who was interviewed in 

the class explained that he would prefer his teacher to use English as medium of 

instruction. His reason was that the Ga that the teacher attempts to speak was 

very incorrect and sometimes incoherent. The teacher further explained in the 

interview that she was posted from Asante Region, where she was able to use 

Asante Twi as medium of instruction, to her present school where she could 

hardly use Ga as medium of instruction. This was her explanation of using 

English as medium of instruction for all her lessons. This shows that teachers’ 

language backgrounds were very crucial in supporting pupils’ academic 

performance in the classroom.  

 

The classroom observations and interviews conducted revealed inadequate 

teaching and learning materials in the schools. Materials, especially textbooks in 

the mother-tongue were not available in sufficient quantities. Some classes had 

more than three pupils to one textbook, and this did not support effective learning 

especially during reading sections. Moreover, supplementary readers to support 

improvement of pupils’ literacy skills were non-existent. This again contributed to 

pupils’ poor performance in the tests conducted. The next section sums up with 

a comparison of the results in pupils’ performance in English and Ga (mother-

tongue) tests using statistical inference. 

 

5.7 Theme 5 Compare P.3 pupils’ academic performance in English to 

pupils’ academic performance in Mother-tongue. 

Based on all the results presented in this chapter, it is necessary to statistically 

measure the differences or otherwise between pupils’ performance when English 

was used as a MoI and when Ga (mother-tongue) was used as a MoI.  

 

This required a comparison between the average performance in each test in 

English and its corresponding test in Ga. In addition, there was another 

comparison between the overall average in all tests in English and in Ga.  The 

process used to achieve the desired results was the hypothesis testing 
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framework, relying on the Central Limit Theorem (CLT).  Specifically, the z-test 

statistics was used to compare the two independent groups because of the 

following conditions:  

 

- The sample sizes (the number of pupils per school) is at least 30 which 

was greatly less than ten per cent of the population of pupils in the greater Accra 

region of Ghana. 

- Each pupil’s tests in English or Ga for the same or different school is 

assumed to be independent.  

-  

- All the pupils that took the test from the various schools in Ga and in 

English are assumed to be independent with different sample sizes, hence could 

not be paired. 

-  

- The performance of students in a class usually turns out to follow a normal 

distribution 

-  

There are two possible competing claims on the results presented so far. Hence 

the hypothesis is as follows:  

Null hypothesis (Ho): There is no significant difference in the performance of 

pupils when English is used as MoI and when Ga is used as a MoI: 

 Represented as Ho:  μEng −  μGa = 0 

Alternative hypothesis (HA): There is significant difference in the performance of 

pupils when English is used as MoI and when Ga is used as a MoI: 

 Represented as HA:  μEng −  μGa  ≠  0 

Where μEng and μGa are the population mean for English as MoI and Ga as a MoI 

respectively. 

The point estimate used is (X̅Eng – X̅Ga) ~ N(mean = 0, SE =  √
s1

2

n1
+

s2
2

n2
) which is 

normally distributed given that it meets the four conditions stated in the second 

paragraph of this section. 
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Table 14: Descriptive Statistics on Test Results (English & Ga) 

 Phonics Vocabulary Fluency Comprehension Writing 

 
English 

% 

Ga 

% 

English 

% 

Ga 

% 

English 

% 

Ga 

% 

English 

% 

Ga 

% 

English 

% 

Ga 

% 

Means(X̅) 0.24 0.11 0.39 0.15 0.26 0.10 0.26 0.21 0.54 0.54 

Sample 

size (n) 293 117 293 117 293 117 257 207 257 42 

Sample 

std (s) 0.16 0.07 0.34 0.24 0.31 0.23 0.17 0.15 0.19 0.21 

Standard 

error(SE) 0.011283584 0.029514824 0.027622211 0.014777937 0.034048382 

Z-

statistic 11.48 8.11 5.70 3.56 -0.07 

p-value 0 0 0 0 0.9442 

 

Table 14 illustrates the descriptive statistics, z-statistic and the corresponding p-

values that resulted from the comparison of the average performance of pupils 

when English is used as MoI and when Ga is used as MoI in all the various 

categories under the literacy program.  

 

From the table above (table 14), the p-values for Phonics, Vocabulary, Fluency 

and Comprehension are almost zeros. At a confidence level of 0.95 (i.e. 0.05 

significance), it is obvious that a p-value of zero is less than 0.05 significance. 

Hence for Phonics, Vocabulary, Fluency and Comprehension the null hypothesis 

is rejected (Ho) in favor of the alternative hypothesis (HA). The conclusion then is 

that the data provides convincing evidence that there are noticeable differences 

in performance between English and Ga as MoI for Phonics, Vocabulary, Fluency 

and Comprehension. Meanwhile, in the case of Writing Skills, the null hypothesis 

(Ho) is not rejected in favor of the alternative hypothesis (HA), because the p-

value (≈ 0.9%) for the Writing test is greater than 0.05 significance. Hence, for 

the Writing test we conclude that the data does not provide convincing evidence 

that there is any difference between pupils’ performance in Writing when taught 

in English and Ga. 
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Table 15: The overall Descriptive Statistics between English as MoI and 

Ga as MoI 

 

 

When all the tests conducted are put into two groups, those in English and those 

in Ga, and the average performance are compared, the p-value is zero (as shown 

in Table 15) which is less than the 0.05 level of significance. Therefore, the null 

hypothesis is rejected in favour of the alternative hypothesis. This implies that the 

data provides evidence of a difference in pupils’ average performance when 

English is used as MoI and when Ga is used as MoI. The next session of the 

chapter discusses the findings of the data presentation and analysis. 

 

5. 8  Discussion of Findings  

5.8.1 Introduction  

The purpose of this research, as mentioned earlier in Chapter 1, is to assess 

how the choice of a particular medium of instruction affects pupils’ academic 

performance in literacy at P.3.This section discusses the significant issues 

related to the findings of the data analysis. The discussion in the section is 

guided by the research questions presented in Chapter 1 (see section 1.4), 

the theoretical framework underpinning the research as well as evidence from 

the literature reviewed in Chapter 2. The first section discusses the first 

research question. 

  English Ga 

Means(X̅) 0.335266 0.180417 

Sample size (n) 1393 600 

Sample std (s) 0.270314 0.210021 

Standard 

error(SE) 

0.011223618 

z-statistics 13.79670477 

p-value 0 



 

108 

 

 

5.8.2 To what extent does English medium of instruction support the 

academic performance of P.3 pupils? 

The first research question as stated in Chapter 1 sought to investigate the 

extent to which the use of English medium of instruction supported pupils’ 

academic performance in literacy. In bilingual education, the flip side of both 

mother-tongue and English are presented in the teaching and learning 

process. This point is encapsulated in Cummins’ (1978) Threshold Theory of 

conversational (BICS) and academic (CALPS) skills. This point was used to 

support the fact that when children come to school with a first language, the 

development of that first language is paramount in sustaining the second 

language to which the children are exposed.  

 

Five of the schools selected and observed, (Adenkrebi, Independence Avenue 

‘A’, Richard Akwei, Kwabenya Atomic and Abokobi primary schools) used an 

English MoI for all their lessons. However, the Language and Literacy lessons 

were not taught according to the directives given by the GES (see Chapter 1 

Table.1). As explained, for the 90 minutes of Language and Literacy lesson, 

pupils in P.3 should be exposed to 45 minutes of English and 45 minutes of 

mother-tongue. This period is not supposed to be used for English as a subject 

lesson. This is because, the two subjects: English language and mother-

tongue have been combined into one Language and Literacy lesson. 

However, this directive was not followed by teachers in all the 5 P.3 classes 

observed. So, all the Language and Literacy lessons observed in all the five 

schools mentioned, were taught in English.  Also, in all the 5 P.3 classes 

observed, textbooks prescribed for Language and Literacy were not used at 

all.  

 

According to the Threshold Theory, pupils’ BICS, though conversational in 

nature is equally cognitively demanding as the CALPS (Cummins, 2000). 

Failing to develop pupils’ BICS as stipulated in the Language and Literacy 

time-table for P.3 has two main effects on the pupils. Firstly, using only an 

English MoI diminishes the pupils’ mother-tongue, and impedes the cognitive 

development of the second language, English (CALPS). Secondly, when 

pupils are taught only in English, it results in the denigration of the mother-
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tongue. As explained by Lambert (1983), a situation in which pupils’ mother-

tongue is replaced by a second language, in this case, English, the dominance 

of the second language, English language, overshadows the mother-tongue, 

resulting in Subtractive Bilingualism (see 2.4.1.2). Cummins (2000), reiterates 

that Subtractive Bilingualism does not only result in the loss of pupils’ mother-

tongue, it also affects the cognitive development of their literacy skills. This 

goes to confirm that the choice of an English MoI only minimally supports 

pupils’ academic performance in literacy because the underlying skills of the 

mother-tongue which supports the cognitive development of English is absent 

in the classroom. This is encapsulated in Cummins’ (2000) Interdependent 

Hypothesis further explained as Common Underlining Proficiency (see 2.2). 

The level of pupils’ academic performance in literacy is guided by their level of 

proficiency skills in English and mother-tongue. These two skills are derived 

from a common underlying source and so are indispensable in the Language 

and Literacy classroom. In line with Cummin’s proposition, Baker (1996) had 

earlier posited that when teachers do not teach their lessons in mother-tongue, 

it results in an academic deficit in literacy skills for pupils.  

 

It is noted at this point that if the language-in-education policy makes provision 

for an alternative choice, English language, in a situation where mother-tongue 

medium of education is not feasible, then the schools have not violated the 

implementation of the language-in-education policy. However, research has 

also indicated that the language of instruction has an effect on pupils’ 

academic performance (Prah, 1995: Ball 2011; Bamgbose, 2011a). The 

expectation then is that if the language-in-education policy envisaged, an 

English medium of instruction in P.3 classrooms, in some cases, then 

adequate provision ought to have been made for its effective implementation. 

Pupils’ academic performance in literacy skills, as a result, would have been 

more successful. 

 

5.8.3 Does mother-tongue medium of instruction support pupils’ 

academic performance in literacy? 

The second research question similarly assesses whether mother-tongue 

medium of instruction affects pupils’ academic performance in literacy. Research 

within the African context confirms that the use of mother-tongue as medium of 
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instruction in pupils’ early years of school supports their academic performance 

in literacy (Fanfuwa et al., 1970; Andoh-Kumi, 1992; Lipson et al., 2004; Casely-

Hayford & Ghartey, 2007; Brock-Utne & Skattum 2010; Walter & Chuo 2012). 

This also had earlier been confirmed by (UNESCO, 1953:11 and Cummins 

2001). Within this framework, the Language-in-education policy in Ghana 

subscribed to mother-tongue medium of instruction, if it was feasible. The 

benefits of mother-tongue bilingual education was also clearly exemplified in 

Cummins’ Threshold hypothesis which confirmed that when teachers focused on 

developing pupils’ literacy skills in the mother-tongue, it does not have an 

adverse effect on the development of their cognitive and literacy skills. A strong 

development of mother-tongue literacy skills provide a conceptual foundation for 

long term development of pupils’ literacy skills in English. 

 

 The research surveyed three schools which used mother-tongue, Ga, as 

medium of instruction. The schools were Ebenezer Primary School, Osu Manhea 

Primary School and Calvary Methodist Primary School. Teachers from Ebenezer 

Primary School and Calvary Methodist Primary School were not very literate in 

Ga so taught their lessons with assistance from support teachers. In Calvary 

Methodist Primary School, the class teacher admitted, during the interview 

session, that she occasionally solicited support from another teacher who was 

literate in Ga and taught in the same school. This practice is similar to what was 

observed during the Six-year mother-tongue project in Nigeria. In other to 

facilitate lessons taught in mother-tongue (Yoruba), the project employed three 

categories of community members to assist classroom teachers. “…the illiterate 

but knowledgeable members of the society; the literate, particularly the aged 

members of the society; and men and women steeped in the knowledge of 

traditional culture…” (Fafunwa et al., 1970:160). This means that other 

community members who are knowledgeable in the mother-tongue of the locality, 

in which a school is situated, could be trained as facilitators to assist class 

teachers if necessary. This practice again supports Vygotsky’s (1987) concept of 

the Zone of Proximal Development, (ZPD). Within the zone, learners have the 

opportunity to consult what he termed, More Knowledgeable Other (MKO) who 

experts and can assist the learner. Therefore the strategy used by the school to 

provide support teachers in the mother-tongue, though not well standardized, 

was still better than using only English to teach a bilingual literacy class. 
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Cummins’ (1987) however cautions that when pupils acquire only conversational 

fluency, demonstrated in BICS, it does not guarantee a long term academic 

growth in English.  

 

A significant benefit of bilingual education with a lopsided view of mother-tongue 

was also expounded in Cummin’s (1981) concept of Additive Bilingualism. The 

concept of Additive Bilingualism in a similar research conducted by Lambert 

(1993) on French Canadian children confirmed that learners who had a strong 

foundation in their mother-tongue (French) saw a rapid cognitive development in 

their Second Language, (English) without losing control of their mother-tongue. 

This however was not positively presented in the schools who used a mother-

tongue (Ga). The choice of Ga as MoI was compromised greatly mainly because 

the classes were heterogeneous in nature and teachers were unable to fluently 

speak and write in Ga.  This obviously affected the teaching and learning process 

and had a direct effect on pupils’ academic performance in literacy skills as 

reflected in the results of the analysis presented in Table 10. 

 

Lessons observed in Osu Manhea Primary School were slightly different. The 

first part of each lesson was taught in Ga, and during the second part of the 

lesson, the same lesson was taught again in English. This choice of lesson plan 

was contrary to the GES arrangements of the Language and Literacy lesson 

which states that the Language and Literacy period will cover 90 minutes where 

pupils will be exposed to literacy activities in both English and Ghanaian 

language. The observation made from this was that teachers did not follow the 

guidance on the timing of lessons in the Language and Literacy Teacher Guide. 

The Guide presented each lesson, in both Ghanaian language – mother-tongue, 

and English as an integration of all the literacy skills, namely, Phonemic 

Awareness Phonics Vocabulary, Fluency and Reading and Writing skills, in a 

systematic and engaging plan, with both Ghanaian language and English, to 

cover the 90 minute period.  

  

Another important point is that the teachers and pupils did not use Ga Literacy 

textbooks for their lessons. Instead, they used subject textbooks for Ga and 

English. The lesson time-table for the P.3 curriculum made provision for 
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Language and Literacy as a subject each day. The class observations however 

indicated that teachers sometimes did not combine these two lessons. 

 

In Osu Manhea Primary School, where lessons were taught only in Ga, pupils’ 

performance in Ga recorded appreciable marks, but in other schools, the choice 

of a mixture of both Ga and English as MoI affected pupils’ performance as 

indicated in the test results earlier in the chapter. 

 

In addition, the analysis of the overall test result showed that the choice of 

mother-tongue as medium of instruction in P.3 did not significantly influence 

pupils’ academic performance in literacy. Pupils’ results in the Reading 

Comprehension and the Picture Description writing tests were below average. 

Most pupils could not satisfactorily complete the five sentences of the Picture 

Description test required. Thus, although the lessons were interactive and pupils’ 

participated actively during lessons in the mother-tongue medium of instruction, 

the outcome of the pupils’ literacy levels in English especially remained 

unsatisfactory.   

 

The findings from this research confirms other research findings that the use 

of mother-tongue does not necessarily affect pupils’ academic performance in 

literacy (Walter and Chuo, (2012). This contrasts earlier findings from the Six-

year project in Nigeria (Fafunwa et al, 1970). It is however noted that the 

project in Nigeria used a late exit model while the initial project in Cameroon 

used an early exit model. The Southern Africa Molteno programme also had 

reasons for the choice of an early exit model. It was envisaged that mother-

tongue medium of instruction would support pupils’ academic performance as 

revealed in the findings of Eakle and Garber, (2003) in the Southern Africa 

Molteno mother-tongue project. Based on the observations in the three 

schools, the research found out that pupils’ command of what Cummins’ 

(1979) explained as CALPS was very low. As Cummins (1978) earlier 

explained, to be able to perform very well in school, pupils should be given the 

opportunity to build on their mother-tongue representing BICS and reach the 

threshold in order to get the benefits of the much needed cognitive skills 

represented in CALPS, for a successful literacy academic performance. 
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The class observations did not also show the efficacy of mother-tongue 

medium of instruction in P.3 class. In his explanation, Vygotsky (1987) 

reiterated that a child’s language learning first begins within his or her social 

mileu. He further stated that it is important for the ‘More Knowlegeable Others’ 

– parents and other members within the mileu  to help the child build upon the 

process of learning a language. In line with Cummins’ (2001) findings, the 

‘More Knowlegeable Others’ that assist the child in school are the teachers 

and peers. The teachers in the diverse classrooms observed, could not offer 

the the needed support because they were not literate in the language of the 

community. This again corroborates, Owu-Ewie’s (2013) findings that the 

frequent use of both English and mother-tongue in a bilingual classroom  is a 

valuable opportunity which also contributes positively to pupils’ academic 

performance. In line with the points raised, the research is of the view that the 

choice of an English medium of instruction, without consideration for other 

factors that make the learning conducive, does not positviely affect pupils’ 

academic performance in literacy. 

 

5.8.4 Does Teacher initiated Code-switching/Code mixing assist in the 

pupils’ academic performance? 

This research question sought to assess whether teacher initiated code-

switching helped the pupils’ academic performance in literacy. The researcher 

observed that in all the 8 selected schools for the research, teachers would 

sometimes provide some explanations in mother-tongue (Ga) or code-

switch/code-mix from English to mother-tongue (Ga) or from mother-tongue to 

English. The issue of code-switching/code-mixing has been reported in some 

studies in Ghanaian classrooms (Amekor, 2009; Adjei 2010; Opoku-

Amankwa, 2011). This therefore showed that code-switching /code-mixing 

observed in the P.3 classrooms was not a new phenomenon. However, the 

researcher observed that teachers usually code-switched/code-mixed in order 

to facilitate pupils’ understanding of the lesson. Additionally, some teachers 

code-switched/code-mixed to conceal their incompetence in the mother-

tongue in which they were less proficient. At Calvary Methodist Primary School 

for instance, the teacher struggled to use Ga to teach the lesson anytime she 

taught without the Support Teacher. She had to intermittently code-switch to 

English or code-mix with the little Ga she could use. Some of her exchanges 
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recorded during the lesson were as follows: “what is a forest called?”… We 

will discuss the topic…; you will say your answer; you will give me examples; 

what is our topic?”  (All the underlined words were retained in English). This 

was so because the teacher could not use the Ga equivalents for these words. 

This supports earlier findings of Lopez, (2007) that when teachers have 

minimal competence in the language of instruction, a choice of both mother-

tongue and English (code-switching or code-mixing) is recommended. Another 

observation was noted at Calvary Methodist primary school, and in the words 

of the teacher: 

 

“…because I have a problem with Ga, sometimes, I use Twi to explain 
some contexts, so the kids sometimes also help me; when I translate it 
into the Twi and I ask them how to say it in Ga.”  

(Field data) 

 

As stated earlier, these instances of code-switching/code-mixing were more 

teacher-centred and teacher-initiated. The implication of this is that since the 

classes observed were more heterogeneous than homogeneous, not all the 

pupils benefited from the instances of code-switching/code-mixing. 

 

In sum, code-switching/code-mixing was a strategy for teachers to assist pupils 

to understand better the Language and Literacy lessons taught. It also assisted 

teachers to overcome personal inadequacies in the choice of the medium of 

instruction. Therefore, the issue of whether code-switching or code-mixing 

supports pupils’ academic performance in literacy needs to be further 

researched. The research did not record any significant instances that conclude 

that code-switching/code-switching, as a strategy, supported pupils’ academic 

performance in their acquisition of literacy skills. 

 

5.8.5 What challenges do teachers face in the choice of a particular 

language as a medium of instruction? 

The next point of discussion focused on challenges that teachers in the 8 

selected schools face in the choice of a particular choice of medium of instruction. 

In other to address this issue appropriately, the interview results of teachers’ 

language and professional background were used. A major point from the 

interview required teachers’ understanding of the language-in-education policy, 
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and the challenges they faced in implementing the mother-tongue policy in the 

P.3 classroom.  

 

Some of the teachers interviewed explained the policy as a translation of the 

mother-tongue into the English Language during lessons. For example, the 

teacher in Calvary Methodist Primary explained:  

 

“The policy is there for us to use to teach the children in the mother-
tongue language and we translate it into English to help them to 
understand their own mother-tongue.”  

(Field Data) 

 

Similarly, the teacher from Richard Akwei Memorial Primary School explained:  

“Mother-tongue to English is like Ghanaian Language to English … 
if you are teaching the children with mother-tongue and then some 
of the question you bring in the English they won’t even answer you. 
As soon as you ask them in mother-tongue, what is …? Then you 
see them put up their hands”.  

(Field data) 

 

It is obvious that teachers have conflicting interpretations of the language-in-

education policy. 

 

The responses from teachers, and the lesson observations in the classrooms, 

were indications that there was an immense curriculum gap between what 

teachers knew and what they were required to know: a clear disparity between 

policy and practice. 

 

In the Six-year mother-tongue project in southern Nigeria, a related mother-

tongue project, teacher training and teacher capacity building was one of the 

hallmarks of its achievements. As a prerequisite, teachers on the project had to 

undergo various forms of training in order to become knowledgeable in the policy 

requirements and the teaching and learning process. Apart from what teachers 

studied at Teacher Training Colleges on the language-in-education  policy, 

training for teachers who taught on the project included, “regular on the job 

training, evaluation workshops, special workshops for introducing new materials, 

long vacation workshops for text writing and teaching methods, and short 
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overseas training for specially selected teachers on the project” (Fafunwa et al., 

1970:68). An understanding of the language-in-education policy for its effective 

implementation in the classroom was a major challenge for the P.3 teachers. 

 

Adequate and effective teaching and learning materials were another challenge 

that confronted teachers in the Language and Literacy classrooms selected for 

the research. Responses from some of the teachers indicated that they did not 

have sufficient teaching and learning materials on Language and Literacy. One 

teacher lamented: 

 

“… the P.3 Language and Literacy (NALAP) Teacher’s Guide we 
are supposed to be using right now, some of the topics we have do 
not tally with the old English and Ga Readers that we have, so 
sometimes if you want to teach the children, you have to write the 
passage on the board before you can start teaching, and that makes 
us waste a lot of time.”   

(Field data) 

Thus, teachers used Ga subject textbooks during the Language and Literacy 

lessons because GES had not supplied the required Language and Literacy 

textbooks to the schools.  

 

This was confirmed in all the schools observed. A particular case worth noting 

was in Independence Avenue ‘A’ Primary School where six pupils were seen 

sharing a text book as indicated in Figure 23 below. 
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Figure 24: Independence Avenue ‘A’ Primary School: Pupils sharing 
textbooks 

 

In Ebenezer Primary School for instance, the textbooks used during the 

Language and Literacy Lesson was not enough for the pupils, but they were 

able to comfortably but shared a text book in pairs (see Figure 24 below).  

 

 

Figure 25: Ebenezer ‘5’ Primary School: Two pupils sharing a textbook 

    

On the contrary, in Richard Akwei Primary School, the lesson on 

‘Environmental Protection’ was taught without any teaching and learning 

materials. As seen in the picture, pupils sat with blank faces and listened to 
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the teacher’s “lecture” (see Figure 25 below). In Krashen’s (1985) view, 

children need adequate comprehensible input in order to function properly in 

a language classroom. If learners have sufficient input for their lessons, the 

burden of comprehension is made easy. 

 

 

Figure 26: Richard Akwei Primary School: Pupils without textbooks 

 

 

The scenario at Adenkrebi Primary School was not different. Even though the 

class did not have any textbooks for the lesson, the teacher was able to 

effectively use demonstration method to teach the lesson on prepositions (see 

Figure 27).  The pupils were able to relate to the items he used for the lesson 

and this made the lesson more interactive. When it was question and answer 

time, the pupils responded actively to indicate that they understood the lesson. 

The implication of this is that if teachers could vary their teaching methods 

when necessary, the teaching and learning process for literacy would be 

greatly enhanced, and this would also help improve pupils’ academic 

performance 
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Figure 27: Adenkrebi Primary School: Items used to demonstrate 
Preposition of Place 

 

(Items used by the teacher: a bottle, a bowl, a napkin, a bag.) 

 

These observations were contrary to the reports from the Assistance to 

Teacher Education Project ASTEP and the Bridge to English/Break Through 

to Literacy (BTE/BTL) programmes in some parts of Ghana and Southern 

Africa. Classroom observations from these programmes recorded pupils 

sitting and working together in groups, and classrooms were arranged for 

different types of instructional activities... BTL materials were posted all over 

the room in what one group of teachers characterized as “talking walls.” 

(Lipson et al., 2004). As seen Figure 23 & 25, classroom sitting arrangements 

in the schools visited did not favour any form of flexible group activities. 

Lessons were taught using traditional methods, and in most cases, with the 

teacher always holding a cane which is used for corporal punishment when 

necessary. 

 

Another challenge that teachers face which the research noted was on 

language preferences for MoI. The issue of language preference for MoI 

produced significant results (see Table 9). The results of preference for an 

English MoI was based on the interview with pupils and teachers from the 

selected schools. It was also noted that in the schools that used an English 

MoI, the choice of English was a joint decision of the Parent Teacher 
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Association (PTA) and the schools. According to some teachers, they had 

instances of parents threatening to transfer, and in some cases actually 

transferred their children to schools that use an English MoI. This view is 

supported by Fafunwa et al, (1970) during the Six-year Mother-tongue project 

in Southern Nigeria. It was stated that most parents threatened to “… remove 

their children from the school if they were put in the Mother Tongue Education 

project (p.24).”   Bamgbose, (1991) and Adegbija (1994) however caution that 

attitudes such as these, from parents, results a complete negative perception 

towards Mother-tongue Education. Similar findings from other studies also 

confirmed that parents advised their children never to speak their mother-

tongue in school because they were in school to acquire good education in 

English (Hart 2008; Muraina & Jibrils, 2011; Khejeri 2014). It was therefore not 

surprising that the schools/teachers of the five schools selected for the 

research had no other choice than to promote and use of English throughout 

the teaching and learning process. 

 

 5.8.6  Is there any significant difference in pupils’ performance in the 

use of English language and mother-tongue as mediums of instruction? 

The final research question for discussion sought to find out whether the choice 

of English and mother-tongue, Ga as mediums of instruction significantly affected 

the academic performance of pupils in P.3. This discussion is guided by the test 

results and the interview responses from teachers as well as the responses to 

the challenges that teachers face in the Language and Literacy classroom. As 

mentioned earlier, this research is based on the premise that pupils’ Basic 

Interpersonal Communication Skills (BICS) representing pupils’ conversational 

language, or mother-tongue. Mother-tongue as noted earlier, is crucially 

instrumental in the development of pupils’ corresponding skills in English which 

is termed Cognitive Academic Language Proficiency (CALPS). However, the 

caution is that pupils’ mother-tongue should be sufficiently developed, in order 

for them to reach the threshold prior to their exposure to English (Cummins’ 1979; 

2001). Based on this premise, it is important that pupils in bilingual classes in the 

selected schools be exposed to sufficient mother-tongue, Ga, and reach the 

threshold before experiencing the cognitive benefits from CALPS. 
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Indications for the research was that pupils in the English medium of instruction 

classes did not significantly outperform their counterparts in the mother-tongue 

medium of instruction classes because they do not come from English language 

background, so had not attained the desired threshold in English. In line with the 

findings of Eskey (2005), pupils who fall below the threshold, as discussed in 

session 2.2 of chapter 2, will have difficulty in transferring their mother-tongue 

cognitive skills to English.  

 

As discussed earlier in the chapter, there are other factors, apart from the choice 

of medium of instruction, that contribute to the academic performance of pupils. 

Some of the factors are appropriate textbooks, adequate resources for teachers 

in literacy skills, and teachers’ pedagogical competences to teach both English 

and mother-tongue. All these are essential for every successful bilingual literacy 

programme. Some research findings from other studies confirm this. (FaFunwa 

et al, 1970; Lipson et al., 2004; Walter & Chuo, 2012).  

 

To sum up, the comparative analysis from the overall test results in all the literacy 

components tested in section 5.5.9, indicated that the there is no remarkable 

difference in the literacy performance of P.3 pupils’ in both Ga and English 

mediums of instructions. In a similar research carried out in Namibia, and 

Tanzania, the findings of Brock-Utne, (2004) implies that learners’ success in 

academic performance in literacy, does not necessarily depend on focusing on 

the choice of the medium of instruction. The effective and adequate supply and 

use of teaching and learning materials, classroom environment and management 

with teacher professionalism are equally essential. 

 

5.8.7  Conclusion 

The chapter presented and analysed data collected for the research. The chapter 

also discussed the outcome of data analysis based on the research questions 

generated in chapter 1.  The five research questions generated for the research 

were used as a guide for the discussion. The chapter closes on the note that 

academic performance of pupils in literacy skills does not ultimately depend on 

the choice of a particular MoI.  

The next chapter concludes and provides recommendations for the research.  
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CHAPTER SIX 

 

CONCLUSION AND RECOMMENDATION 

 

6.1  Introduction  

This research was undertaken to assess the choice of medium of instruction on 

pupils’ academic performance in literacy at P.3. The chapter presents the final 

conclusion of the research.  

 

6.2 Conclusion 

The main research question was whether a choice of medium of instruction has 

any effect on pupils’ academic achievement in literacy. Based on this main 

question, five other sub-research questions were generated. The first question 

was to find out the extent to which the use of English as medium of instruction 

supported pupils’ academic performance in literacy. The second was whether the 

use of mother-tongue as medium of instruction supported pupils’ academic 

performance in literacy. The third sub-research question tried to determine 

whether teacher initiated code-switching/code-mixing supported pupils’ 

academic performance in literacy. The fourth sub-research question sought to 

find out the challenges that teachers faced in the choice of a particular language 

as medium of instruction. The final sub-research question was to compare pupils’ 

academic performance when English was used as MoI and when mother-tongue 

was used as MoI. Then, the results were used to find out how this affected pupils’ 

academic performance in literacy in P.3.  

 

In order to find answers to these questions, the research reviewed literature from 

various sources. The main Theoretical Framework was based on Cummins’ 

Threshold Theory basically establishes that language learners need a balance of 

both the Basic Interpersonal Communication Skills (BICS) and the Cognitive 

Academic Language Proficiency Skills (CALPS). In addition, the research 

reviewed some Second language learning theories, namely, the Behavourist and 

the Constructivists. The research then presented and discussed empirical 

studies from some selected Mother-tongue projects in Southern Africa, 

Cameroon, Nigeria and Ghana.  
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Results from these studies showed adequate evidence to conclude that when 

pupils are taught in a mother-tongue medium of instruction, they are able to learn 

better and there would be a significant improvement in their cognitive skills, 

especially in literacy. 

  

Data for the research were obtained from semi-structured interviews, classroom 

observations, video recordings and class tests on Language and Literacy skills. 

The results of the analysis of the data revealed that schools that used an English 

medium of instruction were more than schools that used a mother-tongue 

medium of instruction. In addition, schools that claimed they use mother-tongue 

medium of instruction did not have permanent mother-tongue (Ga) class 

teachers. As a result, the Language and Literacy lessons were supported with 

other teachers who were more literate in the mother-tongue, Ga. The 

observations from this practice was that this arrangement was put in place 

because of the presence of the researcher. Therefore, the presence of the 

support teachers did very little to improve the teaching and learning process. On 

the other hand, lessons from the Osu Manhea P.3 were lively and pupils 

enthusiastically participated in the teaching and learning process. Notably, 

majority of the pupils understood Ga, the language used as medium of 

instruction, so the pupils participated actively in the teaching and learning 

process.   As mentioned earlier in the discussion, schools that used English 

medium of instruction were compelled to do so mainly because of the language 

diversity of the class, and the inability of the teachers to speak Ga, the approved 

language of instruction in the Greater Accra region. 

 

In Comparison, using the test results, it was noted that there were no significant 

differences in pupils’ performance in literacy skills when English or Ga was used 

as medium of instruction in the schools. The conclusion drawn was that there 

were other pertinent factors that were necessary for pupils to perform creditably 

in literacy, when they were taught in English or mother-tongue. 

 

The issue of teacher posting is crucial to the successful implementation of the 

mother-tongue language-in-education policy. In addition there is an urgent need 

to address the challenges that teachers face in the choice of a particular medium 

of instruction in P.3 classrooms. The research, thus, established that the 
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challenges that P.3 teachers face in the Language and Literacy classrooms were 

multifaceted. Firstly, most teachers lacked the requisite pedagogic skills to teach 

in both English and mother-tongue, and most importantly to teach all the literacy 

skills as required by the Standards and Milestone document (see appendix B1).  

 

Secondly, the required in-service training that is needed for classroom teachers 

who teach language at the basic level is not sufficiently provided. In addition, 

most teachers do not have the required teaching materials to use in class.  Apart 

from these, most of the P.3 classrooms visited were ill-equipped. Space 

allocation for pupils were inadequate, and most pupils sat uncomfortably in pairs 

and threes throughout the lessons. As a result of this, teachers were not able to 

manage their classes very well. In addition, classes were very much teacher-

controlled, so there were hardly pupil-initiated questions and responses.  

 

Another notable conclusion drawn from the findings of the research on the 

implementation of the language-in-education policy was that Colleges of 

Education have limited curriculum on Ghanaian language instruction. This has 

implications for teachers. As mentioned earlier, most P.3 teachers in the schools 

visited were not literate in the mother-tongue prescribed for use as MoI, and this 

had negative effects on the teaching and learning process. However, the genesis 

of this problem could be traced to language choices of teacher trainees and the 

structures put in place for teacher posting. In addition, interviews with head 

teachers, teachers and parents revealed that negative attitudinal influences have 

impeded a smooth implementation of the mother-tongue language-in-education 

policy. Most parents do not want their children to be taught in mother-tongue. 

Equally, some school authorities and teachers do want to follow the mother-

tongue curriculum because they believe that children learn better if they speak 

English at home and are taught in English. Some pupils interviewed also are of 

the view that their academic performance will improve if they speak English at 

home and are taught in English at school.  

 

Finally, the findings of the research goes to reiterate that even though the 

medium of instruction can affect pupils academic performance in literacy, there 

are other very important factors, as discussed, that need to be considered for a 

successful academic performance in literacy in P.3 so that pupils can further have 
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a smooth transition to an English medium of instruction in Primary Class Four 

(P.4).  

 

6.2 Recommendations  

The language-in-education policy in Ghana has seen several changes since its 

promulgation in 1925. The policy is still undergoing reviews. ‘The Learning 

Project’, another mother-tongue literacy project is currently ongoing in Ghana, 

and much is yet to be done to achieve a high level of literacy for all lower primary 

pupils by 2019. However, the issues still remain unresolved. English language is 

still a preferred medium of instruction across the country. Government policy on 

language in use in education needs to be clearer and less ambiguous.  

 

6.2.1 Teacher training curriculum and Teacher training workshops 

Other issues that need further scrutiny includes a new Literacy Curriculum for all 

Colleges of Education in Ghana. The new Curriculum should make adequate 

provision for all the 11 government approved Ghanaian languages, including 

some dialectal variations of the selected languages. In addition, adequate 

resources for teachers from the Ghana Education Service (GES) should be made 

a priority. To support this, lower primary teachers, head teachers, at both district 

and regional levels, will benefit immensely from regular Language and Literacy 

workshops.  

 

The role of stakeholders – policy makers, donor agencies, community and 

religious opinion leaders, material developers, parents and pupils – should be 

well defined and be made an indispensable part of the implementation of the 

language-in-education policy.  

 

6.2.2  Monitoring and Evaluation  

Ghana Education Service has a Monitoring and Evaluation division which is 

responsible for an effective implementation of the language-in-education 

policy. The provision of appropriate resources to enable this division do its 

work effectively is mandatory. Constant monitoring and evaluation procedures 

will help teachers to be more conscientious in executing their duties in the 

classroom. An effective Monitoring and evaluation procedure should extended 

to those who develop teaching and learning materials for Lower Primary 
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Classrooms. The Inspectorate Division of the Ghana Education Service should 

intensify its supervisory roles to cover Colleges of Education and fresh 

Teacher Trainees. These trainees from the Colleges of Education need 

constant supervision for at least three years. This will ensure a more effective 

compliance to the language-in-education policy for a lasting literacy skills 

improvement for pupils. 

 

 6.2.3 Public education  

 Public education on the language-in-education policy should be enforced.  As 

discussed earlier, for various reasons, parents who send their children to 

school would want them to be taught in English and not mother-tongue even 

though research findings still confirm that mother-tongue medium of instruction 

supports pupils’ literacy skills in early years of school, So, if parents are given 

appropriate education on related research findings on language-use-in-

education, they would be able to make better choices for their children. All 

stakeholders, teachers especially, and parents who live in diverse 

communities need be educated on the benefits of language diversity 

especially for early childhood education. Teachers need to become familiar 

with the application of Second Language theories in the classrooms. It is also 

important to raise awareness among parents who find their children in schools 

where English is used as a medium of English, to support early childhood 

development programmes for their children. The way forward for a more 

successful language-in-education policy which will strengthen the academic 

achievement of pupils is to adopt a multilingual language-in-education policy. 

This will embrace language diversity in the classroom, and prevent language 

death within the communities and in the home. 

 

6.3 Limitations 

Though the outcome of this research, is to a large extent authentic, and could be 

replicated, it is limited in many ways. The research covered a total of 293 pupils 

in 8 primary schools in the Greater Accra region of Ghana. As such, it will be 

unfair to generalize the findings of the research, to every P.3 classroom in Ghana, 

based on the parameters used. It is expected that every teaching and learning 

experience has its own peculiar challenges.  Apart from the limited scope of the 

research, the constant presence of the researcher and her team created some 
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biases, and this undoubtedly, to some extent, affected the outcome of the 

research. In order to make a greater impact, a comparative longitudinal studies 

would have been more appropriate, but limited funds and time could not make 

this possible. 

Despite these major limitations, the research attempted to highlight the 

importance of the choice of how a choice of a particular MoI could affect pupils’ 

academic performance in literacy at P.3. However, the outcome of the research 

revealed that they are other factors that affect pupils’ literacy in their early years 

of school. In other to arrive at a more appreciable conclusion, further research in 

this area is required. 

 

 6.4 Suggestions for further research  

The following areas are recommended for further studies: 

 The efficacy of the mother-tongue language-in-education policy in 

multilingual lower primary classrooms. 

 A comparative longitudinal research on the benefits of both the Early and 

Late Exit Models of mother-tongue medium of instruction. 

 An investigation of teacher preparedness to implement the mother-

tongue language-in-education policy in lower primary classroom. 

 The use of code-switching/code-mixing as a strategy in multilingual lower 

primary classrooms. 

 

    

  



 

128 

 

REFERENCES 

Adams, M.J. (1991) Why not phonics and whole language. In: W. Ellis (ed.). All 

Language and the Creation of Literacy. [Online]. Baltimore, MD, Orton Dyslexia 

Society. pp. 40–52. Available from: https://books.google.com/ [Accessed: 27 

January 2017]. 

Adebola, O. & Babalola, J. (2011) Code-switching and its literacy effects on the 

acquisition of English language by Yoruba/English language bilinguals. Journal 

of Education and Practice. [Online] 2, (5), 65–73. Available from: 

http://citeseerx.ist.psu.edu [Accessed: 26 January 2017]. 

Adegbija, E. E. (1994) Language attitudes in Sub-Saharan Africa: A 

sociolinguistic overview. Clevedon, Multilingual matters. 

Adjei, A. F. (2010) Motivation for code-switching in the classroom--the case of 

rural primary school. Journal of African Cultures and Languages. 121–128. 

Agbedor, P. K. (1996) Educational language planning for development in Ghana: 

Problems and prospects. Legon Journal of the Humanities. 27–56. 

Akinboye, J. O. (1992) Behaviour therapy and other treatment strategies. Ibadan, 

Paperback Publishers Limited. 

Akindele, F. & Adegbite, W. (2005) The sociology and politics of language in 

Nigeria. Ile Ife, OAU Press. 

Alexander, R. (2001) Culture and pedagogy: International comparisons in 

primary education. Malden, MA, Blackwell.  

Alidou, H. Boly, A. Brock-Utne, B. & Satina, Y. (2006) Optimizing Learning and 

Education in Africa – the Language Factor. 1–186. 

Amekor, C. K. (2009) Codeswitching as a Medium of Instruction in selected 

schools in the Volta Region. Unpublished MPhil. thesis, University of Ghana, 

Legon. 

Anderson, R. C. & Nagy, W. E. (1991) Word meanings. In: R. Barr, M. L. Kamil, 

P. B. Mosenthal, & P. D. Pearson (ed). Handbook of reading research. 2nd ed. 

[Online]. Hillsdale, NJ, US, Lawrence Erlbaum Associates, Inc. pp. 690 – 724. 

Available from: http://doi.apa.org [Accessed: 23 January 2017]. 



 

129 

 

Andoh-Kumi, K. (1992) An investigation into the relationship between 

bilingualism and school achievement. An unpublished Ph.D. thesis. University of 

Ghana. 

Andoh-Kumi, K. (2002) The Medium of Instruction at the Basic Education Level. 

What Do We Know? How Do We Know It. In: Language and Culture in Education 

and National Development. Proceedings of the National Seminar. 38–51. 

Ansre, M. A. (2012) The use of English as a medium of instruction in some 

selected multilingual primary schools in the Greater Accra Region, Ghana. 

Unpublished MPhil. thesis. University of Ghana. 

Archibald, A. (2004) Writing in a second language. [Online]. The higher education 

academy subject centre for languages, linguistics and area studies. Available 

from: https://www.llas.ac.uk/resources/gpg/2175.html [Accessed: 23 January 

2017]. 

Arkorful, K. (2013) Complementary education programme and the opportunity to 

learn in the Northern Region of Ghana. [Online]. Doctoral dissertation, University 

of Sussex. Available from: http://sro.sussex.ac.uk/45242/ [Accessed: 16 January 

2017]. 

Atkinson, P. Bauer, M. W. & Gaskell, G. (2000) Qualitative Researching with 

Text, Image and Sound: A Practical Handbook for Social Research. [Online]. 

Sage Publications. Available from: 

https://books.google.com.gh/books?id=Ab9Z1Js2LDoC. / [Accessed: 16 

January 2015]. 

Baker, C. (2011) Foundations of Bilingual Education and Bilingualism: Bilingual 

education and bilingualism. Toronto, Multilingual Matters. 

Baker, C. (2014) A Parents’ and Teachers’ Guide to Bilingualism. Toronto, 

Multilingual Matters.  

Ball, J. (2011) Enhancing learning of children from diverse language 

backgrounds: Mother tongue-based bilingual or multilingual education in the 

early years. Paper commissioned for United Nations Educational, 

Scientific and Cultural Organization. Paris, UNESCO. Available from: 

https://pdfs.semanticscholar.org/763a/24b603c79f619f9b8b0798fe79ff7bab425

https://books.google.com.gh/books?id=Ab9Z1Js2LDoC


 

130 

 

7.pdf [Accessed: 26 January 2017]. 

Bamgbose, A. (1991) Language and the Nation. The Language Question in Sub-

Sahara Africa. England, Englewood University Press. 

Bamgbose, A. (2011) African Languages Today : The Challenge of and 

Prospects for Empowerment under Globalization. 40th Annual Conference on 

African Linguistics. 1–14. 

Berg, B. (2001) Qualitative Research Methods for the Social Sciences.  

Needham Heights, MA, Allyn and Bacon.  

Bernstein, L. & Ellis, N. (2000) There Are Three Sounds in the Word CAT: How 

Phonemic Awareness Works To Facilitate Reading Acquisition. Dominican 

University of California School of Education. [Online] Available from: 

http://files.eric.ed.gov/fulltext/ED448408.pdf [Accessed: 23 January 2017]. 

Bialystok, E. (2001) Bilingualism in development: Language, literacy, and 

cognition. New York, Cambridge University Press.  

Bialystok, E. (1988) Levels of bilingualism and levels of linguistic awareness. 

Developmental psychology. [Online] 24, (4), 560 - 567 Available from: 

http://psycnet.apa.org/journals/dev/24/4/560/ [Accessed: 25 January 2017]. 

Biemiller, A. (1999) Language and Reading Success. From reading research to 

practice. Cambridge, MA, Brookline Books.  

Bloomfield, L. (1933) Language, New York, Holt. 

Bodomo, A. Anderson, J.A. & Dzahene-Quarshie, J. (2009) A kente of many 

colours: Multilingualism as a complex ecology of language shift in Ghana. 

Sociolinguistic Studies. 3, (3), 357–379. 

Brock-Utne, B. & Skattum, I. (2009) Languages and education in Africa: A 

comparative and transdisciplinary analysis. Micheal Crossley (ed.). Oxford, 

Symposium Books Ltd. 

Brooks, J. G. & Brooks, M. G. (1999) In search of understanding. Alexandria, 

Virginia, ACSD. 

Broom, A. (2005) Using qualitative interviews in CAM research: a guide to study 



 

131 

 

design, data collection and data analysis. Complementary therapies in medicine. 

13 (1), 65–73. 

Bruning, R. H. Schraw, G. J. & Ronning, R. R. (1999) Cognitive psychology and 

instruction. Upper Saddle River, NewJersey, Prentice Hall, Inc. 

Burns, A. C. & Bush, R. F. (2016) Marketing Research, Global ed. UK, Pearson 

Education Limited.  

Bush, G. (2006) Learning about learning: from theories to trends. Teacher 

Librarian. [Online] 34, (2), 14-19. Available from: 

http://search.proquest.com/openview/ad532d45ee7862958c5f528a81821611/1

?pq-origsite=gscholar&cbl=38018 [Accessed: 27 January 2017]. 

McLaughlin, B. Carlo, M. & August, D. (2004) Closing the gap: Addressing the 

vocabulary needs of English‐language learners in bilingual and mainstream 

classrooms. Reading Research. [Online] Available from: 

http://onlinelibrary.wiley.com/doi/10.1598/RRQ.39.2.3/full [Accessed: 23 

January 2017]. 

Casely-Hayford, L. & Ghartey, A. (2007) The leap to literacy and life change in 

Northern Ghana. SfL Internal Impact Team. [Online] Available from: 

http://web.net/~afc/download2/Education/complimentary_edu_finalreport.pdf. 

[Accessed: 16 January 2017]. 

Chomsky, N. (1975) Reflections on language. New York, Pantheon. 

Cohen, L. Manion, L. Morrison, K. & Wyse, D. (2010) A Guide to Teaching 

Practice. Routledge, New York. 

Cohen, L. Manion, L. & Morrison, K. (2013) Research Methods in Education. New 

York, Routledge.  

Cook, V. (2001) Using the first language in the classroom. Canadian Modern 

Language Review. [Online] Available from: 

http://www.utpjournals.press/doi/abs/10.3138/cmlr.57.3.402 [Accessed: 26 

January 2017]. 

Creswell, J. & Clark, V. P. (2003) Advanced mixed methods research designs of 

mixed methods. Thousand Oaks, CA, Sage Publications. 



 

132 

 

Creswell, J. W. (2007) Qualitative Inquiry and Research Design: Choosing 

Among Five Approaches. Thousand Oaks, CA, Sage Publications. 

Creswell, J. W. (2009) Mapping the Field of Mixed Methods Research. Journal 

of Mixed Methods Research. [Online] 3, (2), 95-108. Available from: 

doi:10.1177/1558689808330883. [Accessed: 25 January 2015]. 

Creswell, J. W. & Plano Clark, V. L. (2011). Designing and conducting mixed  
 

methods research. Thousand Oaks, CA, Sage. 
 

Creswell, J. W. (2013) Research Design: Qualitative, Quantitative, and Mixed 

Methods Approaches. Thousand Oaks, CA, Sage Publications.  

Crosser, S. (1991) Summer birth date children kindergarten entrance age and 

academic achievement. The Journal of Educational Research. [Online] Available 

from: http://www.tandfonline.com/doi/abs/10.1080/00220671.1991.10886007 

[Accessed: 25 January 2017]. 

Cummins, J. (1978) Educational Implications of Mother Tongue Maintenance in 

Minority Language Groups. Canadian modern language review. [Online] 34 (3), 

395–416. Available from: http://eric.ed.gov/?id=EJ183530 [Accessed: 25 

January 2017]. 

Cummins, J. (1979a) Cognitive/Academic Language Proficiency, Linguistic 

Interdependence, the Optimum Age Question and Some Other Matters. Working 

Papers on Bilingualism. [Online] Available from: 

https://eric.ed.gov/?id=ED184334 [Accessed: 23 January 2017]. 

Cummins, J. (1979b) Linguistic Interdependence and the Educational 

Development of Bilingual Children. Review of Educational Research, 49, 222-

251. 

Cummins J. (1981). The role of primary language development in promoting 

educational success for language minority students. In California State 

Department of Education. Schooling and language minority students: A 

Theoretical Framework. Los Angeles, CA, California State University. 

Cummins, J. (1984) Bilingualism and special education: Issues in assessment 

and pedagogy. Clevedon, UK, Multilingual Matters.  



 

133 

 

Cummins, J. (2000) Language, pedagogy and power: Bilingual children in the 

crossfire. Clevedon, UK, Multilingual Matters. 

Cummins, J. (2001) Bilingual children’s mother tongue: Why is it important for 

education. Sprogforum. 7, (19) 15 – 20. 

Cunningham, D. & Duffy, T. (1996) Constructivism: Implications for the design 

and delivery of instruction. for educational communications and technology. 

[Online] Available from: http://www.aect.org/edtech/ed1/pdf/07.pdf [Accessed: 

28 January 2017]. 

Dawson, J. W. (2007) The empirical institutions-growth literature: Is something 

amiss at the top? Econ Journal Watch. 4, (2), 184–196. 

Denzin, N. K. & Lincoln, Y. S. (2000) Handbook of Qualitative Research. 

Handbook of Qualitative Research. Thousand Oaks, Sage Publications.  

De Vos, A. S. Strydom, H. Fouché, C. B. & Delport, C. S. (2011) Research at 

grass roots for social and human science. Pretoria, Van Schaik. 

Dimitriadis, G. & Kamberelis, G. (2006) Theory for Education. New York, 

Routledge, Taylor & Francis. 

Driscoll, M. P. (2000) Introduction to theories of learning and instruction. 

Psychology of learning for instruction. 3 – 28. 

Dutcher, N. & Tucker, G. (1996) The use of first and second languages in 

education – a review of international experience. [Online]. Available from: 

http://agris.fao.org/agris-search/search.do?recordID=US2012418081 

[Accessed: 26 January 2017]. 

Eakle, A. & Garber, A. (2003) International Reports on Literacy Research: Africa, 

Australia, Malaysia. Reading Research Quarterly. [Online] Available from: 

http://www.jstor.org/stable/4151698 [Accessed: 26 January 2017]. 

Echu, G. (1999) Colonialism and linguistic dilemmas in Africa: Cameroon as a 

paradigm. Quest. 13, (1–2), 3 –18. 

Ellis, R. (1994) The study of second language acquisition. New York, Oxford 

University Press.  

Ertmer, P. A. & Newby, T. J. (2013) Behaviorism, cognitivism, constructivism: 



 

134 

 

Comparing critical features from an instructional design perspective. 

Performance Improvement Quarterly. 26, (2), 43–71. 

Fafunwa, A. B. (1970) Education in Mother Tongue: The Ife Primary Education 

Research Project. Ibadan, University Press Ltd. 

Fernandez, M. & Pearson, B. (1992) Bilingual receptive vocabulary in Hispanic 

preschool children. Hispanic Journal of. [Online] Available from: 

http://journals.sagepub.com/doi/abs/10.1177/07399863920142006 [Accessed: 

28 January 2017]. 

Flick, U. (2009) An Introduction to Qualitative Research. London, Sage 

Publications.  

Fontana, A., & Frey, J. (1994) Interviewing. In N. Denzin & Y. Lincoln (eds.) 

Handbook of qualitative research. Thousand Oaks, CA, Sage Publications. 

Freire, P. (1993). Pedagogy of the Oppressed. New York, Continuum. 

Gadotti, M. (1994) Reading Paulo Freire. His life and work, New York, SUNY 

Press. 

Gardner, R. C. (2010) Motivation and Second Language Acquisition: The Socio-

Educational Model. New York, Peter Long Publishing. 

Garner, B. K. (2008) When students seem stalled. Educational Leadership. 65, 

(6), 32–38. 

Ghana News Agency (2010) NALAP to help pupils excel in BECE. [Online]. 2010. 

Ghana News Agency. Available from: 

http://www.ghananewsagency.org/education/nalap-to-help-pupils-excel-in-bece-

20211 [Accessed: 5 April 2016]. 

Gill, P. Stewart, K. Treasure, E. & Chadwick, B. (2008) Methods of data collection 

in qualitative research: interviews and focus groups. British dental journal. 

[Online] Available from: 

http://www.nature.com/bdj/journal/v204/n6/abs/bdj.2008.192.html [Accessed: 25 

January 2017]. 

Giroux, H. (1989) Critical pedagogy, the state, and cultural struggle. Albany, New 

York, State University of New York Press. 



 

135 

 

Glesne, C. & Peshkin, A. (1999) Meeting qualitative inquiry: Becoming Qualitative 

Researchers: An Introduction, 2nd ed. New York, Longman. 

Golafshani, N. (2003) Understanding reliability and validity in qualitative 

research. The Qualitative Report, 8(4), 597–607. [Online] Available from: 

http://nsuworks.nova.edu/tqr/vol8/iss4/6/ [Accessed: 26 January 2017]. 

Goodman, K. (1988) The reading process. Interactive approaches to second 

language reading. [Online] Available from: 

https://books.google.com/books?hl=en&lr=&id=E3CwN2Y07isC&oi=fnd&pg=PA

11&dq. [Accessed: 23 January 2017]. 

Greene, J. & Caracelli, V. (1997) Defining and describing the paradigm issue in 

mixed‐method evaluation. New directions for evaluation. [Online] Available from: 

http://onlinelibrary.wiley.com/doi/10.1002/ev.1068/full [Accessed: 26 January 

2017]. 

Guba, E. & Lincoln, Y. (1994) Competing paradigms in qualitative research. 

Handbook of qualitative. [Online] Available from: 

http://steinhardtapps.es.its.nyu.edu/create/courses/3311/reading/10-

guba_lincoln_94.pdf [Accessed: 26 January 2017]. 

Gubrium, J. F. & Holstein, J. A. (1997) The new language of qualitative method. 

Oxford, UK, Oxford University Press 

Gumperz, J. and Cook-Gumperz, J. (1982) Introduction: Language and the 

Communication of Social Identity. In J. Gumperz (ed.), Language and social 

identity. Cambridge: Cambridge University Press. 

Gupta, A. (1997) When mother-tongue education is not preferred. Journal of 

Multilingual and Multicultural Development. [Online] Available from: 

http://www.tandfonline.com/doi/abs/10.1080/01434639708666337 [Accessed: 

16 January 2017]. 

Hartwell, A. (2012) Note on Ghana’s Early Grade Literacy Status. Education 

Development Center Inc. USA. 

Hartwell, A. & Casely-Hayford, L. (2010) National Literacy Acceleration Program 

(NALAP) Implementation Study. USAID, Ghana. 

Heugh, K. (2006) Language education policies in Africa. [Online] Available from: 



 

136 

 

https://philpapers.org/rec/HEULEP [Accessed: 25 January 2017]. 

Holstein J. A. & J. F. Gubrium, (1995) The active interview. London, Sage 

Publications. 

Hornberger, N.H. (1989) Continua of Biliteracy Author ( s ): Nancy H . Hornberger 

Source : Review of Educational Research , Vol . 59 , No . 3 ( Autumn , 1989 ), pp 

. 271-296 Published by : American Educational Research Association Stable 

URL : http://www.jstor.org/stable/1170183. American Educational Research 

Association. [Online] 59 (3), 271–296. Available from: 

http://www.jstor.org/stable/1170183. 

Hornberger, N. (2002) Multilingual language policies and the continua of 

biliteracy: An ecological approach. Language policy. [Online] Available from: 

http://link.springer.com/article/10.1023/A:1014548611951 [Accessed: 25 

January 2017]. 

Jamshidi, A. & Navehebrahim, M. (2013) Learners use of code switching in the 

English as a foreign language classroom. Australian Journal of Basic and Applied 

Sciences. 7, (1), 186–190. 

Jenkins, E. W. (2001) Constructivism in school science education: Powerful 

model or the most dangerous intellectual tendency? In: Science Education and 

Culture. Springer. 153–164. 

Jingxia, L. (2010) Teachers’ code-switching to the L1 in EFL classroom. The 

Open Applied Linguistics Journal. 3, (10), 10 – 23. 

Jones, M. G. & Araje, L. B. (2002). The impact of constructivism on education: 

Language, discourse and meaning. American Communication Journal. 5, (3), 1-

10. 

Jordan, A. Carlile, O. & Stack, A. (2008) Approaches to learning: a guide for 

teachers: a guide for educators. UK, McGraw-Hill Education. 

Jordan, G. (2004) Theory construction in second language acquisition. UK, John 

Benjamins Publishing. 

Jun Zhang, L. (2001) Awareness in reading: EFL students’ metacognitive 

knowledge of reading strategies in an acquisition-poor environment. Language 

Awareness. 10, (4), 268 – 288. 

http://www.jstor.org/stable/1170183


 

137 

 

Kingwill, P. (1998) Transforming Language Education in Southern Africa: A 

History of the Molteno Project 1975-1996: Celebrating 21 Years of Service to 

Education in Southern Africa. UK, Molteno Project. 

Kraft, R. J. (2003) Primary education in Ghana: A report to USAID. USAID/Ghana 

Ministry of Education, Accra, Ghana. 

Krashen, S. (1982) Principles and practice in second language acquisition. 

Oxford, Pergamon Press. 

Kuhn, M. & Stahl, S. (2003) Fluency: A review of developmental and remedial 

practices. Journal of educational psychology. [Online] Available from: 

http://psycnet.apa.org/journals/edu/95/1/3/ [Accessed: 23 January 2017]. 

Lambert, W. E. (1983) Deciding on languages of instruction: Psychological and 

social considerations. Multicultural and multilingual education in immigrant 

countries. 93–104. 

Larios, J. Marín, J. & Murphy, L. (2001) A temporal analysis of formulation 

processes in L1 and L2 writing. Language Learning. [Online] Available from: 

http://onlinelibrary.wiley.com/doi/10.1111/0023-8333.00163/full [Accessed: 23 

January 2017]. 

Lasagabaster, D. (1998) The threshold hypothesis applied to three languages in 

contact at school. International Journal of bilingual education and. [Online] 

Available from: 

http://www.tandfonline.com/doi/abs/10.1080/13670059808667678 [Accessed: 

25 January 2017]. 

Leedy, P. D. & J. E. Ormrod. (2009). Practical research: Planning and design.  

Ohio, USA. Pearson Education. 

Leherr, K. (2009) National Literacy Acceleration Program (NALAP) Baseline 

Assessment. Accra, Ghana. 

Leppänen, U. Niemi, P. & Aunola, K. (2004) Development of reading skills among 

preschool and primary school pupils. Reading Research. [Online] Available from: 

http://onlinelibrary.wiley.com/doi/10.1598/RRQ.39.1.5/full [Accessed: 23 

January 2017]. 

Lewis, J. & Ritchie, J. (2003) Qualitative research practice: A guide for social 



 

138 

 

science students and researchers. Toronto, Sage publications. 

Lewis, M. P. Gary F. S. & Charles D. F. (2016) Languages of China: an 

Ethnologue country report. Dallas, SIL International. 

Liddicoat, A. (2013) Language-in-education policies: The discursive construction 

of intercultural relations. UK, Multilingual Matters. 

Liddicoat, A. (2012) Language planning as an element of religious practice. 

Current Issues in Language Planning. [Online] 13, (2), 121–144. Available from: 

http://www.tandfonline.com/doi/abs/10.1080/14664208.2012.686437 

[Accessed: 26 January 2017]. 

Lincoln, Y. S. & Guba, E. G. (2000) Paradigmatic controversies, contradictions, 

and emerging confluences. In N. K. Denzin & Y. S. Lincoln (eds.), Handbook of 

qualitative research. Thousand Oaks, CA: Sage. 

Lincove, J. & Painter, G. (2006) Does the age that children start kindergarten 

matter? Evidence of long-term educational and social outcomes. Educational 

Evaluation and Policy. [Online] Available from: 

http://journals.sagepub.com/doi/abs/10.3102/01623737028002153 [Accessed: 

25 January 2017]. 

Lipson, M. Wixson, K. Bloch, C.  Afari-Twako, H.  Atteh, E. & Jakalia, A.  (2004) 

Evaluation of the BTL and ASTEP Programs in the Northern, Eastern and Volta 

Regions of Ghana. Report prepared by the International Reading Association for 

The Education Office, USAID, Ghana.  

Lipson, M. & Wixson, K. (2003) Assessment and instruction of reading and writing 

difficulty: An interactive approach. Boston, Allyn & Bacon. 

Lodico, M. Spaulding, D.T & Voegtle, K.H. (2006) Methods in Educational 

Research: From Theory to Practice. San Francisco, Jossey-Bass, An Imprint of 

Wiley. 

Malone, D. (2003) Developing Curriculum Materials for Endangered Language 

Education: Lessons from the Field. International Journal of Bilingual education 

and Bilingualism. 6, (5), 332-348. 

Maxwell, J. A. (2008) Designing a Qualitative Study. Applied Research Designs. 

[Online] 214–253. Available from: doi:10.1111/1467-9299.00177. 



 

139 

 

McCaffery, J. (2010) O tatou o aga’i i fea?:’Oku tau o ki fe?: Where Are We 

Heading?: Pacific Languages in Aotearoa/New Zealand. AlterNative: An 

International Journal of Indigenous People. [Online] 6, (2), 86. Available from: 

https://search.informit.com.au/documentSummary;dn=480172650937834;res=I

ELIND [Accessed: 25 January 2017]. 

McGrath, J. E. & Johnson, B. A. (2003) Methodology Makes Meaning: How both 

qualitative and quantitative paradigms shape evidence and its interpretation. In 

P. Camic, J. Rhode & L. Yardley (eds.) Qualitative Research in Psychology: 

Expanding Perspectives in Methodology and Design. 31- 48 Washington, DC, 

US, American Psychological Association. 

McLeod, S.A. (2016) Behaviorism -- Simply Psychology. [Online]. 2016. 

Available from: http://www.simplypsychology.org/behaviorism.html. [Accessed: 

23 January 2015]. 

McWilliam, H.O.A. & Kwamena-Poh, M. A. (1975) The development of education 

in Ghana: UK, Longman. 

Mensah, E. A. (2010) Pedagogic language policy in Ghana and its 

implementation in primary schools: The case of Ketu Education District. [Online]. 

Unpublished MPhil. thesis, University of Cape Coast. Available from: 

http://hdl.handle.net/123456789/343. [Accessed: 23 January 2016]. 

Miller, R. L., & Brewer, J. D. (2003) The A-Z of social research. London, Sage 

Publications. 

Ministry of Education (2004) A white paper on the report of the education reform 

review committee, Accra, Ghana. 

Ministry of Education Ghana (2007) National Education Sector Annual Review. 

Accra, Ghana. 

Mitchell, R. Myles, F. (2004) Second language learning theories.  London, 

Hodder Arnold. 

Modupeola, O. (2013) Code-Switching as a teaching strategy: Implication for 

English Language teaching and learning in a multilingual society. IOSR Journal 

of Humanities and Social Science. [Online] Available from: 

http://www.academia.edu/download/32109814/P01439294.pdf [Accessed: 26 

http://www.simplypsychology.org/behaviorism.html


 

140 

 

January 2017]. 

Myers-Scotton, C. (2006) Natural code-switching knocks on the laboratory door. 

Bilingualism, Language and Cognition, 9, (2), 203-212. 

Neuman, S. B. & Dickinson, D.K.  (2003) Handbook of Early Literacy Research. 

Guildford, New York, USA. 

Ninio, A. Snow, C. E. (1996) The development of pragmatics: learning to use 

language appropriately. In: Handbook of child language acquisition. Academic 

Press, San Diego, CA, USA. 

Oates, J. Karmiloff-Smith, A. & Johnson, M. (2012). Developing Brains. Early 

Childhood in Focus. Milton Keynes, UK, Open University. 

Olofsson, A. & Lundberg, I. (1985) Evaluation of long term effects of phonemic 

awareness training in kinderarten: Illustrations of some methodological problems 

in evaluation research. Scandinavian journal of Psychology. [Online] Available 

from: http://onlinelibrary.wiley.com/doi/10.1111/j.1467-9450.1985.tb01138.x/full 

[Accessed: 23 January 2017]. 

Olson, J. C. (1977) Theories of Information Encoding and Storage: Implications 

for Consumer Research. [Online]. Pennsylvania, Pennsylvania State University. 

Available from: 

https://scholar.google.com/scholar?cluster=1068294064530969854&hl=en&as_

sdt=2005&sciodt=0,5 [Accessed: 23 January 2017]. 

Opoku-Amankwa, K. & Brew-Hammond, A. (2011) Literacy is the ability to read 

and write English: Defining and developing literacy in basic schools in Ghana. 

International Journal of Bilingual Education and Bilingualism. 14, (1), 89 –106. 

Owu-Ewie, C. (2006) The Language Policy of Education in Ghana: A Critical 

Look at the English-Only Language Policy of Education. Selected Proceedings 

of the 35th Annual Conference on African Linguistics, 76 - 85. Somerville, MA, 

Cascadilla Proceedings Project. 

Owu-Ewie, C. (2013) The language policy of education in Ghana in perspectives: 

The past, the present and the future. Language and Linguistics. 32, 39 – 58. 

Palmer, D. (2011) The discourse of transition: Teachers’ language ideologies 

within transitional bilingual education programs. International Multilingual 



 

141 

 

Research Journal. [Online] Available from: 

http://www.tandfonline.com/doi/abs/10.1080/19313152.2011.594019 

[Accessed: 26 January 2017]. 

Pearson, P. (1993) Standards for the English Language Arts: A Policy 

Perspective. Journal of Reading Behavior. [Online] Available from: 

http://journals.sagepub.com/doi/pdf/10.1080/10862969309547830 [Accessed: 

23 January 2017]. 

Pence, K. L. & Justice, L. M. (2011) Language development from theory to 

practice. U.S.A. Ohio State University. 

Phyak, P. (2007) Mother Tongue Education: Practices and Problems with 

Reference to Limbu Language. Unpublished research report. Lalitpur: Social 

Inclusion Research Fund (SIRF), SNV, Nepal. [Online]. Available from: 

http://www.socialinclusion.org.np/new/files/Prem Phyak-Mother Tongue 

Education-Practices and Problems wi_1336451446c2lX.pdf [Accessed: 16 

January 2017]. 

Piaget, J. (2001) The Psychology of Intelligence. London, Routledge Classics. 

Piaget, J. & Inhelder, B. (1969). The psychology of the child. New York, Basic 

Books, Inc.  

Pinnock, H. & Vijayakumar, G. (2009) Language and education: the missing link 

How the language used in schools threatens the achievement of education For 

All. Available from: http://www. unesco. 

org/education/EFAWG2009/LanguageEducation. pdf. [Accessed: 25 January 

2017]. 

Pinnock, H. & Vijayakumar, G. (2009) Language and education: the missing link: 

How the language used in schools threatens the achievement of education For 

All. Education Trust and Save the Children. Available at: 

http://www.cfbt.com/evidenceforeducation/pdf/Language&Education. 

[Accessed: 25 January 2017]. 

Pluddermann P. (1997) Additive and subtractive: Challenges in education for 

multilingualism. Per Linguam, [Online] 13, (1), 17-28 Available from: 

https://goo.gl/qFIl6Y. [Accessed: 25 January 2016]. 

http://www.cfbt.com/evidenceforeducation/pdf/Language&Education


 

142 

 

Polit, D. & Beck, C. (2004) Nursing research: Principles and methods. Lippincott, 

Philadelphia, USA, Williams & Wilkins.  

Ponterotto, J. G. (2006) Brief note on the origins , evolution , and meaning of the 

qualitative research concept ‘ thick description ’. The Qualitative Report. [Online] 

11, (3), 538–549. Available from: http://www.nova.edu/ssss/QR/QR11-

3/ponterotto.pdf. [Accessed: 25 January 2016]. 

Prah, K. (1995) African languages for the mass education of Africans. Bonn, 

German Foundation for International development, Education, Science and 

Documentation Centre. 

Pritchard, A. (2009) Ways of Learning – Learning theories and learning styles in 

the classroom. New York, Routledge. 

Punch, K. F. (2013) Introduction to social research: quantitative and qualitative 

approaches. London, Sage Publications. 

Rau, D. V. Dong, M. Lin, M. Chang, H. & Hsu, Y. (2005) Multimedia Materials of 

Yami Language, Technical Report, Department of English Language, Literature 

and Linguistics, Providence University, Taiwan. 

Little, M. & Rawlinson, D. (2002). Becoming an action researcher to improve 

learning in your classroom. Tallahassee, Florida, Department of Education, 

Bureau of Instructional Support and Community Services. 

 

Ricciardelli, L. (1992) Bilingualism and cognitive development in relation to 

threshold theory. Journal of psycholinguistic research. [Online] Available from: 

http://link.springer.com/article/10.1007/BF01067515 [Accessed: 25 January 

2017]. 

Richard, G. J. (1993) Social work, research and evaluation. Itasca Illinois,  

Peacock Publishers. 

Richards, J. & Rodgers, T. (2001) Approaches and Methods in Language 

Teaching: The Natural Approach. London, Cambridge University Press.  

Rivkin, S. Hanushek, E. & Kain, J. (2005) Teachers, schools, and academic 

achievement. Econometrica. [Online] Available from: 

http://onlinelibrary.wiley.com/doi/10.1111/j.1468-0262.2005.00584.x/full 

http://www.nova.edu/ssss/QR/QR11-3/ponterotto.pdf
http://www.nova.edu/ssss/QR/QR11-3/ponterotto.pdf


 

143 

 

[Accessed: 25 January 2017]. 

Rodseth, J. V. (1978) The Molteno Project Report: Mother tongue reading 

instruction and English language teaching in African primary schools. 

Unpublished report commissioned by Institute for the Study of English in Africa: 

South Africa, Rhodes University. 

Rummel, E. (2008) Constructing cognition. American Scientist. [Online] Available 

from: 

https://www.americanscientist.org/bookshelf/bookshelf.aspx?name=constructin

g-cognition&content=true [Accessed: 26 January 2017]. 

Sagor, R. (1992) How to Conduct Collaborative Action Research. USA, ASCD 

publications.  

Schmitt, N. (2008) Instructed second language vocabulary learning. Language 

teaching research. [Online] Available from: 

http://ltr.sagepub.com/content/12/3/329.short [Accessed: 23 January 2017]. 

Schumann, J. H. (1978) The acculturation model for second-language 

acquisition. In R. C. Gingras (ed.), Second language acquisition and foreign 

language teaching. Washington, DC, USA, Center for Applied Linguistics. 

Sinatra, G. M. Brown, K. J. & Reynolds, R. E. (2002) Implications of cognitive 

resource allocation for comprehension strategies instruction. In C. C. Block & 

M. Pressley. Comprehension instruction:  Research-based best practices 62-76, 

New York, Guilford Press. 

Skinner B. F. (1938) The behavior of organisms. Englewood Cliffs, New Jersey,  

Prentice Hall. 

Skinner, B. (1950) Are theories of learning necessary? Psychological review. 

[Online] Available from: http://psycnet.apa.org/journals/rev/57/4/193/ [Accessed: 

27 January 2017]. 

Skinner B. F. (1957) Verbal behaviour. New York, Appleton-Century-Company. 

Skutnabb-Kangas, T. (2000) Linguistic genocide in education - or worldwide 

diversity and human righs? London, UK, Lawrence Erlbaum Associates.  

Smith, J. A. Harre, R. & Van Langenhove, L. (1995) Rethinking Methods in 

Psychology. Thousand Oaks, California, Sage Publications.  



 

144 

 

Smith, M. & Shepard, L. (1988). Kindergarten readiness and retention: A 

qualitative study of teachers' beliefs and practices. American Educational 

Research Journal, 25, (3), 307-333. Available from: 

http://journals.sagepub.com/doi/abs/10.3102/00028312025003307 [Accessed: 

25 January 2017]. 

Stanovich, K. (1986) Matthew effects in reading: Some consequences of 

individual differences in the acquisition of literacy. Reading research quarterly. 

[Online] Available from: http://www.jstor.org/stable/747612 [Accessed: 23 

January 2017]. 

Stigler, J. W. & Hiebert, J. (2009) The Teaching Gap: Best Ideas from the World’s 

Teachers for Improving Education in the Classroom. [Online]. Free Press. 

Available from: https://books.google.com.gh/books?id=F1kKZgIqtfEC. 

[Accessed: 25 January 2017]. 

Strydom, H., Fouche, C.B. & Delport, C.S.L. (2002) Research at grass roots: for 

the social sciences and human service professions. Pretoria, VanSchaik 

Publishers. 

Tadadjeu, M. & Sadembouo, E. (1984) PROPELCA. Yaoundé, Cameroon, 

Université de Yaoundé. 

Tam, M. (2000) Constructivism, instructional design, and technology: 

Implications for transforming distance learning. Educational Technology & 

Society, 3, (2), 50-60. [Online] Available from: 

http://www.ifets.info/journals/3_2/tam.html [Accessed: 25 January 2016]. 

Teddlie, C. & Tashakkori, A. (2003) Major issues and controveries inthe use of 

mixed methods in the social and behvioral sciences. Handbook of mixed 

methods in social &. [Online] Available from: 

https://books.google.com/books?hl=en&lr=&id=F8BFOM8DCKoC&oi=fnd&pg=

PA3&dq=,+Tashakkori+%26+Teddlie+(2003)+&ots=gUiQwBsAKe&sig=ulZcK-

qBasvu4wNPHQ8xtQXjL5s [Accessed: 25 January 2017]. 

 

Terrell, T. (1977) A natural approach to second language acquisition and 

learning. The modern language journal. [Online] Available from: 

http://www.ifets.info/journals/3_2/tam.html


 

145 

 

http://onlinelibrary.wiley.com/doi/10.1111/j.1540-4781.1977.tb05147.x/full 

[Accessed: 19 January 2017]. 

Tomal, D. R. (2010) Action Research for Educators. The Concordia University 

Leadership Series. [Online]. Rowman & Littlefield Publishers. Available from: 

https://books.google.com.gh/books?id=GUu_AAAAQBAJ. [Accessed: 27 

January 2017]. 

Torgesen, J. (2000) Individual differences in response to early interventions in 

reading: The lingering problem of treatment resisters. Learning Disabilities 

Research & Practice. [Online] Available from: 

http://www.tandfonline.com/doi/abs/10.1207/SLDRP1501_6 [Accessed: 23 

January 2017]. 

Trudgill, P. (1992). Ausbau sociolinguistics and the perception of language status 

in contemporary Europe. International Journal of Applied Linguistics. 2, (2), 167-

177. 

Tshotsho, B. P. (2013) Mother tongue debate and language policy in South 

Africa. International Journal of Humanities and Social Science. 3, (13), 39 – 44. 

Tsui, A. & Tollefson, J. (2007) Language policy, culture, and identity in Asian 

contexts. [Online]. Lawrence Erlbaum Associates, Inc. Available from: 

http://hub.hku.hk/handle/10722/153377 [Accessed: 16 January 2017]. 

Turner III, D. (2010) Qualitative interview design: A practical guide for novice 

investigators. The qualitative report. [Online] Available from: 

http://search.proquest.com/openview/d378ec2c9d7929d226d1f0b46b26eae2/?

pq-origsite=gscholar&cbl=55152 [Accessed: 25 January 2017]. 

Turnock, C. & Gibson, V. (2001) Validity in action research: a discussion on 

theoretical and practice issues encountered whilst using observation to collect 

data. Journal of Advanced Nursing. [Online] Available from: 

http://onlinelibrary.wiley.com/doi/10.1046/j.1365-2648.2001.01995.x/full 

[Accessed: 25 January 2017]. 

UNESCO (1953) The use of the Vernacular Languages in Education: 

Monographs on Foundations of Education VIII. [Online]. Available from: 

http://unesdoc.unesco.org/images/0000/000028/002897EB.pdf. [Accessed: 25 

January 2017]. 



 

146 

 

UNESCO (2003) Literacy, a UNESCO perspective. [Online]. Available 

from:http://unesdoc.unesco.org/images/0013/001318/131817eo.pdf. [Accessed: 

25 March 2016]. 

Vygotsky, L. S. (1978) Mind in Society: the Development of Higher Psychological 

Processes. Cambridge, MA, Harvard University Press. 

Vygotsky, L. S. (1987) The collected works of Vygotsky. Problems of general 

psychology, including the volume Thinking and speech. New York, Plenum 

Press. 

Walqui, A. (2006) Scaffolding instruction for English language learners: A 

conceptual framework. International Journal of Bilingual Education. [Online] 

Available from: 

http://www.tandfonline.com/doi/abs/10.1080/13670050608668639 [Accessed: 

28 January 2017]. 

Walter, S. L. & Chuo, K. G. (2012). The Kom experimental mother tongue 

education pilot project report for 2012. Cameroon: SIL International. [Online] 

Available from: http://www.mlenetwork.org/sites/default/files/The Kom MLE 

Project 2012.pdf [Accessed: 25 February 2015]. 

Warash, B. G. & Markstrom, C. A. (2001). Parental perceptions of parenting 

styles in relation to academic self-esteem of preschoolers. Education, 121, (3), 

485-493.  Available from SAGE database. [Accessed: 15 February 2016]. 

Wardhaugh, R. (2011) An introduction to sociolinguistics. USA, Wiley Blackwell. 

Watson, J. (1928) The ways of behaviorism. [Online] Available from: 

http://psycnet.apa.org/psycinfo/1928-02679-000 [Accessed: 27 January 2017]. 

Webb, V. (2006) Language policy development in South Africa. Centre of 

Research in the Politics of Language. South Africa, University of Pretoria. 

Welman, C. Kruger, F. & Mitchell, B.  (2007) Research Methodology. Cape Town, 

Oxford University Press. 

Willans, F. (2011) Classroom code-switching in vanuatu secondary school: 

Conflict between policy and practice. International Journal of Bilingual Education 

and Bilingualism. 14, (1), 23 – 38. 



 

147 

 

Winter, R. (1996) Some principles and procedures for the conduct of action 

research. New directions in action research. London, Routledge. 

Wisdom, J., Creswell, J.W. Mixed Methods: Integrating Quantitative and 

Qualitative Data Collection and Analysis While Studying Patient-Centered 

Medical Home Models. Rockville, Agency for Healthcare Research and Quality. 

Available from http://pcmh.ahrq.gov/MixedMethods [Accessed: 25 January 

2017]. 

Wood, D. Bruner, J. & Ross, G. (1976) The role of tutoring in problem solving. 

Journal of child psychology and psychiatry. [Online] 17, (2), 89 –100. Available 

from: http://onlinelibrary.wiley.com/doi/10.1111/j.1469-7610.1976.tb00381.x/full 

[Accessed: 28 January 2017]. 

Yin, R. K. (1984). Case study research: Design and methods. Beverly Hills, CA: 

Sage Publications. 

Yopp, H. K. (1992) Developing phonemic awareness in young children. The 

Reading Teacher. 45, (9), 696 – 703. 

Zohrabi, M. (2013) Mixed method research: Instruments, validity, reliability and 

reporting findings. Theory and Practice in Language Studies. 3, (2), 254. 

 

 

  

http://pcmh.ahrq.gov/MixedMethods


 

148 

 

APPENDICES 

APPENDIX A: DATA COLLECTION TOOLS 

APPENDIX A1: 

INTERVIEW QUESTIONS FOR TEACHERS 

 

 Background  

1. Name: 

2. Sex: Male                 Female  

3. Educational background:  Pre Senior Secondary/ High School  

                                                   Senior Secondary/high School 

           Tertiary level: University 

                       Polytechnic 

                      Teaching training college   

Others: ……………………………………………………………. 

4. Marital Status: Married   

    Single 

5.How long have you been teaching service ………………………………….? (Number of years) 

5b.For how long have in been teaching in this school? …………………………………… (Number of 

years) 

6. What Class(s) do you teach …………………………………………. 

    What subject(s) do you teach ………………………………………  

 

Language background 

1. What is your mother- tongue? 

……………………………………………………………………………………………………………………………………….. 

2. What language (languages) are you most proficient in? 

……………………………………………………………………………………………………………………………………………. 

3. What language(s) do you usually speak? 

……………………………………………………………………………………………………………………………………………….. 

4. What language is used as medium of instruction in primary class 3 in this school. 

…………………………………………………………………………………………………………………………………………………

…………………………………………………………………………………………………………………………………………………
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…………………………………………………………………………………………………………………………………………………

…………………………………………………………………………………………….. (show/ give the policy) 

 

5. Are you familiar with the language policy of education? 

…………………………………………………………………………………………………………………………………………………

…………………………………………………………………………………………………………………………………………………

………………………………………………………………………………………………………………………………………………… 

 

6. How did you come to know about it? 

…………………………………………………………………………………………………………………………………………………

…………………………………………………………………………………………………………………………………………………

………………………………………………………………………………………………………………………………………………… 

 

Language Policy in Education 

 

4.  Do you know of the language policy in Education? 

Yes                  No   

If Yes, what do you know about it? 

…………………………………………………………………………………………………………………………………………………

…………………………………………………………………………………………………………………………………………………

………………………………………………………………………………………………………………………………………………… 

 

5. Would you prefer the pupils to be taught in a local language at the kindergarten? 

Yes                    No  

If Yes, what language would you want your child to be taught in and why? 

…………………………………………………………………………………………………………………………………………………

…………………………………………………………………………………………………………………………………………………

…………………………………………………………………………………………………………………………………………………

………………………………………………………………………………………………………………………………………………… 

 

If No, why? 

…………………………………………………………………………………………………………………………………………………

…………………………………………………………………………………………………………………………………………………

…………………………………………………………………………………………………………………………………………………

………………………………………………………………………………………………………………………………………………… 
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Do you switch to the local language during lessons? 

Yes          No               Sometimes 

Any other comment on the language policy? 

…………………………………………………………………………………………………………………………………………………

…………………………………………………………………………………………………………………………………………………

…………………………………………………………………………………………………………………………………………………

…………………………………………………………………………………………………………………………………………………

………………………………………………………………………………………………………………………………………………… 
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APPENDIX A2: 

Classroom Observational Chart 

 

Observer: _____________________________ Date: _____ / _____ / ________ 

Observed: _____________________________ Duration: ________ minutes 

School: _____________________________ Class: _____________________ 

Teacher: _____________________________  Lesson: ____________________ 

 

Part A. Basic Class/Lesson Information 

A1 Class Size Total Number Expected: 

Number in Attendance: 

A2 Sex Distribution Boys: 

Girls: 

A3 Classroom Desk Arrangement  Desks in rows 

 Desks in Groups 

 Desks in Circle 

A4 Classroom Seating Pattern  Boys segregated from girls 

 Boys and girls mixed 

A5 Text and Materials 

(List all materials, novels, texts, etc. 

used by pupils and/or the teacher) 

______________________________________________________ 

______________________________________________________ 

______________________________________________________ 

______________________________________________________ 

 

A6 Comments on use of Text and 

Materials 

______________________________________________________ 

______________________________________________________ 

______________________________________________________ 

______________________________________________________ 

______________________________________________________ 

______________________________________________________ 

 

 

Part B. Teacher Interaction 

Teacher Professionalism 

B1 Time of reporting to class ______ : ______ (HH:MM) 

B2 Appearance _____________________________________________________ 

_____________________________________________________ 

 

Classroom management 

B3 Class control:  Effective 

 Somewhat Effective 

 Ineffective 

Comments: _____________________________________________________ 
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_____________________________________________________ 

_____________________________________________________ 

_____________________________________________________ 

_____________________________________________________ 

 

 

 

 

Feedbacks 

B4 Teachers’ reaction to negative responses  

(e.g. when pupils did not understand a 

part of the lesson and the response to 

their questions) 

 Very Good 

 Satisfactory 

 Poor 

Additional Comment 

 

 

______________________________________________________ 

______________________________________________________ 

______________________________________________________ 

B5 Observed medium of instruction  Ghanaian language only 

 English language only 

 Dual language use 

Additional Comment 

 

 

 

 

______________________________________________________ 

______________________________________________________ 

______________________________________________________ 

B6 Competence in the use of mother-tongue  Very Good 

 Satisfactory 

 Poor  

Additional Comment 

 

 

______________________________________________________ 

______________________________________________________ 

______________________________________________________ 

B7 Competence in the use of English  Very Good 

 Satisfactory 

 Poor  

Additional Comment 

 

 

 

______________________________________________________ 

______________________________________________________ 

______________________________________________________ 
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B8 Code switching between mother-tongue 

and English language 

 Very Good 

 Satisfactory 

 Poor 

Additional Comment 

 

 

 

______________________________________________________ 

______________________________________________________ 

______________________________________________________ 

 

 

 

Part C. Teaching Behaviour 

RATING SCALE 

1 2 3 4 
Very Good Satisfactory Poor Unacceptable 

The teacher evidenced 

excellent planning and 

preparation for the 

lesson, thus 

demonstrated excellent 

ability in teaching the 

lesson.  

 

The teacher was 

always clear and 

sustained focus on the 

purposes of learning 

throughout the period.  

 

The teacher fully 

engaged pupils during 

the observation of the 

demonstration lesson. 

The teacher evidenced 

fair planning and 

preparation for the 

lesson, thus 

demonstrated fair 

ability in teaching the 

lesson.  

 

 

The teacher was 

sometimes clear and 

sustained focus on the 

purposes of learning 

throughout the period. 

 

The teacher partially 

engaged pupils during 

the observation of the 

demonstration lesson. 

The teacher evidenced 

little or no planning 

and preparation for the 

lesson, thus 

demonstrated poor 

ability in teaching the 

lesson. 

 

The teacher was rarely 

clear and focused on 

the purpose of learning 

throughout the period. 

 

 

The teacher poorly 

engaged pupils during 

the observation of the 

demonstration lesson. 

The teacher evidenced 

no prior preparation for 

the lesson, thus 

demonstrated a lack of 

ability in teaching the 

lesson. 

 

 

The teacher was 

unclear and unfocused 

regarding the purpose 

of learning throughout 

the period. 

 

 

The teacher 

demonstrated no ability 

in engaging pupils 

during the observation 

of the demonstration 

lesson. 

 

  1 2 3 4 

C1 Teacher’s methodology supported pupils’ performance     
Additional Comment 

___________________________________________________ 

___________________________________________________ 

C2 Teacher incorporated activities to enhance pupils’ performance     
Additional Comment 

___________________________________________________ 
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___________________________________________________ 

C3 Engaged pupils in active participation during lesson     
Additional Comment 

___________________________________________________ 

___________________________________________________ 

C4 Teacher encourages all pupils to participate in the lesson     
Additional Comment 

___________________________________________________ 

___________________________________________________ 

Part D. Pupils’ Observation 

  Most Many Some Few None  

Percentage of pupils who: (75-100)% (50-75)% (25-50)% (1-25)% (0)  

D1 Demonstrated a high level of 

understanding 

      

Additional Comment 

_________________________________________________________________________________________ 

_________________________________________________________________________________________ 

D2 Participated enthusiastically in the lesson         

Additional Comment 

_________________________________________________________________________________________ 

_________________________________________________________________________________________ 

D3 Communicated their responses clearly        

Additional Comment 

_________________________________________________________________________________________ 

_________________________________________________________________________________________ 

D4 Demonstrated competence in the use of the 

Ghanaian language medium of instruction 

in their interaction 

      

Additional Comment 

_________________________________________________________________________________________ 

_________________________________________________________________________________________ 

D5 Demonstrated competence in the use of the 

English language medium of instruction in 

their interaction 

      

Additional Comment 

_________________________________________________________________________________________ 

_________________________________________________________________________________________ 

D6 Demonstrated competence in code 

switching between the Ghanaian and 

English languages used as medium of 

instruction in their interaction 

      

Additional Comment 

_________________________________________________________________________________________ 

_________________________________________________________________________________________ 

  

Pupils’ Non-Verbal Response/Behaviours 

D7 Attentiveness during the lesson 

(i.e. response to questions, degree of 

interest in the lesson, number of the pupils 

involved and enthusiasm) 

 Very Attentive 

 Somewhat Attentive 

 Not Attentive 

D8 Final Comments: _____________________________________________________ 

_____________________________________________________ 
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_____________________________________________________ 

_____________________________________________________ 
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APPENDIX A3: 

PICTURE DESCRIPTION POSTER 
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APPENDIX A4 

PICTURE DESCRIPTION QUESTIONS (ENGLISH) 

 

Name: …………………..………………………………… Date: …………………………. 

 

Look at the picture closely. Write five sentences to describe what you see 

in the picture. 

[1] 

……………………………………………………………………………………………………………………………………………

……………………………………………………………………………………………………………………………………………

…………………………………………………………………………………………………………………………………… 

[2] 

……………………………………………………………………………………………………………………………………………

……………………………………………………………………………………………………………………………………………

…………………………………………………………………………………………………………………………………… 

[3] 

……………………………………………………………………………………………………………………………………………

……………………………………………………………………………………………………………………………………………

……………………………………………………………………………………………………………………………...….… 

[4] 

……………………………………………………………………………………………………………………………………………

……………………………………………………………………………………………………………………………………………

…………………………………………………………………………………………………………………………………… 

[5] 

……………………………………………………………………………………………………………………………………………

……………………………………………………………………………………………………………………………………………

…………………………………………………………………………………………………………………………………… 
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APPENDIX A45 

READING COMPREHENSION TEXT (ENGLISH) 
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APPENDIX A6 

READING COMPREHENSION QUESTIONS (ENGLISH) 

   Name: ……..…………………………………     Date: …………………………. 

READ THE PASSAGE CAREFULLY AND ANSWER THE QUESTIONS THAT 

FOLLOW 

 

1. Where does Louba live? 

…………………………………………………………………………………… 

 

2. In which part of the capital city does Louba live? …………………… 

 

…………………………………………………………………………………………… 

 

3. Who is Toro? 

…………………………………………………………………………………………… 

……………………………………………………………………………………………

…………………………………………………………………………………………… 

 

4. What is Louba’s dream for the future? 

……………………………………………………........................................................... 

 

…………………………………………………………………………………………… 

 
……………………………………………………………………………………………………………… 

 

5. What is Louba’s football made of?…………………………………........ 

6. What is the title of the passage? 

……………………………………………………………………………………………

……………………………………………………………………………………………. 

 

7. What do you like about the passage? …………………………………... 
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APPENDIX A7 

READING COMPREHENSION TEXT (GA) 
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APPENDIX A8 

READING COMPREHENSION QUESTIONS (GA) 

Name: …………………..…………………………………… Date: 
…………………………. 

 

KANE MO SANE LƐ OJOGBAŊŊ NI OHA HETO NI TSA NƆ 

1. Nɛgbɛ Louba yɔɔ? 

….……………………………………………………….……………………………  

2. Maŋtiase lɛ nɛgbɛ fᾶ Louba yɔɔ? 

………......…………………………………………………………………………………………… 

3. Namɔ ji Toro? …..………………………………………………………………  

4. Namɔ Louba sumɔɔ akɛ etsɔ wɔsɛɛ?  

…………………………………………………………………………………………………………

…………………………………………………………………………………………………………

…………………………………………………………………………………………………………

Mɛni akɛfee Louba bɔɔlu lɛ? ………………………………………………  

5. Mɛni ji sane lɛ yitso? 

………………………………….…………………..………...………………………………….…… 

…………………………………………………………………………………………………………  

6. Mɛni osumɔɔ yɛ sane lɛ he? 

….………………………………………..…………………………………………………………….  

…..…………………………………………………………………………………………………….  
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APPENDIX A9: 

PHONIC TEST (GA TESTING TOOLS) 

GA TESTING TOOL 1 

                                                                                        JEE SHISI KԐJԐ BIԐ 

                        
 
                           LEVEL 3 Sama 
          mama               too                 saa 
 
           asa                    maa               ato 
 
           mami                                       tao 
         
                                      ama 
 
 
 
ani kaselɔ lɛ nyɛ etsɛ enumɔ yɛ mli? 
 
Hɛɛ! kaselɔ lɛ yɛ level 3 

  
 
 
 
                              LEVEL 4 
Ama  mami  nɛ 
 
Maa sa too lɛ 
 
Ato  sama  ama  asa  lɛ  nɔ. 
 
 
 
Ani kaselɔ lɛ nyɛ ekane wiemɔmuji enyɔ 
komɛi jogbaŋŋ? 

  

          
 
 
 
                                        Level 2 
 
                     m                                  a 
 
                     I                       s                        t 
 
                     K                      e                        o 
 
                               b                        u 
 
 
 
 
Ani kaselɔ lɛ nyɛ ekane enumɔ yɛ mli 
jogbaŋŋ? 
 
 
Hɛɛ! kaselɔ lɛ yɛ level 2 
Daabi kaselɔ lɛ yɛ level 1 

         
 
 
 
                                         LEVEL 5 
 
Be ko lɛ mami na too ko. Too lɛ bu mama. 
Mami 
  
bi Ama ekɛɛ: “Ama, namɔ too nɛ?” Ama kɛɛ: 
Maa 
 
 mɔ lɛ yɛ asa lɛ nɔ. Maa tao mami koni ekɛɛ 
lɛ.  
 
Maa kɛ sama ko wo too lɛ toi sɛɛ. Maa kɛ 
Ama to  
 
sama lɛ. Sama lɛ tamɔ ato. 
 
 
Ani kaselɔ lɛ nyɛ ekane wiemɔmuji enumɔ 
jogbaŋŋ?. 
 
Hɛɛ! kaselɔ lɛ ahi level 5 
Daabi! Kaselɔ lɛ ahi level 4 

 

 



 

165 

 

GA TESTING TOOL 2 

                                                                                                                 JEE SHISHI YÂ BIÂ 

                      

                

 

                       Level 3  

 

wonu                           kɛkɛ 

 

yoo                              nuu 

 

husu                            sune 

 

duku                            kuɛ 

 

dɛkɛ                            hoso  

 

yɔse                            koko 

 

Hɛɛ! kaselɔ lɛ yɛ level 3 

Ani kaselɔ lɛ nyɛ ekane 5 jogbaŋŋ? 

 

                     

 

                   Level 4 

 

Dede mami hoo koko. 

 

Koko lɛ sha kɔkɔ kuɛ. 

 

Kɔkɔ wo foi koni ekɛɛ papa shi papa bɛ jɛmɛ. 

 

Ena nuu kɔ yoo ko yɛ jɛmɛ. 

 

 

 

 

 

 

Ani kaselɔ lɛ nyɛ ekane wiemɔmuji (2) 

jogbaŋŋ? 

  

             

                       

 

 

 

                          Level 2 

 

       s                           b 

 

                     w                      k 

     

       o                           ɛ 

 

                      h                      n 

 

        y                         u 

 

                      d 

 

ani kaselɔ lɛ nyɔ ekane 5 jogbaŋŋ 

Hɛɛ! kaselɔ lɛ yɛ level 2 

Daabi! Kaselɔ lɛ yɛ level 1 

 

                       

                       

 

 

                 

                       Level 5 

 

Be ni Ama ku esɛɛ lɛ ena nuu ko kɛ yoo ko 

yɛ  

 

shia. Nuu lɛ yɔse akɛ Ama enako amɛ. Yoo 

lɛ bu  

 

mama fɛfɛo ko. Ekɛ mama lɛ eha ekuɛ nɔ. 

yoo lɛ  

 

jie nɔ ko eha Ama. Ama da lɛ shi waa. 

 

 

 

 

 

Ani kaselɔ lɛ nyɛ ekane 5 jogbaŋŋ 

Hɛɛ! kaselɔ lɛ level 5 

Dabi! Kaselɔ lɛ yɛ level 4 
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GA TESTING TOOL 3 

                                                                                                           JEE SHISHI YÂ BIÂ 

   

 

 

            Level 3 

goga                             kokoo 

 

ŋulami                          teleŋ 

 

jaje                                bolɔ 

 

bɛlɛ                               vɛŋŋ 

 

atade                             ziŋle 

 

Ani kaselɔ lɛ nyɛ ekane wiemɔkulibii 5 

jogbaŋŋ 

Hɛɛ! kaselɔ lɛ yɛ level 3 

 

                     

 

             Level 4 

Oko yɛ nyɛmi yoo. 

 

Atsɛɔ Oko nyɛmi yoo lɛ Akwele. 

 

Afɔ Oko kɛ Akwele fɛɛ shikome. 

 

Amɛyaa sukuu yɛ Tɛma. 

 

 

 

Ani kaselɔ nyɛ ekane wiemɔkulibii 2 

jogbaŋŋ? 

 

  

 

 

 

 

                       Level 2 

 

             g                    j               ŋ 

 

z                        e                l                    t 

 

             v                    o 

 

g 

 

 

 

 

 

 

 

 

Ani kaselɔ lɛ nyɛ ekane 5 yɛ mli? 

Hɛɛ kaselɔ lɛ yɛ level 2 

Daabi! Kaselɔ lɛ yɛ level 1 

 

 

                  

                

             Level 5 

 

Maŋ ko yɛ Obom sɛɛ. 

 

Atsɛɔ jɛmɛ Okɔtɔbu 

 

Gɔŋ ko yɛ Okɔtɔbu sɛɛ. 

 

Aduɔ nibii babaoo yɛ gɔŋ lɛ nɔ.  

 

Aduɔ abele kɛ shitɔ kɛ ameo yɛ jɛmɛ. 

 

Aduɔ amadaa kɛ ahwadu kɛ zaana fɛɛ yɛ 

jɛmɛ. 

 

Akɛ zaana lɛ loɔ saa, ni akɛ zaana nɔŋŋ feɔ 

bɛlɛ. 

 

 

Ani kaselɔ lɛ nyɛ ekane wiemɔmuji enumɔ? 

Hɛɛ! kaselɔ lɛ yɛ level 5 

Daabi! kaselɔ lɛ yɛ level 4 
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GA TESTING TOOL 4 

                                                                                                               JEE SHISHI YÂ BIÂ 

 

 

 

                       

                        Level 3 

 

         redio                           plɛte 

 

shitɔ                   reeki                          

akpakpa 

 

         falefale                        agbo 

 

                           ŋmɛnɛ 

 

         tswa                              nyɛmi 

 

Ani kaselɔ lɛ nyɛ kane 5 yɛ mli? 

Hɛɛ kaselɔ lɛ yɛ level 3    

 

 

 

 

              Level 4 

 

Akpakpa fata nibii ni ayeɔ lɛ he. 

 

Akpakpa agbo tsuɔ tamɔ wuɔfɔ. 

 

Akpakpa ŋɔɔ tamɔ sikli. 

 

Esa akɛ ofɔ akpakpa he dani oye. 

 

 

 

Ani kaselɛ lɛ nyɛ ekane wiemɔmuji 2 

jogbaŋŋ? 

  

  

 

 

                    Level 2 

              

                r                         p 

 

sh                      gb                         kp 

 

               f                           j 

 

tsw                    ny                         ŋm 

 

 

 

 

 

Ani kaselɔ lɛ nyɛ ekane 5 yɛ mli? 

Hɛɛ kaselɔ lɛ yɛ level 2 

Daabi kaselɔ lɛ yɛ level 1 

 

 

 

                Level 5 

  

Ŋmɛnɛ sohaa hewɔ lɛ nyɛhaa wɔlaa lala ko. 

Kɛji 

 

 atswa ŋmɛlɛ lɛ wɔbaaje shishi. Hii lɛ baala 

lala  

 

lɛ. No sɛɛ lɛ wɔbaabo redio lɛ toi. Kɛji redio 

lɛ  

 

gbe naa lɛ wɔ fɛɛ wɔbaaje kpo koni wɔyala 

yɛ  

 

jɛmɛ. Ani osumɔɔɔ ni ola lo? Mɔ ni baakpe 

sɛɛ  

 

kɛje kpo lɛ ahaaa lɛ tɔfi lɛ eko.  

 

Ani kaselɔ lɛ nyɛ ekane 5 yɛ mli? 

Hɛɛ kaselɔ lɛ yɛ level 5 

Daabi! Kaselɔ lɛ yɛ level 4 

 

 



 

168 

 

APPENDIX A10: 

PHONIC TEST (ENGLISH TESTING TOOLS) 
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APPENDIX B: TEACHING AND LEARNING MATERIALS 

APPENDIX B1: 

STANDARDS AND MILESTONES 

Standards state what pupils should know and be able to do, and milestones state 

steps along the way to reaching the standards. In 2006, the GES finalized 

Literacy Standards and Milestones for reading and writing for primary school. 

Standards and milestones for listening and speaking were later drafted to serve 

as the basis for designing the English as a Second Language lessons in Let’s 

Read and Write and finalized by GES in 2008.  

  

Reading Standard One  

A reader uses knowledge, skills, and techniques (e.g. skimming, scanning) to 

read.  

  

Reading Standard Two  

A reader uses knowledge, skills, and techniques of reading to understand, 

interpret, and appreciate a variety of literary texts.  

Reading Standard Three  

A reader uses knowledge, skills, and techniques of reading to understand, 

interpret, and appreciate a variety of informational texts (e.g. newspapers, 

magazines, etc.).  

 Writing Standard One  

Proficient writers use the general skills and strategies of the writing process to 

communicate meaningfully.  
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Writing Standard Two  

Proficient writers use knowledge, skills, and techniques to write literary forms 

(stories, poetry, drama, etc.).  

 

Writing Standard Three  

Proficient writers use knowledge, skills, and techniques for informational (non-

fiction, academic, research, biography, newspapers, etc.) writing.  

  

Writing Standard Four  

Proficient writers use grammatical and mechanical conventions in written 

composition (e.g. punctuation, capitalization, etc.).  

  

Writing Standard Five  

Proficient writers use writing skills for research purposes.  

  

Listening and Speaking Standard One  

Listeners and speakers use knowledge of language and the world, together with 

communicative skills, to participate in everyday talk (e.g. using language to 

communicate in context and dealing with communicative difficulties).  

  

Listening and Speaking Standard Two  

Listeners and speakers use knowledge of language and the world, together with 

communicative skills, to participate in school talk (e.g. recognizing and talking 
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about main ideas from a story; discussing facts and details from informational 

resources).  

  

Listening and Speaking Standard Three  

Listeners and speakers understand and use vocabulary and grammar to express 

different meanings. Each of the standards has milestones identified at two grade 

bands: KG1-P1 and P2-P3. and across common skill components. The 

components state specific areas of knowledge and abilities for the standards. 

Often the same components appear across the grade bands because pupils are 

expected to continue developing skills and knowledge in that area. However, in 

some cases a component is added or removed after the first grade band. The 

Listening and Speaking standards reflect goals for learning oral language in 

English and Ghanaian languages by learners whose language is different from 

the school language. Learners whose school language is also their first language 

will reach these standards and milestones earlier than learners whose language 

is different from the school language.  

  

These standards and milestones were based on the GES Literacy Standards and 

Milestones Working Group in 2005. They are based on current research on 

second language listening and speaking.  

The following table lists the milestones, indicating the grade level(s) where each 

is addressed with the Let’s Read and Write curriculum.  

  

Milestones  KG1  KG2  P1  P2  P3.  

  

READING COMPONENTS  

1. Print Concepts: Pupils should:            

  1.1 Know that print and written symbols convey meaning and represent 

spoken language.  

GE  GE  GE      
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  1.2 Know that print is read from left to right and top to bottom, and recognise 

familiar print in the environment (e.g. labels, traffic signs, logos, such as those 

for vehicles and TV stations etc.).  

GE  GE  GE      

  1.3 Know that books have titles, authors, and often illustrators.  G  G  G      

  1.4 Know the proper way to handle books (i.e. hold the book upright; turn 

pages from front to back, one at a time).  

  

GE  GE  GE      

2. Phonological Awareness:  

 2.1 Know about the sounds words have, apart from their meaning for example, know 

about GE GE E  

syllables (e.g. “kitchen” has two syllables); know about rhymes (e.g. “bed” and 

“bread”); recognise similar starting sounds (e.g. “cat” and “king”).  

  

3. Decoding and Word Analysis:  

  3.1 Recognise and produce letters, and differentiate them from numbers and 

shapes.  

GE  GE  GE      

  3.2 Know the letters of the alphabet in order.  G  GE  GE  E  E  

  3.3 Understand the relationship between spellings of words and sounds of speech.  GE  GE  GE  GE  GE  

  3.4 Use this understanding to decode unknown words (e.g. use beginning and 

ending consonants, consonant blends, consonant digraphs, vowel sounds, 

vowel digraphs, and word patterns).  

    GE  GE  GE  

  3.5 Use basic elements of structural analysis (e.g. syllables, basic prefixes, 

suffixes, root words, compound words, spelling patterns, contractions) to decode 

unknown words.  

  

      GE  GE  

4. Vocabulary:  

  4.1 Know some sight words, such as own name.  GE  GE  GE  GE  GE  

  4.2 Understand level-appropriate sight words and vocabulary (e.g. words for 

persons, places, things, actions; high frequency words such as “said,” “was,” and 

“where”).  

GE  GE  GE  GE  GE  

  4.3 Use a variety of context clues to comprehend unknown 

words (e.g. draw on earlier reading, read ahead).  

GE  GE  GE  GE  GE  

  4.4 Use a picture dictionary to determine word meaning.  

  

G  GE  GE  GE  GE  

5. Fluency:  

  5.1 Start developing fluency in reading. Read aloud familiar stories, poems, and 

passages with fluency and expression (e.g. rhythm, tempo, intonation).  

  

    GE  GE  GE  

6. Comprehension:  

  6.1 Use pictures and prior knowledge to aid comprehension and predict story 

events and outcomes.  

G  G  GE  GE  GE  

GE   E   
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  6.2 Know the elements of a story (e.g. characters [main and secondary], plot, 

events, setting).  

G  G  GE  GE  GE  

  6.3 Know the sequence of events (e.g. beginning, middle, and end) in a story.  GE  GE  GE  GE  GE  

  6.4 Respond to stories by relating them to their own experiences.  G  G  GE  GE  GE  

  6.5 Understand the literal meaning of plays, poems, and stories.  GE  GE  GE  GE  GE  

  6.6 Know the difference between fact and fiction, real and make- believe.  G  G  G  GE  GE  

  6.7 Become familiar with characteristics of informational texts and distinguish 

these from narrative texts (e.g. notice headings and subheadings, captions, text 

matched to illustrations, etc.). Use these features to anticipate text content and 

meaning.  

        GE  

  6.8 Connect meaning built from text read orally with illustrations or diagrams in 

text.  

GE  GE  GE      

  6.9 Build understanding of text read orally, and ask and answer questions about it.  GE  GE  GE      

  6.10 Use background knowledge to understand and build new knowledge from text 

(e.g. use experiences with nature when listening to texts about particular animals 

or plants).  

G  G  GE  GE  GE  

  6.11 Use meaning/text clues (e.g. pictures, captions, title, cover, headings, story 

structure, story topic) to aid comprehension by forming mental images and making 

predictions about content (e.g. action, events, characters’ behavior).  

GE  GE  GE  GE  GE  

  6.12 Use self-correction strategies (e.g. search for cues, identify mistakes, reread, 

ask for help).  
      GE  GE  

  6.13 Read short passages and answer questions.      GE  GE  GE  

  6.14 Understand main characters in stories: basic characteristics, motivations, and 

problems they run into.  
    GE  GE  GE  

  6.15 Understand the concept of themes (e.g. honesty, friendship etc.) and main 

events in a story.  
      GE  E  

  6.16 Respond to stories with opinions, value judgments, inferences, and links to 

his/her own experiences.  
  GE  GE  GE  E  

  6.17 Understand and appreciate a variety of familiar literary forms and genres such 

as fairy tales, folktales, fiction, nonfiction, legends, fables, myths, poems, and so 

forth.  

  GE  GE  GE  GE  

  6.18 Read a variety of informational/expository texts with different purposes (e.g. 

read to follow directions); read to be informed (e.g. signs, warning labels); read to 

expand understanding (e.g.  

    GE    E  

 

 captions); read to gain knowledge from informational books, such as science and 

environmental studies books.  
     

  6.19 Understand the main idea and supporting details of simple expository text 

(e.g. making a kite).  
    GE  GE  GE  



 

177 

 

  6.20 Use reading strategies such as summarization, questioning, and graphic 

organizers before, during, and after reading to construct and revise meaning made 

from text.  

    GE  GE  GE  

  6.21 Relate new information to prior knowledge and experience.  

  

GE  GE  GE  GE  E  

  

WRITING COMPONENTS  

     

7. Writing Concepts:       

  7.1 Know that oral stories can be conveyed in written form.  GE  GE  GE  GE  GE  

  7.2 Know that pictures, letters, and words communicate meaning.  GE  GE  GE      

  7.3 Use pictures, symbols, letters, and words to communicate.  GE  GE  GE  GE  GE  

  7.4 Dictate stories, poems, and personal narratives.  G  G  GE  GE  GE  

  7.5 Uses knowledge of letters to write or copy familiar words, such as own name.  G  GE  GE  GE  GE  

  7.6 Use writing tools and materials (e.g. pencils, crayons, chalk, markers, rubber, 

cocoyam, cassava, yam, or potato stamps; computers; paper; cardboard; 

chalkboard).  

GE  GE  GE  GE  GE  

  7.7 Space out letters in words and words in sentences.  

  

G  GE  GE  GE  GE  

8. Preparing to Write:       

  8.1 Discuss ideas with peers and draw pictures to generate ideas.  G  GE  GE  GE  GE  

  8.2 Write key ideas and questions and revise.        GE  GE  

  8.3 Identify the purpose for writing (e.g. writing a card) and the intended audience 

(e.g.  

grandmother).  

  

      GE  GE  

9. Drafting and Revising:       

  9.1 Write, reread, rearrange words, sentences, and paragraphs to improve and 

clarify meaning.  
      GE  GE  

  9.2 Vary sentence types, add descriptive words and details, and delete extraneous 

information.  
      GE  GE  

  9.3 Incorporate suggestions from peers and teachers; sharpen the focus of 

sentences.  
      GE  GE  

  9.4 Use strategies to organise written work (e.g. include a beginning, middle, and 

ending).  

  

      GE  GE  
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10. Editing:       

  10.1 Edit for grammar, punctuation, capitalisation, and spelling at a 

developmentally appropriate level.  
      GE  GE  

  10.2 Incorporate drawings that enhance the meaning of written pieces, if relevant.        GE  GE  

  10.3 Evaluate own and others writing (e.g. ask questions and make comments 

about writing, help classmates apply grammatical and mechanical conventions).  
      GE  GE  

  10.4 Proofread using a dictionary and other resources.  

  

          

11. Publishing:       

  11.1 Finish writing products and share them with an audience (e.g. read written 

piece to teacher, parents, classmates, etc.).  

  

      GE  GE  

12. Using Descriptive Language:       

  12.1 Use descriptive words to convey basic ideas (e.g. I have a blue ball).  GE  GE  GE  GE  GE  

  12.2 Write short descriptions of people, objects, places, and animals.  

  

      GE  GE  

13. Writing Various Forms:       

  13.1 Use declarative and interrogative forms to make meaningful sentences.  G  GE  GE  GE  GE  

  13.2 Use a variety of sentence structures in writing.        GE  GE  

  13.3 Write simple rhymes, poems, and stories.  

  

      GE  GE  

14. Kinds of Informational Writing:       

  14.1 Create simple lists and charts (e.g. fruits, vegetables).      GE  GE  GE  

  14.2 Write names (labels) of familiar objects, people, and activities.      GE  GE  GE  

  14.3 Write simple directions (e.g. how to make and fly a kite, prepare certain foods, 

direct another person to places outside of the classroom).  
      GE  GE  

  14.4 Record events (e.g. keep a diary).        GE  GE  

  14.5 Write simple autobiographies and biographies.        GE  GE  

  14.6 Write descriptions of familiar topics (e.g. animals, trees, food, community, 

etc.).  
      GE  GE  

  14.7 Create tables.        GE  GE  

  14.8 Write friendly/informal letters (e.g. include the date, address, greeting, body, 

closing, and first name); address envelopes.  
      GE  GE  
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15. Grammar:       

  15.1 Apply basic rules of grammar (e.g. subject/verb agreement).      GE  GE  GE  

  15.2 Write complete sentences.      GE  GE  GE  

  15.3 Correctly use various parts of speech:  

• Nouns: (e.g. names for familiar objects).  

• Verbs: (e.g. verbs for a variety of situations, action words).  

• Adjectives: (i.e. descriptive words).  

• Adverbs: (i.e. words that answer how, when, where, and why questions).  

      GE  GE  

 

  15.4 Pay attention to subject/verb agreement.  

  

      GE  GE  

16. Spelling:      

  16.1 Use phonic knowledge to spell simple words.    GE  GE  GE  GE  

  16.2 Use conventions of spelling in written compositions, including correct spelling of 

high frequency words, commonly mispelt words, and other words appropriate for the 

grade level.  

      GE  GE  

  16.3 Use letter/sound relationships in spelling.    GE  GE  GE  GE  

  16.4 Spell consonant blend patterns correctly.        GE  GE  

  16.5 Use a dictionary.  

  

      GE  GE  

17. Capitalisation:       

  17.1 Follow appropriate mechanical conventions (e.g. use of lower and upper case 

letters).  
    GE  GE  GE  

  17.2 Use the conventions of capitalisation (e.g. first and last names, first word in a 

sentence).  

  

    GE  GE  GE  

18. Punctuation:      

  18.1 Use appropriate punctuation (e.g. a period at the end of the sentence).      GE  GE  GE  

  18.2 Use appropriate punctuation, including,  

• Full stop after declarative sentences.  

• Question marks after interrogative sentences.  

• Commas in a series of words.  

  

    GE  GE  GE  
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19. Conventions of Print:      

  19.1 Write from left to right, top to bottom.  G  GE  GE      

  19.2 Write clearly and legibly.  

  

  GE  GE  GE  GE  

20. Uses of Research Materials:      

  20.1 Explore and investigate the local environment and make a list or label objects in 

that environment.  
    GE  GE  GE  

  20.2 Use a variety of sources to gather information (e.g. books, televisions programs, 

pictures, charts, observation, interviews, and resource people).  

  

      GE  GE  

  21. Planning for Research:            

  21.1 Write questions about topics of personal interests (e.g. health, parts of the body, 

food, animals).  

  

      GE  GE  

  22. Presenting Research:            

  22.1 Draw objects observed and label the drawings  G  GE  GE  GE  GE  

  22.2 Record information from sources and write a short description of it.  

  

    G  GE  GE  

  

LISTENING AND SPEAKING COMPONENTS  

    

23. Sound Production and Discrimination:  Children should:      

  23.1 Begin to produce and discriminate distinctive sounds.  GE  GE  GE      

  23.2 Begin to understand speech containing pauses, errors, and speakers’ self-

correcting.  

GE  GE  GE      

  23.3 Produce and discriminate a wider range of distinctive sounds of the school 

languages.  
    GE  GE  GE  

  23.4 Understand a wider range of speech containing pauses, errors, and speakers’ 

self-correcting.  

  

      GE  GE  

24. Vocabulary:      

  24.1 Recognize and use meaningful chunks of language of different lengths (e.g. 

“May I have  ”; “I want to    ”)  

 G  GE  GE  GE    

  24.2 Recognize and use frequently occurring content words (e.g. “father,” “eat,” 

food”).  

G  GE  GE  GE    
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  24.3 Recognize and use simple instructional language (e.g. “match,” “copy,” 

“slowly”).  

G  GE  GE      

  24.4 Recognize and use words related to core topics and activities from the 

curriculum (e.g.  

weather—“cloud,” “wet,” “rains”).  

G  GE  GE  GE    

  24.5 Understand and use many of the most frequently occurring words and chunks 

in the language(s) (including both content words [nouns, verbs, adjectives, and 

adverbs] and function words [prepositions, articles]).  

G  GE  GE  GE  GE  

  24.6 Recognize and use an increased number and range of meaningful chunks of 

language of different lengths (e.g. “I don’t know if    ”; “I think that    ,” “I’ve got to    ”).  
      GE  GE  

  24.7 Recognize and use an increased number of content words.        GE  GE  

  24.8 Recognize and use borrowed words in appropriate ways (e.g. Ghanaian 

Languages ‘bus,’  

‘cup,’ ‘blue,’ ‘kick’)  

      GE  GE  

  24.9 Know and use general school language (e.g. “ring the bell,” “assembly,” 

“describe,” “list”).  

G  GE  GE  GE  GE  

  24.10 Know and use a wider variety of words and phrases relating to different 

lessons (e.g.  

names of towns and villages nearby, “in the library”).  

    GE  GE  GE  

  24.11 Understands an increasing range of words and chunks and how to use them to 

express different kinds of meaning.  

  

    GE  GE  GE  

25. Comprehension and Communication:      

  25.1 Participate in communication in simple and often ungrammatical language  GE  GE  GE  GE  GE  

  25.2 Use background knowledge to understand and convey meaning.  G  GE  GE  GE  GE  

  25.3 Initiate talking and respond to talking during conversation.  G  GE  GE  GE  GE  

  25.4 Use private speech as a learning strategy.  GE  GE  GE  GE  GE  

  25.5 Understand and express a number of basic communicative meanings (e.g. 

greetings; expressing likes and dislikes; responding to and giving commands and 

requests, and asking and answering questions).  

G  GE  GE  GE  GE  

  25.6 Recognize and use appropriate facial expression, gestures, and body 

movements that convey meaning.  

G  GE  GE  GE  GE  

  25.7 Recognize and use stress, rhythm, and intonation that convey meaning.  G  GE  GE  GE  GE  

  25.8 Recognize and use basic word order patterns that convey meaning.  G  GE  GE  GE  GE  

  25.9Address communicative problems by clarifying or seeking clarification (e.g. 

through repetitions and asking questions).  

G  GE  GE  GE  GE  

  25.10 Understand and reproduce a simple text that has been memorized (e.g. sings 

songs, recites rhymes).  

GE  GE  GE      
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  25.11 Recognize and relate the sequence of events (e.g. beginning, middle and end) 

in stories and dramas.  

G  GE  GE  GE  GE  

  25.12 Recognize and discuss elements of a story (e.g. characters, setting, and 

moral).  

G  G  GE  GE  GE  

  25.13 Recognize and discuss the difference between real and make- believe in a 

story, rhyme, or song.  

G  GE  GE  GE  GE  

  25.14 Use background knowledge to understand and build new knowledge (e.g. use 

experiences when listening to texts about particular animals or plants).  

G  GE  GE  GE  GE  

  25.15 Listens to and produces descriptions of pictures and objects (e.g. animals, 

vehicles).  

G  GE  GE      

  25.16 Share facts and solve problems with a partner, a small group, or the teacher.  G  GE  GE  GE  GE  

  25.17 Participate in communication using more varied and more accurate language.      GE  GE  GE  

  25.18 Use an increased body of background knowledge to understand and 

communicate.  
    GE  GE  GE  

  25.19 Recognize and use a variety of word order patterns meaningfully.        GE  GE  

  25.20 Expresses a greater variety of communicative meanings (e.g. apologizing, 

agreeing and disagreeing).  
      GE  GE  

  25.21 Address an increased range of communicative problems by clarifying or 

seeking clarification (e.g. through rewordings and repetitions) in everyday talk.  
      GE  GE  

  25.22 Talk about events that occurred at a different time and place.        GE  GE  

  25.23 Recognize and discuss the motivation of the main characters in stories (e.g. 

identifies cause and effect).  
      GE  GE  

  25.24 Recognize and discuss the central problem in a story and how it is solved.        GE  GE  

  25.25 Recognize and discuss the themes (e.g. friendship) in a story.      GE  GE  GE  

  25.26 Listen to and discuss different types of oral literature (e.g. folktales, rites [such 

as outdooring], poems, and dramas).  
      GE  GE  

  25.27 Participate in dramas, recitations, and chorus readings.        GE  GE  

  25.28 Listen to and give directions (e.g. how to get from one   place to another).        GE  GE  

  25.29 Listen to and produce descriptions of processes (e.g. making a toy car).        GE  GE  

  25.30 Listen to and give instructions (e.g. how to make banku)          GE  

  25.31 Listen to and give a report (e.g. of an accident, such as falling down or cutting 

a finger).  
      GE  GE  

  25.32 Answer questions by listening for specific information.    GE  GE  GE  GE  

  25.33 Address an increased range of communicative problems by clarifying or 

seeking clarification (e.g. through rewordings) in school talk.  
      GE  GE  

  25.34 Listen to and tell the story of someone’s life (e.g. describing people they know 

and like)  
      GE  GE  
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  25.35 Narrate events from personal experience        GE  GE  

  25.36 Take risks to experiment with language (i.e. does not fear or feel shy to make 

mistakes).  
      GE  GE  

  25.37 Work collaboratively and independently to plan communicative events (e.g. a 

class talk or a simple interview).  

  

      GE  GE  

26. Grammar:  

  26.1 Understand and use basic word order to express meaning in everyday 

language.  

G  GE  GE  GE  GE  

  26.2 Use a number of grammatical structures but often ungrammatically (e.g. 

different verb forms).  

G  GE  GE      

  26.3 Understand and use different word orders in order to distinguish meanings (e.g. 

statements versus questions).  
      GE  GE  

  26.4 Begin to use a range of grammatical structures accurately to express meaning.        GE  GE  

  26.5 Develop an awareness of what is grammatical and ungrammatical in language 

use.  
      GE  GE  

  

  

  

 

 

 

 

 

 

 

 

 

 

 



 

184 

 

APPENDIX B2: TEACHER’S CLASS NOTES (LANGUAGE AND LITERACY LESSO
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APPENDIX C: CORRESPONDANCE 

APPENDIX C1: 

LETTER OF INTRODUCTION 
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APPENDIX C2:  LETTER OF CONSENT FOR PARENTS/ GUARDIANS 

 



 

187 

 

 

 



 

188 

 

 



 

189 

 

 



 

190 

 

  



 

191 

 

 


