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Abst ract

The search for a workabl e | anguage nediumpolicy for N gerian primary
education (PE) has for a long time confined itself to a choice of one
or other of 3 policy types. These are: the late English medi umpolicy
(LEM by which the nediumof instruction is a N gerian Language (N.)
in the first half of PE, and English in the second half; the early
Engli sh medium policy (EEM by which the medi um | anguage is English
for the entire primary course; and the postponed English medi um
policy (PEM by which the mediumof instruction is NL for the entire
primary course, and English nmediumis delayed till the beginning of
secondary education

But none of these policies has been effective in the hands of teachers.
There has thus devel oped a mismatch between policy decisions at the
Political/Formul ation Level and those at the O assroom | nplenentation
Level. As a contribution to the on-going search, the present study
proposes a 4th | anguage medi umpolicy in which LEM EEM and PEMdo

not stand as alternative policies but merely as features of an inte-
grated policy. The main differences between the existing policy types
and the one proposed relate to their different approaches to medi um
transition (M), The existing policies seek to effect M abruptly at
fixed points in the PE continuum and simltaneously on the entire
primary curriculum The proposed policy, on the other hand, is planned
such that MI is effected gradually over a period of tine and sel ectively
on individual subject conponents of the PE curriculumat different tines
during the PE course. In this respect the proposed policy breaks the
barriers between the existing policies and renders redundant the dist-
inctions inplied by the ternrs LEM EEM and PEMwhen used to chara-
cterize policies since it has the capacity/flexibility by which M is
effected relatively early with some subjects, like EEM relatively late
with sone subjects, as urged by PEM and at different points between the
begi nni ng and end of PE, including half-way through, nuch like LEM

The advantage of the proposed integrated policy approach to M is that
the burden of |anguage nedi umfunctions is well distributed anong the
| anguages involved in the PE process, and for English the nedi um
burden is spread over the entire prinary span such that it is easy for
both teacher and |earners to bear.
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1. INTRODUCTION

1,1 THE MEDIUM TRANSITION PROBLEM
This Study investigates the medium transition problem that is
often a confounding feature of bilingual instructional programmes,
egpecially of the transitional type. By medium transition is meant the
process of making a home - school langnage awitch for instructional
purpceses. In Nigeria this process officially begins and ends at the
primary education stage. The medium transition (MT) problem is that
the procesas is not in reality completed by the end of primary education.
. There is thus a mismatch between the formulation of a medium policy and
its implementation. |
Although its root 1s within primary education (PE), the problem has
spread beyond the PE Level. Its effect can be clearly felt even at the
tertiary education level, The problem has variocusly been attributed to
. tactors sqch as poor quality of teachers, of teaching, of instructional
materiala; the reduction of the duration of PE from eight to six yearal,
switching too early to Englishz, and switching too late to Englisha.
There have also been persistent calls for a thorough study of the
problem with a view to tracing its causes and suggesting solutions to it.4
The present Study is a contribution to the search for a solution
of the MT problem. 1t investigates the effect of the present medium
poligies on the choice and use by primary school teachers of language _

for content-subject instruction. 1t also suggests a new approach to MT

1 See Tiffen, B.W. (1970:1-6); The Ford Foundation {1568)
2
Afcolayan (1969, 1976)
3
Gwarzo (1968), Jones (1969)
4

¢t The Ford Foundation (1966) and Rogers (1968).



which is judged capable of reducing the problem,

1.2 Profiles by which to investigate the MT problem

As the Study aim implies an evaluation of the existing policies
in terms of their implementation at the Classroom Level, it was found
necessary to establish norms against which to measure each medium
policy and the instructional features that characterize it. It was
also found necessary to define the hierarchy of relationships that
should obtain and be traceable within each policy. Two sets of profiles
characterizing the required aspects of medium policies were drawn up

for these purposes. The first profile (Table 1.1 below) enabled us to

(a) arrive at a typology of medium policies in Nigeria, and
(b) identify the various levels at which medium policy decisions
are taken.
The second set of profiles enabled us to assess the appropriateness of
a medium policy and its instructional programme (IP), It sets out the
conditions under which a policy and its IP are likely to respond to
effective classroom implementation. We shall now look at each of these

profiles in more detail.

1.2.1 A Typology of medium policies

The following three types of medium policies are currently adopted

in different parts of Nigeria:

{(a) The Late English Medium policy (LEM), by which the medium of
instruction is the mother tongue of the pupils or a language
of immediate community (henceforth Nigerian Language, or NL
for short) in the first half of PE, and English in the

second half:
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(b) the Early English Medium (EEM) policy, by which the medium
of instruction ia English all through PE; and

{c) the Postponed English Medium (PEM} policy, by which the
medium of instruction ig Nigerian Language from the beginning
to the end of PE, and the uge of English as a medium language
is delayed until the beginning of post-primary education,
In each case the language (that is, between NL and English)

that is not the medium of instruction is taught as a subject.

1.2.2 Medium Policy Decision Levels

The following five levels were identified.
level 1, Policy Formulation, where policy decislions of a very broad
nature are taken. At this level decisions relate in general to a
selection of a policy {(policy options among which decisions alternate
are those described in 1.2.1 above) and a specification of terminal

objectivea of ilnstructional programmes in very broad terms*

flevel 2, Poli;::y Elaboration, where the content of the IP implied by the
policy chosen at Level 1 1s specified in relation to both transitional
and terminal language objectives, and in terms of what kind of language
is required, and for what; how much of it at each stage of the PE process;
also what skills are required and the means by which the ends are to be

" achieved in terms of, for instance, time available, equipment, facili-
ties, advice on the type of inastructional materials {(IMz) appropri#té

to what has been specified at this Level, Decisions reached at Level 2
are generally available in documents such as ayllabusges, teachers®
handbooks and instructlicon pamphleta. Hence this Level is quite often

referred to as the Syllabus Design Level:
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lavel 3, Instr;ctional Materiala Preparation, where what has boen
claborated at the Syllabus Lovel (Level 2) is further spelt out and
translated inte instructional (teachable/lcarnable) units for direct
use by both teacher and puplls as apprepriate. The outputs of Level 2
"and those of level 3 are distinguished by the skeletal nature of IMs
produced at level 2 in contrast t§ those produced at Level 3. Level 2
materials are therefore not susceptible of direct presentation to
learners, and are not so intended. Level 3 materials, on the other
'hand, are generally designed for direct or modified presentation as

classroom lessons-*

Level 4, Classrcom Implementation, where there is direct execution of
- a pelicy as ;ormulated at lLevel 1, as elaborated in syllabuses and
other documents at Level 2, and as translated into teachable instrue-
tional units at Level 3. There are two sets of exponenta operating at
this Level. These are teachers and pupils., Teachers are exponents or

instrunents of pelicy implementation, and pupils of policy evaluation-

Level 5, Policy Evaluation, where the success of a policy and its IP
18 evaluated in terms of the relationship between predicted cutcomes
and their realization., |

The typelogy of medium policies as well as the decision levels

desceribed above are represented in Table 1.1 .

1.2.3 Approaches to Medium Transition

Medium transition can be approached in a number of ways. Each
approach is characterised by features which show how MT is to be
effected with regard to subject selection, the duration within which MT

is bepun and completed with regard to each subject and the stages MT



DECISION LEVELS

TYPE OF POLICY

LEVEL NATURE/TYPE of DECISION LEM EEM PEM
) policy formulation
2 policy elaboration
@Gyllabus)
3 policy translation
(methodology/IM design)
4 eclassroom implemenfation
(teacher/pupils)
5 policy evaluation
Table 1.1 Profile of medium policy types and policy decision

levels.
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undergoes in this duration.5 In general, approaches to MT vary along
two main dimensions. These are curriculum coverage and transition
duration. Along the curriculum coverage dimensicn, MT can be effected
in all content-subjects on the time table simultanecusly. It can also
be effected in content-gubjects individually at different times and
stages of primary education.

Along the duration dimension, MT can be effected abruptly. It
can also be effected gradually. If the latter, three stages in the
gradual transition continuum are identifiable. These are preparatory,
minimum transition and full transition stages. If effected abruptly,
MT is not realized at the first two stages but at the full transition
stage.

In all, four different approaches can bhe derived from the two
dimensions described above. These are labelled as i) selective and
abrupt, ii) selective and gradual, iii) simultaneous and abrupt, and
iv) simultaneous and gradual. The approaches and the MT features they

select are set out below.

It is therefore an oversimplification to say no more than to recommend
as Adetugbo (1969:64) does:

"That the definite time of changeocver from Ll to L2 be fixed and
that a distinction be made between when English is a school subject
and when it becomes a medium of instruction.”

To fix a time as recommended by Adetugbo, one would need to know whether
the changeover is to affect all subjects at once or different subjects
at different times; for, if the latter, there are bound to be different
times, not one, to be fixed. Furthermore, one would also need to find
out, before fixing or revising the fixing of the changeover time, the
duration of the transition, when the process is begun and completed.

In other words, whether the process of transition is going to be an
abrupt one or a gradual one. For, if the latter, any time fixed has to
relate to a period, rather than a point, of time; or if to a point of
time, then this should be with reference to the different stages in the
transition continuum.



Type of approach by which MT is effected:
{i) Selective and abrupt a) subject by subject,
b) at different times during PE,
¢) abruptly
(i.e, with regard to transition
stages).
(11) Selective and gradual a) subject by subject,
b) at different times during PE,
¢) gradually; the following
stages are involved in the
"gradual" process: - .
1. preparatory,
2. minimum transitiocn, and
3. full transition,
(iii) Simultanecus and abrupt a) in all content-subjects
aimultaneously,
b) at one and the same time during
PE,
c) abruptly (realized at the full

(iv) Simultaneous and gradual a)

k)

transition stage).

in all content-subjects gsimul-
tanecusly,

at one and the game time during
PE,

graduglly, and covering the
three transition stages of
preparation, minimum transition,

and full transition,.

The four approacheg and the features they select as described above are

represented in Table 1.2 (below),



Medium Transition Features
| it
Curriculum Transition duration | Trangition
Coverage i Stages
MY :
subject all prep= | .
minj -
Approaches by  |subject| gradual | abrupt | arat- | full
subject |toget~ ory
her
1. Selective . _ _ + -
and abrupt
2. Selective + _ + ¥ + +
and gradual
3. Simulitaneous .
- - + - - +
and abrupt
4, Similtaneous
- + + - + + +
and gradual
Notations used: + presence of feature

- abaence of feature

Table 1,2 Showing four typesa of approach to MT with a specification

of thelreatures gelectable by each approach.

l.2.4 Oral and Written Modes

Each of the four MI' approaches can be further distinguished along
the dimension of mode, of which oral and written are the only features
of importance to medium transition, An early transition, by whatever
approach, can begin with the oral mode and can later be extended to the
written mode. It can also be the other way round. When simultaneocus
and abrupt approach is selected for a situation in which it is inap-~
propriate, for example in the Nigerian rural areas, the only evidence
of MT having been officially e¢ffected ig reading materials and pupila'
writing books in which work done productively or receptively is in
English, Most of what is read or written in English may not be under-

atood by pupils, But since writing ls a visible and verifiable record
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of work, teacheré have to inaist on.all writing being in English in
order to escape the wrath of school inspectors, However, in oral work
teachers exercise their judgment and communicate with pupils in a
language and at a level commensurate with their levels of attainment.
Thus, the dominant use of language alternation in teacher-talk
reported in Part Two of the present study could not be traced in the
wrltten mode.6 On the other hand, the selective and gradual appééach
will tend to begin with the oral mode and later employ a combination

ol both modes.

1.2.5 Conatraints on a choice of approach to medium transition

The choice of an approach to MT should be determined by the target
language use situation that obtaing from the point of view of the
learners involved in the transition. For this purpose, the target
language {that is, English in Nigeria) situations are claasifiahle in
terms of prior or concurrent exposure of learners to the TL in two
main domeins: at home and in the class 1in peer grbup interaction.
These two domains are the most relevant and cruciasl to a decigion on
the choice of an MT approach. The class usge domain7 can be defined as
the uze of English, in one variety or another, by about a third of the
pupils in the MT clasa. For the purpose being considered, the use of
English by the teacher is by itself alone not effective as a basis for

a choice of approach and is therefore non-criterial.

Ure (1974} reports no trace of mixed speech in Ghana teachers®
written language use. This induced her to generalise that "Mixed langu-
age in West Africa exists almost exclusively in spoken form ..." The
present study tendsa to support this generalisation,

Masemann (1978:305-6) refers to this as "the climate of language use
in a school" - and says this "is reflected in the patterns of informal
lanpguage use observed in the playgrounds, in the hallways, and in the
conversational groups in classrooms.” :
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There are four Fnglish use situation features derivable from the
two domains of home and classroom. The four situation features
indiecate that English is used
A: at home but not in the class;
B: in the class but not at home;
C: both at home and in the class, and

D: neither at home nor in the class in peer group interaction.

The four English use situation features are represented in Table 1.3

below.

Use situation Use of English
feature at home e otaes

A + ;

B - +

c . .

b - -

Table 1.3: &English use situation types based on the functiong
of Engligsh in the domaing of home and c¢lass in peer

group interaction,

1.2.6 Engligh Use Situations and Medium Transition

The use situation feature D is the type that obtains in the
Nigerian non-urban areas which account for over 83% of the country's
adult as well as school age population., Use situations A and B are

features of large urban centrea like Lagos and some of the state capitals,
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although it should be said that even in these places the dominant features
are not A and B, but D.8 Situation C exists in the exclusive

elite enclaves or reservation areas of the country's administrative
capitals and university settlement villages,

In all, English use situations A, B, and C affect only about 15%
of the primary school population of the country. As can be inferred
from Table 1,4, simultaneous and abrupt approach to MT in the context
of the use situation D, that is, when English is used neither at home
nor in the class among the pupils themselves, is inappropriate and
seems likely to be ineffective. The most effective MT approach, given
the use situation D, is the selective and gradual one.g On the other
hand, as can also be seen in Table 1.4, adopting the selective and
gradual approach in the use situation C, that is, one in which English

is used both at home and in the class, is equally a waste of pupils'

8

This is due to the pattern of urban settlement and non-indigenous
population expansion. The new settlement areas within an urban
district tend to be inhabited largely by settlers from other language
speaking parts of the country, a situation which encourages the use of
English in one variety or another for social interaction and business
transaction. This use situation also extends to schools located in
such urban settlement areas, but not to those in the areas inhabited
by the indigenocus population. Thus, if English use situations A and B
are urban features, they are to be associated with the non-indigenous
population settlement areas of such urban areas.

9

Boadi (1976) observes, with the Ghana primary system, that medium
transition has been approached in the wrong dimension. He suggests that
in the rural areas a delayed or even postponed transition should be
adopted. But Boadi sees MT as capable of being approached simultaneously
and abruptly, an approach as inappropriate, given the use situation

described by Boadi, as a wholesale early transition, which he advises
against.
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time and is as ineffective for MT as the simultaneous and abrupt one

is to the use situation D,

Since situation D is the most relevant to

the present study, given its overwhelming importance and crucial

position in the Nigerian educational context, suggestions on how to

reduce MT problems are in relation to the English use situation D,

English Use Situation
MT A B C D
Approach at home but| in the class | at home and neither at
not in the but not home | in the class | home nor in
class the class
1. Selective and + ? ? -
abrupt % '
2. Selective and - - = &
gradual
3. Simultaneous ?
and abrupt ? + o
4. Simultaneous ? + ? -
and gradual
Key: M T approach in this English use situation is
+ appropriate
- inappropriate
? minimally appropriate
Table 1.4: showing the relationships between English use situations

and medium transition approaches.
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1.2.7 Summary of the Information obtainable from the Profileg

When used to evaluate medium policies, the above profiles draw
atténtion to relevant issues, such as
{a) the features that characterize each policy and the ways
policles differ from one ancther,
(b) how the variouas policy decision levels are related to one
another, and
{(c) the criteria by which a policy and the IP realizing it are

Judged appropriate and potentially effective.

This iﬁférmation is necessary (but by no.means all that is required)

for an inveatigation of medium transition problems. Keith Morrow (1977)
takes a similar approach when he uses the parameters of aim, syllabus
and method to assess approaches to language teaching/learning, Morrow's
parameters correspond to our first three decision levels of policy

formulation, gyllabus and instructional wmaterials.

1.3, General Proccdure

The inveatigation of the MT problem was approached in three parts

as follows.

1.3.1 Part One

In Fart One, each of the three existing medium policies (LEM, EEM,
and PEM)} was studied in order to assess its appropriateness for the
Nigerian situation. A medium peolicy was to be judged as appropriate if
its selection was informed by the principles summarised in Tables 1.2,
1.3 and 1.4 above. In practice, appropriateness was to he determined
by the degree of correspondence between the formulation of a policy and
its implementation. A high degree of mismatch was to be taken as

evidence of the inappropriateness of a policy and/or its instructional
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programme. Such a mismatch would also indicate the existence of an MT
problem. It would then be necessary to find out the nature and extent
of the contribution of decisions at each of the medium policy decision
lavels {(Table l.1) toc the existence of the problem. For the present
atudy Level 5 evaluation decisions were found not crucial and were not
probed. For the Level 1 deciasions, the data examined were mainly
government releases, white papers, and educational agency reports and
broadsheets. Three state education commissioners and ten states' chief
ingpectors of cducation granted interviews, all of which were very use~
ful in explaining the relationships between Level 1 decisions and those
at other levels. Level 1 decisions regarding LEM and EEM policies were
found to be terse, broad and sometimes rather vague, but on the whole
¢lear enough for the diatinctions between the two policies to be per-
¢elved (Chapter 3).

For the Level 2 decisions, the data used were syllabuses at.both
state and federal government levels. Similar syllabuses and handbooks
were obtained from University of Ife Institute of Education on the PEN
bilingual instructional programme. On the whole, declsions at Level 2
were found to have blurred the distinctions between all of the existing
policies (Chapter 3). For example, none of the syllabuses examined
distinguished the medium functions of English from its “subject"
function, Aa a choice among the present pelicies rests mainly on the
medium versus '"subject" role of English and of Nigerian Language, a
none-distinction aof these two roles at the Syllabua Lavel was taken as
evidence of vaguenesa in policy elaboratiocn and a source of the MT
probleun.

The data ugsed to assess the contribution of the level 3 decisions

to the MT problem were, in the main, published English course-books and
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support materials (workbooks, story books, readers) as well as un-
published project materials designed by the two Institutes of
BEducation of Ife and Ahmadu Bello Universities for their respective
primary education projects (Chapter 4). TFew of the instructional
materials at Level 3 seemed to have derived their contents from the
levels above them. Similarly, the materials examined at Level 3 did
not show any real distinctiorns between the three peclicies. As the
content and methodalogy of the English language lesscons at the Classroom
Level are derived almest wholly from these materials, a mismatch observed
at level 3 was predicted to have an effect on the use of English and

other languages for content-subject instruction,

1.3.2 Part Two

In Part Two the effect on the teachers' use of language of the
existing medium policies as well as of the mismatch between decisions
at Levels 1, 2 and 3 was probed. While the data néeded to establish
the nature of the control of Level 1, and the extent of the influence
of Levels 2 and 3, on instructional programmes are drawn mainly fromn
written sources, those required for the same purposes with regard to
theILevel 4 exponents (i.e. teachers) cannot be so obtained. They have
to be field-research based, Thig is what was done for the present
study. Three sets of field surveys were conducted in which question-
naires were completed by over 900 primary school teachers in eight
states in Nigeria. Some of the teacher respondents were observed during
teaching scvssions and some of their lessons were recorded. Where
necessary, some of those whogse lessona were observed were further per-
gsonally interviewed by the researcher, The field surveys were con-
ducted in a period spreading over 24 months between 1976 and 1978,
The procedures and the results of thege surveys.are reported in Part

Two (Chapters 5 and 6), The main conclusions and proposal of the
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entire Study are, in the.main, baged uponltﬁe results of these field
surveys.

Teacheré were found to derive their methodology and the content
of what they taught directly from IMs at Level 3 when the English they
taught had only subject (not medium)} functions. With regard to the
medium functions of English, teachers were found to be unguided and to
have in consequence evolved an approach which did not derive from any
of the higher decision levels and which therefore did not expound any
of the three mediunm policiem and their IPs in their (teachera') choice
and use of English and other languages {(NL, Mix, Arabic) for
content-gubject instruction. In other words, the teachers in our
survey samples approached MT in a way for which aupport by any of the
medium policieas of which they are exponents could not be found.
Specifically, it was found that teachers, on the whole, effected medium
transition gradually and selectively (see 1.2.3-1.2.7 above), used
NL/Ll1 and a mixture of NL and English when officially they should use '
English as the medium of instruction. They were also obgserved to some-
times use the mixture of NL and English when they should use NL (8.8
below)._ The use of Language alternation was found to be fairly
gystematic and patterned. Three main alternation types were traced.
The first type, which patterned as language mixing, was in the direction
NL = English and was observed mostly in the speech of teachers using the
NL medium in pre-MT classes. The second type, code switching, and the
third type, block translation, were in the direction English - NL
and were cbserved mainly in the speech of teachers using English as the
medium in pogt-MT classes, |

Finally, teachers were found to effect medium transition

relatively early with some subjects, like Mathematics and Physical

v



17
Education, and relatively late with some, like Religious Knowledge and
Cultural Activities. Cther subjects occupied points in the MT continuum
the two extremes of which were marked as said by Mathematics/Physical
Education and Cultural Activities/Religious Knowledge respectively

(Chapters 6 and 7).

1.3.3 Part Three

Part Three consists of the restatement of the main research find-
ings and conclusions (Chapter 7). One of these is that a simultaneous
and abrupt medium transition is inappropriate in the Nigerian situation
and cannot be effectively implemented not only by teachers but by
courgse~book writers as well. This was found to be a major cause of the
medium transition problem, Finally, in Part Three the Study suggests a
new approach to educational language planning in which the choice of a
medium policy and an IP realising it is informed by the conditions under
which the target language (English) is taught/learnt as specified in
Tables 1,2-1.4 above, Specifically proposed is an integrated medium
policy which cuts across the present LEM, EEM and PEM policies and the
main feature of which is its selective and gradual approach to MT. The
implications of the adoption of a selective and gradual MT for syllabus
and course-book design, for practical classroom teaching/learning and
for the primary school curriculum organization in general are examined

in some detail (Chapter 8),

1.4 The Scope of the Study

The success or failure of a bilingual IP to meet its immediate
and/or terminal objectives is genmerally, sometimes wrongly, blamed on
the language policy of which it is a realisation. Research into the
success of a PE system therefore tends to centre on the way the language

medium has been handled. There are, within this seemingly narrow con-
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fine, wide areas for full scale, systematic research. For instance,
one question that has for long been debated without a conclusion on
the language medium issue is which of the three medium policies is
best for the country's PE. Most of Nigerian state governments have
alternated between LEM and EEM policies at different times depending,
in some cases, on public opinion.

Effectiveness may be seen in terms of the ability of pupils to
use the target language for communication. The conventional way of
measuring effectiveness as defined is in terms of pupils' performances
at an examination which tests the use of the TL. Statistical analyses
will separate and show the scores of pupils taught under the different
medium policies, while inferential statistics will draw conclusions on
the relative effectiveness of each policy. An investigator interested
in this approach is likely to find interesting the results of the
Common Entrance Examination conducted by some state governments or by
the West African Examinations Council on behalf of certain state
governments. However, because these public examinations are not con-
trolled for experimental purposes, an investigator interested in using
pupils' performances as a measure of the effectiveness of an IP will
generally prefer to set up his own instrument which permits him to
observe and measure these performances as required. Nicholas Hawkes
(1973) did precisely this to measure the effects of LEM and EEM on the
attainments of Ghanaian primary school leavers (see 5.3.5 below). What
being measured using such an instrument is the extent to which pre-
dicted outcomes have been matched by the observed outcomes (Rubin,
1971). Such a study as Hawkes' aims at finding out whether learners
have been able to use the TL for the purposes and within the range
specified by the IP. However, for such an investigation to achieve its

aims, the medium policies whose relative effectiveness is being measured

ia
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and compared must not only be distinguishable at the policy Formulation
Level, the distinctions between them should alsc in practice be seen

te hold and be maintained at the T eacher/Classroom Level. To the
extent that thias is not the case, to that extent will any results ob=-
tained from such evaluations be diastorted and non-discriminating.

For this reason, it 13 important to egtablish, first and foremost,
that the relevant policies are in fact distinguished at both Formulation
(Levels 1 and 2) and Implementation {Levels 3 and 4) levels. Research
conducted to ascertain the extent to which distinctions that theoretic-
ally obtain between medium policies at the Formulation Level are |
maintained in practice at the Implementation Level should normally core
before that which seeksy to assess the relative success of such policles,
The present Study limits itself to the former.

It can be seen from what has been said above that of the five
Decision Levels identified in 1.2.2 above, we are concerned in this
work with what happens at the first four levels (marked at the lower
end by the teacher exponent). It is not our aim to compare the relative
effectiveness of each or all of the exieting IPs from the point of view
of learner attainments. As has been argued ecarlier, this is not likely
to yield any useful results because the very distinctions being com=-
pared have not been confirmed to be there. Confirming this is one of
the aims of the present study., Logically, a follow-up to the study
should carry the investigation to Decision Level Five with the research
interest centring on learners and their performances (both cognitive :
and aftfective) as a means of assessing the effectiveness of the medium
policy and its IP to which they have been exposed. This would con-
trast with the present work which used teachers (rather than learnérs)

to evaluate the current policies/IPs.
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1.5 Previous Research

Apart from the language projects reviewed in Chapter 5 below, all
of which were lengitudinal, heavily-~financed, group projects, research
into the area of language medium use in Nigerian primary schools has
not been reported}o There have been heated debates about choosing a
policy best suited to the Nigerian learning situation. But none of
these have been backed by research and empirical data. Furthermore,
the debate is quite often conducted from the premiss which renders it
unproductive: that of assuming that there are no more options to con-
sider besides LEM, EEM, and PEM. The conclusion of the present study
in this regard is that it is possible to approach language planning
in a way in which LEM, EEM, and PEM do not stand as alternative
policies but merely as features of an integrated policy.

The issue of previous research and debate on medium policies is
taken up again in Chapter 2 below when the literature on bilingual 1Ps as
it relates to the MT problem particularly in a second language situation
is reviewed. In(C hapters 3 and 4 the study concentrates on an examina-
tion of pelicies and 1Ps in Nigeria, and evaluates these for their res-
pective approaches to MT., Chapter 3 examines each of the three existing
ELPs at the Policy Formulation Level and also at the Syllabus Design
Level (Levels 1 and 2). Chapter 4 examines them at the Instructional
Material Preparation Level (Level 3). Chapters 5 and 6 contain the report
on the Medium Language Survey conducted at the Teacher/Classroom
Level (Level 4), Chapter 7 discusses the findings of the entire study,
and Chapter 8 suggests sets of guidelines on how to reduce the MT

problem,

10

An exception is Awoniyl (1973) who assessed the role and status of
Yoruba in the formal school system from 1846 to 1971.
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CHAPTER 2

2.0 Bilingual Education Literature Review,

2.1 Aspects of bilingual education of relevance to the present study.

We are concerned in this chapter with a broad review of litera-~
ture on aspects of bilingual education considered ¢f relevance to the
.preaent study. Such aspects include

(a) what type of bilingual programme should be adopted at the

primary education (PE} level and with what social,
educational and other implications;

{h) it a switch of language medium 13 involved in (a), how the

switch should be erffected,and

{c) approaches to the evaluation of bilingual instructional

programmes. |
Literature review in this chapter is broad since with each apecitic.
area of the study appears the literature review in that area in the

section in which it is treated.l

2.2 Definition of terms

Since the following terms are used with different meanings in
language planning literature, they are defined here in the gense in

which they are used in this atudy,

2.2,1 pBilingusligm
"Biliangual"” or "bilingualism" can be defined linguistically or
educationally when used to characterize an instructional programme

(IP). Linguistically, the terms have been used to denote varying

1 .
For inatance, the areas treated in Chapters 3, 5 and 8,
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levels of competence in the languages concerned., 7To Bloomfield
(1933) a bilingual is one who hags 'native-like' ability in both
languages, or, according to Oestreicher (1974), whose performances
in the two lanpuages are not marred by interference bhetween the two
linguistic aystems. Other users of the term accept lower standards
of competence than those set by Bloomfield and Oeistreicher. Haugen
- {1956), for instance, suggests that bllingualism should relate to
minimal rather than maximal competence, In an earlier definition
(Baugen 1983), he had emphasized mly the oral skills (speaking and
listening) which a bilingual needed to possess. The lowest standard
is set by Macnamara (1967), who characterizes a bilingual as one who
_13 minimally proficient in at least one of the oral skille {(speaking
and listening) or of the literate ones (reading and writing) in
his/her second langusge. Swain and Cummins (1979) quote Oagood and
Sebeok (19865), Stern (1973), and Fishman (1968) as defining bi-
lingualism respectively as
(a) "the age at which the second language 1s.lea¥ned {(simaltaneous
| vs gequential); {(early vs late); the contexts in which the two

languagea have been learned {(compound va co-ordinate",
(b) "artificial vs natural™, and

{c) "the domains in which each language ia uaed” (P4),

Apart from those specifying standards of competence, domaiﬁa ot
use, the age wWen ecquired, the context and the means of acquigition
of the languages involved, some definitions are non-committal,
Weinreich (1953:1), for instance, defines bilingualism merely as the
ability to alternatively use two languages.

Our own definition of *bilingualism' in this study agrees with

the msition taken by Paulston (1978: 311), which 1s that
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"the best way to deal with this variation would seem to be to
recognize that Hlingualism is not an all-or-none property,
but is an individual characteristic that may exist to degrees

varying from minimal competence to complete mastery of more
than one language",

'‘Bilingualism' as a term characterizing instructional programmes.
Here, as with definitions in linguistic terms (above), 'bilingualism'
is used to convey different meanings, aims and purposes underlying
instructional programmes of which it is a descriptive term. However,
in gneral, bilingual IPs are defined as involving the use of more
than one medium of instruction. Anything less, according to Titone
(1978: 286),1is not 'true bilingualism', He says:
"Authentic bilingual education implies a certain equation or
balance in the use of both languages. This means that where Ll
is used as a medium of instruction and not only studied as
subject-matter while L2 is atudied as subject-matter only,
there is really no bilingual education. True bilingual educa-~
tion requires the full use of both languages as vehicles of
culture and instruction",
What really vary in these definitions relate to
(a) the amount and extent of use of each of the languages in-
volved for medium purposes:
(b) the arrangements or means by which the languages involved
are made to perform these medium functions; and
(c) the degree of competence aimed at.
Thus the dfinition o 'bilingual' when used to characterize IPs
should be broad enough to accommodate varying amounts of use of the
languages involved in the bilingual IP, different types of IPs and

different strategies by which the aims of such programmes are

achieved as well as varying degrees of competence aimed at. This

* Paulston acknowledges her indebtness to Hornby (1977: 3) for

thia position.
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is the c&finition adopted by the present study, and secma also
the one adopted by Spolsky (1978: 353) when he declares:
“The govals of a bilingual program may be transitionai biliﬁgual-
ism, partial bilingualism (one form of which is monoliterate
bilingualism), or full bilingualism."
The above definition allows contradictory reaults assoclated with bi-
lingualism (see, for instance, Sectiona 2.3 - 2,3.3. below) to be
reconciled, It alsc draws attention to what Swain and Cummins (1979:
4) refer to as "levels of bilingualism =--- and the social and
psychological factors which lie behind the particular 'bilingualism
attained’., One such social factor in the Nigerian educational con-
text is the atatus of and nttitu&e to English as an official language
in society at large aml educationally as a second language. In what
senge do we use the term "12" in ®is study? For an anawer we turn

to the section that follows.

2.2.2 Language situations

There are three language situations that are generally dis-
tinguished in educational language planning literature, These are
the mother-tongue (L1), second language (1L2), and foreign language
(LF), While 11 is quite often assumed to be clearly distinct and un-
ambiguous as a term, both L2 and LF have been variously defined,
Attempts to diatinguish between both have been a pre~occupation of
_!riters and language planners.

The literature on this subject shows a lot of confusion and
sometimes conflicting senses in which 12 and LF are uged. While
some writers, such as Stern (1967) and Rivers and Temperley (1978),
do not distinguish between the two language situations characterized

by the terms L2 and LF in their uses of the terms, and some still
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have argued that such distinctions are 'superficial' (Kaplan, 1972)
and 'subjective' and that therefore "L2" should be used to character-
ize the two language situations (Stern, Forthcoming), others main-
tain that these two language situations need to be distinzuiahad.a

Seshadri and Allen (1979) in their survey identify 5 'criteria'
by which L2 Vs LF have been distinguished by various writers. The
criteria listed m@e

"(1) the political statua of a language in a country and its

functional role in the community,

(ii) the purpose for which a particular language is learned,

(iii) the way a language is learned and the environment in which
it is learned,

(iv) the use to which a language is put, and

(v) the level of achievement in a language" (P. 67).

However, most of the exiating definitions do not seem to fall

neatly into the criteria slots listed above. There are extensive
areas of overlap. It is probably more useful to see each of the
listed criteria as a major emphasis of each definition. Thus
Marckwardt's (1963) definition of an L2 as "a language of instruction
or lingua franca between speakers of widely diverse languages" and
an LF as a language "taught as a school subject or on an adult level
solely for the purpose of giving the student a foreign language
competence which he may use in several ways ---" (P, 27) emphasizes
criteria i, ii, iv and v listed by Seshadri and Allen (above). The

definition by Quirk et al (1972: 3) of an L2 as a language '"necegsary

3 The ample literature here includes Quirk et al (1972); Prater and
Tucker (1975), Strevens (1977), Marckwardt (1963), Christophersen
(1973), Paulston (1974), and Lewis and Massad (1975).
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for certain official, soclal, commercial or educational
activities" and an LF as a language "used by someone for communica-
tion across frontiera, or with people who are not his countrymen:
listening to broadcaats, reading books or newspapers, commerce or
travel ---" emphasizes criteria ii and iv,; that is, purpose and uée
to which a language is put. To them an L2 is used for communication
within a country with functions shared between it and an Li, An LF,
on the other hand, has no such functions. Lewis and Massad (1975
25) emphasize criterion (iii), that is, the way a language is
learned and the physical environment in which the learning takes
~ place in distinguiashing between 12 and LF. An 12, they say, "ias
. ordinarily acquired under the stress cof immediate environmental
requirementa", On the other hand, an LF 13 learned generally in the
~ absence of guch an environmental stimulus, To Walker (1976: 23-24)
and Christophersen (1973: 30) the mcial roles performed by a lan-
guage distinguishes it ag either an L2 or LF. |

The 12 Vs LF distinctions are taken as crucial by pome writers
(Harrison et al, 1975; and Strevens, 1977) as these determine the
content of teaching materials and instructional approachea, The
effect of the L2 Va LF distinction upon teaching and learning, ac-
cording to Strevens (1977: 21), | |

"ias very considerable, in the attitudes of the learners and

teachers towards their task, in the kinds of teaching

techniques that are commonly successful, and in the average

levela of achievement that are expected".

Dissatiasfied with éhe subjectiveness, ambiguity and confusion
in the distinetions between L2 and LF as expressed by various
writers, scme of whom have been considered above, Seahadri and

Allen (1979) conducted an empirical study to test the validity of
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the criteria on which these distinctiona reat, But the ceriterion
of "the level of achievement in a language" was the only variable
measured and by which L2 Vs LF distinction was to be eatablished
(P. 7¢). The study found that
"achievement In language by ltself did not appear to be a depend-

able eriterion for dec¢iding whether English wasa a foreipgn or a
second language',

Seghadri and Allen therefore conclude that

"other criteria such as the status of the language and its

functional role in the community, its economic usefulness,

the context in which it ia learned, and the purpose faor

which it is learned need to be examined to see whether they

help to discriminate between a 'foreign' and a 'aecond’

language " (P. 78).
Seshadrl and Allen go on to suggest that at least four different
languange situationa are at present lumped under the L2 and LPF labels,
and that these four situations need to be clearly distinguished from

one another. The situations are

® (1) learning Engliash in an English-speaking country, e.g.
English~speaking provinces of Canada ,

(11) 1learning English in an English-using country where English
ia the primary official language, e.g. Nigeria, Singapore;

(iii1) 1learning English in an English-using country where English
is a 'secondary language, e.g. Bangladesh, India;

(iv) learning English in a non~-English-using country where
little English is used, e.g. France, Iran." (P. 79).
Seghadri and Allen‘'s sugpested distinctions are likely to at least
partially resolve the ambiguities and confusion in the ume of the
L2-LF labels. However, at the primary education level in Nigeria,
the cruclal language situation distinction is not between L2 and LF

functions of the languages in contact but between Ll and L2 rolea

of these languages. Theae rolea are not easy to categorize and in
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none of the definitions brietly surveyed above are the confusion
and ambiguities of the L1-1L2 labels in the Nigerian aituation cap-
tured and resolved. An example of the sometimea rather confusing
language situation will suffice, In Southern Zaria (Kaduna State,
Nigeria)

(a) Kaje ts a language of the home, but not of the school;

(b) Hausa is not much spoken at home, although it is a
language 'acquired' by the child along with Kaje at the
pre-school age. Hausa 1s used at school as the language

in which initial literacy is developed., IR is also used
for oral medium functions;

(c) English is the medium language from about the middle to the
end of primary education,

In characterizing these three languages in terms of thelr respective
educational and use functiona, which will carry the L1 label and
which the 12 label? In particular, how should Hausa be labelled,
Ll or L2? What about English in this aituation, 13 it L2 or LF?

In the present study, the term "L2" is used to characterize the
role of E}z:g'li.srh..‘|I All Nigerian languages functioning in the same way
as Hausa in the example given ahove are categorized as languages of
wider communication;,in which capacity they perform Ll functions.

Kaje {(in the above example) and all languages that perform similar
functiona as Kaje retain the L1 label, However, since medium transi-
tion opposition is in almoat all cases in Nigeria between either L1
of the Kaje type, or a wider community language of the Hausa type
(fa] and {b] of our example above) and English, but not between the
first two mentiocned, both of these language categories (L1 and Wider

Community Language) are in the present study subsumed under one

4 L2 is defined here in terms o Seshadri and Allen's criteria l-iv (above).
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heading: Nigerian Language (NL). Thus, NL in this study can be
pupila' mother tonguea. It can also mean their wider community
languages of which they are in most cases native or near-native

speakers,

The Kaje example highlights the distinction made in Chapter 3
(3.1.5) below between polyglot and linguistically heterogenecus
statea, Kaduna State, in which Kaje and other minority languages are
apoken in addition to Hauysa, 1ls a polyglot atate,

Iengﬁage planning in Nigeria has therefore to account for the
medium of instruction situationa in which | |

(a) Pupils' immediate L1 is also the school's medium langﬁaée;

(b) pupils' wider commnity language of which they (pupila)

are speakers (in addition to their immediate L1) is the
achool'a wmedium language,

(¢) pupils®' wider commmity language of which they are not

speakers is the school medium language, and

(d) English, to most of the pupils a new language, is the

medium of instruction right from the Eginning ot

primary education.5
The burden of bilingual programmes in Nigeria is how to cater for all
of theae instructional situations., In the sections that follow we
undertake a brief review of literature in relevant areas of bi-
lingual education with a view to relating the Nigerian bilingual
inatructional problems and atrategiesa aimed at their solution to

some o those undertaken elsewhere in the world,

See Brann (1976, 1977B) for a categorization of Nigerian Languages
for educational purposes.
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2.3 Typesa of bilingual programmes

The following typea of instructional programmes (IPs) can be

identified in the bilingual education literature. Studies conducted
to measure the effectiveneas of most of them have also been reported,
Thesze are programmes in which
{a) instruction ias given in L2, which is.new to pupil#; thﬁt is,
one in which there ia home-school language miamatch;
(b) instruction is given first in pupils' Ll, and later in L2;
that ie, transitional instructional programmes:;
{c) instruction is given in both Ll and L2; that is, an equal

6
maintenance type,

2,3.1 The L2 Type

There are variations within the L2 instruction category among
which the following are well-known,

A.i, Immersion Programmes

French immeraion programmes for English-speaking Canadian pupils
and the Irish immersion programmes for English speaking Irish ghildren
geer to be those often contrasted. Lambert¢ and Tucker (1972) dea-.
cribe and evaluate the French lmmersion programme at the St. Lambert
Schocl near Montreal, Canada. Thelr report shows that, on the whole,
the programme has been effective, The experimental subjectas
achieved levela of competence in French, which compared favourably
with those achieved by the different "controls" and which were close
to that of native French-gpeakers (P. 204). The immersion pupils,
they claim, "are doing just as well as the controls, showing no

aymptoas of retardation or negative transfer”,

¢t Downing's clagsification (Downing, 1978: 329-346).
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Barik and Swain J;n a more recent study (1976) of another French
immersion programme at Allenby Public School in Toronto expressed "an
overall impression'" that the school's immersion programme seemed
viable and that the pupils seemed capable of attaining "the academic
and linguistic skills" for which the school was desigmed.

The two immersion programmes mentioned above typify most immersion
programmes in Canada and America. However, critics of the studies
have drawn attention to certain factors or results not revealed or
emphasized ly these studies. Kjolseth (1977: 250) says that the
St, Lambert School was organized by and for socially advantaged
groups, that is, for middle class homea. The pupils therefore have
an SES7 advantage over ordinary pupils attending ordinary schools.
Downing (1978: 336) adds that "the children taking part have not been
representative of the population. They have been well above average
in socioceconomic class." Another point to which attention is drawn
is that the affective disposition of parents whose children attend
the Canadian French immersion programmes has been positive
(Kjolseth (1877: 250; Cummins 1978: 277; Downing 1878: 334). Accord-
ing to Downing,

"The French immersion programme is for children whose parents

volunteer them for it ..,... Thus the affective variable should

be highly positive in this bilingual setting, and may increase
motivation sufficiently to overcome the cognitive confusion

produced by the mismatch between the L1 of past experience and
the 12 of imnstructiomn".

A.ii, Immersion Programmes in Ireland

The Irish Immersion programmes reported by Macnamara (1966) and

SES = Social-economic status.
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and Cummins [1977 (a); 1977(b),1978] contrast with the Canadian ones
with respect to SES and affective variables both of which were
positive with the Canadian immersion programmes but at best neutral
with the Irish ones. Macnamara found that the Irish immersion pro-
gramme had resulted in the immersion groups having been retarded in
arithmetic. On the whole, Macnamara concludes that there had been
a "balance effect" in language learning and that "instruction through
a weaker language leads to retardation in subject matter taught".
Cummins (1977(b); 1978) has challenged Macnamara's interpretations
and conclusions saying that the dependent measures in Macnamara's test
"may not have been sufficiently sensitive to the objectives of the
Irish immersion schools" (1978: 277). However, Cummins admits that
the 'climate' in which Irish Immersion programmes operated when
Macnamara conducted his study in the early 60's has now changed for
the better. He says (1978: 277):
"In fact, when one considers the unfavourable context (in com~
parison to North American immersion programmes) in which Irish
immersion programs operated (e.g. low-prestige, low-utility
language, non-supportive parental attitudes), what is surprising

is that there is so little evidence of negative academic
effects )"

Cummins goes on to express optimism:

... present-day Irish immersion schools, unlike many of their
predecessors, are quite similar to North American immersion
programs and recent studies carried out in these schools show
similar positive results",
The Irish Immersion programmes were imposed by the Irish government
on resentful parents. [t was therefore not by choice, unlike the

Canadian casea considered above, that parents sent their children to

these immersion schoola., 1In the Irish case, therefore, the affect-
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ive disposition, especially scon after independence from Britain
in the early 20's, was negative.

Immersion programmes in the strict gense are not a feature of
primary education language planning in Nigeria. The neareat to them
can be found in apecial elite schools, like University staff schools,
admisaion to which is by parents' choice. It is, however, doubtful
whether the instructional strategy employed by these elite achools
can be labelled as "Immersion" aince English, the medium language
used, ia a honme lahguage (additional to the various Lls) of the
parents and their children who attend such schoels. If "immersion®
characterizes the use of a new language for instruction (also as a
means of teaching the language), then the element of immersion is
not there in the case of the special elite achools becauae English
is not totally new to the children at the primary entry stage.
Perhaps 'submersion' (Swain and Cummina, 1979: 5) is a more appropr-
iate term to describe this instructional situatien, 8Since special
schools are not the concern of the pregent study, immersion programmes
are of no direct relevance to us at this at#ﬁé, although the insights

underlying their organization and operation are valuable.

A.111, Second-language IPs - Subtractive

Thege are bilingual IPs that develop in a language contact in-
volving a "“supericer" language {(invariably the L2) and "inferior"
ones, such ag between the language of colonisers and those of the
colonized people, It is ‘'gubtractive' (Lambert, 1977) because the
adoption of the L2 generally results in the gradual loss, or at
least dimunition of the status of the L1, since the L1 is not likely
to be in any bdsitioh to compete with the L2 (in terms of prestige,

status, opportunities its mastery offers, etec,). This contrasts
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with the lanpuage contact situation in Canada, where the adoption of
English or French L2 is ‘additive' (Lambert: 1977) in the sense that
the Ll rewmains aa strong as ever and competence in the L2 is additional
té. not replacive of, that in L1,

Garcia de Lorenzo (1975) studied one such programme in Northern
Uruguay where Spanish, the official language, was L2 and the medium
of inatruction while Fronterize, the L1, had no function in the prim-
ary education proceaas, She found a serious problem of cognitive re-
tardation, especially in reading, and attributed thia to there being
no L1 link te the L2 aymbols introduced to the pupils. She alaso ob-
served that the Fronterizo-speaking pupils had guilty feelings re-
garding the uae of their Ll. These feelinga, she found, were also
shared by adults and had prevented the introduction of a bilingual
prograame in which both L1 and L2 share instructional functions, She
concluded that the problem would remain until bilingual education
was introduced.

A atudy conducted by Hawkes (1973, 1973, 1976) fo assess the ef-
fectiveness of an English L2 (aubtractive) IP at the primary educa-
tior level in Ghana found that |

"Children from home backgrbunda least favourable to the learning

of English obtained the greatest advantage from attending EHE

type schools compared to their counterparts in EML schoola™

(1976: 63),

Hawkes' findings seem to conflict with Garcia de Lorenzo's, although

it should be admitted that the two settings are totally different

8
ENE = Engliah Medium Early, the term by which are characterized
IPs in which English L2 is the medium language throughout primary
education. EML = English Medium late; that is, IPs involving a
late NT from Ll to L2, See 5.3.5 for a more detailed review of Hawkes,
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from each other. This type of IP (i.e. L2 instruction throughout
primary education) is available in Nigeria and is a major feature

of educational language planning. But there has not been reported

any full-scale study conducted into any aspect of the programme. How-
ever, there has been an unending debate on whether the English L2

type of IP is the best for the Nigerian primary schools, or the other
types (LEM and PEM). The state of the debate is summarized in 2.4

below.

2.3.2 Transitional Instructional Programmes

One of the few reported studies which investigated aspects of
transitional IPs has been mentioned above (A.iii). It is the study
conducted by Hawkesa, which compared the reading performances of
pupils undergoing transitional programmes (EML) with those of pupils
undergoing English L2 programmes (EME) in Ghana. The results show
that pupils undergoing the Engligh L2 (EME) programme performed
slightly better than those undergoing the L1-L2 transitional (EML)
programme, scores being 50.96% and 47.38% respectively (Hawkes, 1976:
62).

In Nigeria, the Ife University Institute of Education conducted
a longitudinal primary educational project using pupils' L1 as the
school medium language for the entire primary schooling. One of the
aims was to demonstrate "that primary education, when given in the
child's mother tongue rather than in a second or foreign education,
is more effective and meaningful" (Afolayan, 1976: 117).g The

final results of its evaluation are still being awaited,

This project is reviewed in detail in 5.3.4 below.
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2.3.23 Equal Maintenance Programmes

As the name implies, equal maintenance programmes aim at develop-
ing both L1 and L2 evenly. For 1t to be successful, the bilingual
learning situation needa to be miditive (ambert, 1977; Cummina 1978),
| Most of the studies conducted into the operations of such prograames
show that they tend to be adopted in a language 'sett:l.ng in which the
twe languages ih contact are hoth preatiglous and the classa/gschool 1a
a‘mixture of gpeakers of either language. The inatructional strateg&
may be "“free alternation", meaning that inatruction in virtually all
subjecta is available in both languages. The teacher ia free to use
elither language in teaching, in classroom organisation, in conversa-
tion etc, and he can be answered in either language. As Mackey
(1972: 9) puta it, free alternation means "use either language and
understand both". The Iinstructional strategy may also involve a
division of the mchool day into two parts; in one part instruction is
given in one of the languages involved in the bilingual programme, and
the other language 18 used in the second part. It may also involve al-
location of particular subjects to each 1anguage.1°

Mackey's study (Mackey, 19723) of the John Kennedy achool in West
Berlin describesg how the aims of the Iree alternation strategy was
being achieved at that achool., The two languages involved in the
equal maintenance programme were German and English. Mackey reports
that msults, on the whole, were posi.tive,. meaning that the aims of
the programme were being achieved. But as Kjolaeth (1977: 262) points
out, the J.F. Kennedy schocl wag "organized by and for socially ad-

vantaged groups’,and the school did not present '"any threat to

10 ¢t Mackey's typology (Mackey, 1972A: 422-3)
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the bupils' home languages primarily because of extra-achool geo-
political and socio~econcmic forces --~-~", AR equal maintenance pro-
gramte of thia type is not likely to be effective in the Nigerian
situation where the bilingual effect fs subtractive because of the
low prest;ge enjoved by Nigerian Language 1lh relation to English.
Magemann, on the other hand, reports his observation of the
Milwaukee (in WS.A.) equal maintenance progrémne in operation at the
clasgroom level (Magemann, 1978) . Strategles used by the schools,
he haerved, included both time and subject allocetions to each of
the languages lnvolved: Spanish and English. That i=e, soﬁe achoals
allocated functicne to the two languages by time [one language in
the morning, the other in the afternoon), while other schools did so
by subject (some subjects were taught in one language aﬁd others in
the other). Masemann found that, on the whole, the aims of the pro-
gramme were being achleved. An equal maintenance programme of this
type is alsoc not a feature of language planning et the primary educa-
tion level in Nigeria. Some of Masemann's conclusions are, however,
relevant to the mresent study. He says (P. 305):
"eee the.school neighbourhood appears to be a strong influence
on the climate of language use in a school where a bilingual
programme is established .,,. The "language climate"” of the
schools is reflected in the patterns of informal language use
observed in ,,.. the conversational groups in classrooms."
As waslmenti.o;led In Chapter One (and will be mentioned again in Chapter
8), the present atudy uses, among othersa, the criterion of the use
of L2 by pupils in peer groups within the c¢lassroom to determine the appro-

priateneas of approaches to medium tranaition.

2.4 Bilingual Programmes in Nigeria.



2.4.1 Relevance of the Studies réviewed

The Nigerian bilingual inatructional situation can now be seen in
the context of the various categories of IPs mentioned above. The
three IPs described in Chapter One (LEM, EEM and PEM) are features _

L
of these major categories. LEM and PEM are sub-types of transitional
programmes., EEM typifies the subtractive L2 IP. Reaulta of the
various studies and conclusions on them tend to show that, on the
whole, the transitional type of bilingual programme is the most suit-
able for the Nigerian (primary) aituation. Downing (1978: 344) makes
this c¢lear when he says

"... young achool beginners make better progress if their in-

atruction is delivered in their own mother tongue. However,

there may be a variety of reascns why insgtruction should never-

theieaa be in the medium of an L2, These reasons have to be

welghed againat the puperior effectiveness of delivery in L1."
Downing goes on to stress that the affective variable is crucial in
deciding between L1l and L2 instruction:

... the outcome may be influenced to a very important degree

by the affective variable. As in the Black Engliah experiment,

the effoctiveness of Ll delivery may be wiped out by negative

emotiona, or, as in the case of the French immeraion programmes,
the positive motivation of parents and children may go a long
waAY te overcoming the cognitive deficits of delivery of inatruce

tion in an L2." o : .
Similarly, Lambert's notions of "additive and subtractive forms of
bilingualism' (Lambert, 1977) suggest that a transitional programme
is the moat appropriate for the Nigerian situation. As the L1 can-
not compete in prestige and status with the L2, the school programme
migt have an additive form of bilingualism as its goal if "optimal

development of minority-~language children's academic and cognitive

potential is a goal" (Swain and Cummins, 1979: 14), Swain and
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Cummins argue in support of the suggestionl} "that there may be
threashold levels of lingulstic competence which a bilingual child
must attain both in order (P, 13} to avoid cognitive disadvantages
and allow the potentially beneficial aspects of becoming bilingual te
influence his cognitive functioning” (P. 1l4). They see the attain-
ment of the goal referred to above as n;céssarily invelving "a
home-~-school language switch at scme stage in the educational process"
(P. 14), This, again, is a support for transitional programmes. MNMost
of those who have contributed to the debate on which type of bilingual
programme 1 the beat for Nigeria also support tranaitional programmes,
Indeed, as observed by Hawkes (1976: 64), adherence to 12 IPs (that
is, the use of the English medium from the beginﬁing to the end of
PE) seema to have bteen 8 loat issue in countries such as Ghana and
Nigeria. |

The lssue of intereat to language planning in Nigeria, and one

to which no gatisfactory answer has been found, {8 when and how to

make the home-achool language switch. Few of the works reviewed in
thia chapter have been helpful in this regard. Swain and Cumming
(1979: 14} suggesat that the issue about “when and how" to effect MT
"must be determined in relation to the linguiatic and socio=-economic
characteristics of the learner and of the learning environment®".

The big 1ssue, then, is when to effect a howe-echool language switch,
but a bigger issue atill is how to do it. The debate has concentrated

on when; and how has been overlooked or taken for granted,

11
See Cumains (1976) and Toukonaa and Skutnabb-Kangas (1977).



42

2.4.2 When to effect MT

On when to effect NT, three points during the PE process are thosge
almoat slways compared: at the beginning of PE (EEM) (Tiffen, 1968Aa);
half-way through primary schooling (LEM), ﬁhich is the official policy
of most of the states in Nigeria and one that is suggested by the
Federal Government White Paper on educationlz; and at the end of PE
(PEM) (Afolayan: 1969, 1973, 1976; Farfunwa, 1973). Bilingual IPs of
each type (LEM, EEN and PEN) are actumllyavailable in Nigeria. One
of the lypotheseg formulated and tested by the present study isg that
it is possible for language planning for PE in Nigeria to remove the
LEM-EEM--PEM distingotion and achieve more poasitive results than

practicable wder the present ditferentiated policies.

2.4.3 How to effect NT

On how to effect a home-school language switch, only one appfoach -
abrupt and eimultanecus MI' - is currently used by IPs of whatever
policy (l.e, LEM, EEM or PEM). This approach tends largely to be
accepted or taken for granted by contributors to the search for an
effective medium policy for Nigerian PE (Taiwo, 1972; Bamgbose, 1969,
1976; Oke, 1969, Qkonkwo, 1979, Brann, 1977A, Afolyﬁyﬁﬁ 1969, 1973,
1976; Adetugbo, 1969),

There are, however, a few contributors who aseea to be aware of
the mssibllity of approaching MT other than in én ﬁbrupt hnd iim-
ultgneous manner., Jonea (19689: 29) and Gwarzo (1968: 10), for
inatance, suggeat that early MT to English can be effected for a
atart with Matheantics and Ehg%}sh -''two gubjects thought to be

eaay to teach in English in the first year" {(Gwarzo, P, 10)., They

12
Federal Republic of Nigeria (1977: B)
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do not, however, produce any evidence to back up this claim. Foster
and Hatﬁiés (1973) argue in favour of effecting MT in Primary Class §
with respect to only Civicas (P. 21). Why Civica of all subjects should
be the one and fthe only one tc be tgught in English seema unclear.
The argument "that the course should be seen as part of a socialisation
process"” (P, 21) scunds uwmconvincing since in that caae mother tongue
instruction would achieve better results. Ure {1976: 84) proposes a
tranaitional model involving the early introduction of 12 on the cur-
riculum not as a medium of inatruction but as a subject, and suggésts
that the firat implication of this model invoelves "timing and sequence,
certain uses of the language preceding others.”™ She goes on:
"In the :1§ssf§on this would mean that the transition from one
medium to another would characterize not a point, but a period
in the student's school life, and would be accompanied by a
transition in method.”
Ure mentions sience as a subject that should be taught in pupils’
L1 (P, 83).
It can be seen from the review presented sbove that the issue
of how MT should be effected has attracted little susfained debate
and empirical research. Of interegt are
(a) what other approaches to MT, apart from the existing one
(abrupt and simultaneous), can be adopted for the transi-
tional IP in Nigeria?
(b) What are the features of such approaches and,
(c) What are the implications of their adoption for fhe
curriculum organisation of PE?
One of the hypotheses formulated and teated by the present

study is that agradual and selective approach to MT can be adopted
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with more positive results than the one currently used in Nigerian

primary schools.

2.5 Summary
To summarize this chapter, a survey of major bilingual IPs in

different parts of the world and a review of the studies which
investigated the factors associated with their successes or failures
show that transitional programmes are the most suitable for countries
such as Nigeria. However, as in transitional programmes a
home-school language switch is involved, the issues of research
interest are when and how such a switch should be effected. Litera-
ture on these two issues, in particular the latter one, is scant.
All the available studies examine one or another of three points at
which MT can be effected: at the beginning, at the middle, and at
the end o PE, Studies that explore other possibilities have not
been reported. Yet it seems necessary to make such an exploration
since there 1is evidence that the existing policies underlying the
three points of MT have not altogether been effective.

As regards how NT should be effected, available studies tend to

accept the existing abrupt and simultaneocus approach. Yet, as with

the 'when" issue, evidence points to the abrupt approach not being
altogether effective, particularly at the Teacher-Classroom Level,
Although there has appeared in literature an awareness of the need

for a new approach like the gradual and selective type, such aware-

ness has not been backed by either systematic elaboration or
empirical research,

The two issues of when and how MT should be effected as well

a8 the instructional problems associated with them are the subject

of the present study. Current IPs are studied at all the important
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levels at which programme decisions (including their formulation,
realization and implementation) are taken. In the chapter that
follows, we take a look at two levels concerned with medium policy
decisions., These are Policy Formulation Level and Policy Elaboration

(syllabus) Level.
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CHAPTER 3: levels of Medium Policy Decisions:

The Nigerian Situation.

In Chapter 2 we took a global look at the problem of language
in primary education in some parts of the world, particularly in
gituations in which the medium of ingtruction is other than pupils'’
home language. Attempts were also made to classify varieties of
this problem as well as of efforts to find a solution to it,

We start now to identify the medium transition (MT) problem as
it affects the primary education (PE) system in Nigeria. Following
the profile by which to examine the adequacy or otherwise of medium
policies provided in Chapter One above, we look at each policy
decision level in order to locate the origin and growth of the MT
problem.

In this chapter, we confine our examination to the two highest
decision levels: Political Formulation Level and Policy Elaboration
or Syllabus lLevel. First, we look at decisions at the Political

Level.

3.1 language Policy Decisions at the Political level

3.1.1 The Historical perspective of language medium decisions at

the Political Level in Nigeria is well documented (Bamgbose, A, 1976;
Awoniyi, T.A., 1976; Foster and Watkiss, 1973). The pre-independence
features of such decisions present a similar pattern to those else-
where in the Anglophone African countries (Tiffen, B, 1968 C, 1975;
Spencer, John, 1963: 1974; Welmers, W, 1974; Boadi, L, 1976; Hawkes,
N, 1873). That is, English was on the whole a medium of instruction
only at the upper primary classes. It was in the lower primary

classes only a subject. In the lst two years of primary achooling it
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was, in moat countries, not studied at all.

The situation was slightly altered with the coming of independence,
English became a medium of inatructlon earlier during the FE courae
than had been the case, Furthermore, there was no primary class at
which English wag not learnt as a subject, The language planning
aim scemed to be to introduce English as moon as possible during the
primary achooling. It is often forgotten that introducing English
early was an implication of the PE duration which was reduced from
about & years to 8 years in most parts of the country at the approach
of 1lndependence, 1

It seens astrange, as was also the case in Ghana (Boadi, L, 1976;
Hawkes, 1973), that the post-independence language policy declaions
&t the Political Level have been, on the whole, favourable to the
increased use of English as a medium instead of its medium function
being phased out in consonance with the nationalist fervour with which
independence waa won, The policy of English medium from the beginning
of P1 (EEM) was adopted and put to effect inm 1958 in Northern Nigeria,
Hitherto, English had been available as a subject only from the
beginning of the 4th year in primary schools. English was alac the
medium of imstruction in Southearn Nigeria from P1 - PG, except in
Weatern Nigeria where it was a subject in Pl - P3 and thereafter as
a medium of insgtruction.

Throughout the early post-independence period, that is, in the

whole of the sixties, sducational language policy typology in Nigeria

1 -
In Weatern Nigeria, free PE was introduced in 1935 and with this
came 8 reduction of PE duration from 8 to 6 years. In Eastern
Nigeria this occurred in 1887; in Lagoa in 1959, in the North in the
early mseventies. : :



49

was as shown in Table 3.1 below.

Language Role States of
Type | Language Adoption
Medium Subject only
A NL P1 - P3 P4 - P6 Western States
English P4 - P6 P1L - P3 (Oyo, Ondo and
Ogun),
B English P1 - P6 - The ten Northern
States
NL - Pl - P8 The Eastern and
Bendel States.

Table 3.1 Typology of Language Medium Policies at the early

post-independence Period (1960-69) in Nigeria.

3.1.2 Up till the late 60s all matters pertaining to financing and
control of PE were decisiona taken at the State Level. The Federal
Government of Nigeria had no responsibility of any kind for education
at this Level. It is not clear what the states considered as their
criteria of choice of either A or B type of policy (Table 3.1). The
patterning of language homogeneity within a state with the Type A
policy can be used to explain the Western Nigerian choice of poliey.
That is, since all indigencus inhabitants of the Western State speak
the same NL, the use of Yoruba (the NL spoken in the state) as the
medium of instruction in the early years of PE was practicable,
appropriate and politically acceptable to all, The same would not
have been possible in the Midwest, Rivers, Kwara, and Benue

Plateau States because of the linguistic heterogeneity of each of
them. Hence also the choice by these states of the Type B policy

is consistent with the criterion of language hetereogeneity, How-
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ever, this criterion cannot be used to explain the choice of policy
Type B by East Central State, Kano, Kaduna, and North Western states,
each of which was linguistically homogeneous, and for which there-
fore the Type A policy would have been the appropriate choice,

How then could the choice of the Type B policy by linguistic
homogeneous States soon after political independence had been
achieved be explained? The eastern states' cholce of Policy Type B
was not a new political decision. The Early English Medium policy
had been adopted long before independence and was continued after it.
This was not the case with the Northern States whose language medium
pre-independence policy had been of the A type. It seems that pro-
fessional advice had linked rapid primary educational expansion,
needed by the north to catch up with the rest of the country, with
an early transition to English, 8o in 1965 the Ministry of Education
for the Northern Region issued a circular to all primary schools, to
give effect to the Early English Medium policy,to implement which the
English course with the title Straight for English (see Chapter 4)
was required. The circular reads:

" .. I realize of course that many primary schools have a sub-

stantial commitment to other English courses. Nevertheless I

hope that when a change is possible, the introduction of 'Straight

for English' can be brought about. In my opinion, it offers
great advantages in Northern Nigerian schools_and will produce
better results than the alternative courses".
3.4.3 Language Policy Decisions at the Political Level in the
1970s.

In September 1969, the Federal Ministry of Education called a
National Curriculum Conference with the aim of identifying "new
national goals for education in Nigeria at all levels (primary,

secondary and tertiary) and provide guidelines on what the system

’ Letter No SIP.60/11/A95 of 17th June 1965 quoted by Tiffen, Brian
(1968).
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should be nécomplishing with respect to ... the curriculum sub-
gtance, the subject content of the system which is the means to the
goals™ (Akintola, J.M, 1973), Thias marked the beginning of Federal
Government's involvement in PE, The 1969 Conference led to the 1971
full scale National Workshop on PE in which guidelines on primary
achool curriculum were for the first time produced at the national
lavel (NERC, 1973). This was followed in 1973 by the Seminar on a
National Policy on Education held at the instance of the Federal
Cavernment. A major aspect of the businegs of the 1973 seminar
related to PE - ita control, financing, expansion and the medium
language policies underlying PE instructional programmes (Federal
Republic of Nigeria, 1973: 11-13). In 1976 the Federal Government
took over the financing of PE, which waa expahded.and nade "universally

free" (UPE). Published a year later was National Policy on Education

{Fedaral Republic of Nigeria 1977), which converts into official
government policy the decisions of the 1973 Seminar on a national
policy on education earlier mentioned (for the structure of education

in Nigeria, see Figures 3,1 and 3.2 below),

3.1.4, The Curreant Federal Goverument PE Folicy

As has been said, the Federal Government has since 197¢ taken
over the financing of PE. The current arrangements are that the
Federal Government pays the salaries o: prieary school teachers and
glvea grants for capital developmenta. The state governments supply
equipment and supervise academic and professional standards., The
Local Government Councils are responsible for direct ataff recruit-
ment and maintenance of buildinga and properties. Parents are
responaible far books for their children {Okoli, E.J., 1979: 873).

By virtue of its heavy investment in PE, the Federal
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Government exercises certaln authorify on policf issues ﬁttecting fE.
such as the curriculum content of PE and the language medium
question. But this authority is of a very general nature. It ia
true to say that political decisions on PE at the Federal level are
more of guidelines than formulations; the latter being left to each
state government to make. For instﬁnce. on the language medium

question, the current Federal Government position is stated in the

National Policy on Education (1977) as follows:

“{4) Government will see to it that the medium of instruction
in the Primary School is initially the mother-tongue or the
language of the immediate compunity and, at a later atage, -
English" (P.8),
Each atate government decidesz on
{a) Whether the Late English Medium Policy is practicable within
the state; if not, then the atate is not bound to adopt it,
in apite of the federal government guidelinesa; and if it ia

practicable,

(b) at what point MT ia to be effected.

3.1,5 Political Decisions on Medium Language use at the State level.

Since the publication of the National Policy on Education in
1977, astate governments have tried several variationa within LEM and
EEM policiea. Some, like Niger, Sokoto and Kano States, decided
that (1) NL would be the early PE medium of instruction, (2) English
would not be introduced as a subject in the firat 2 years, (3) English
would be introduced for the tirst time in P3 as a subject, and (4)
in P4 English would replace NL as a medium. But these deciszions were
trial decisions and were rescinded as soon as it became obvious

that they were not practicable (Omojuwa, 1977).
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In Table 3.2 can be seen the current typology of language
medium policies at the State Level, The 3 policiea of LEM, EEM
and PEM are ahown juxtaposed with the states or agency adopting
them. A knowledge of the language background of each state makes it
clear (see the Medium Policy Atlas on page 54) that the criterion of
cholee of medium policied, especially in the northern states, 1s
strictly linguistic homogeneity va heterogeneity. All the atates
with a homogeneocus language background adopt LEM, and those with a
heterogensoua language background EEM. PEM as an extension of LEM

is practicable only in the linguistically homogeneous states. The poly-

glot atates alsc adopt LEM,as shown in Table 3.2A below,

Language Role

State of
Type guage Ad:p:.i.on
Mediun Subject Only
1 a) NL PlL - P3 P4 - PS Sokoto, Kano, Borno

Kaduna, Gongola,

(LEM)|b) English P4 - P6 Fl1 - P3 :Bauchi’ Niger,

Western Statea,
Imo & Anambra

2 |a) English Pl - P - Plateau, Benue {
Kwara, Bendel,

Cross River,

(EEM)|b) NL - Pl - P6 Rivera
3 a) NL F1 - P8 Selected Schools
(PEM)} |b) English - P1L - P6 in Oyo state_for the

Ife Project.

Table 3.2 Typology of Language Mediua Policies in Nigeria to

date,

3
See 5,3.4 below.
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STATE

language situation

medium policy

monolin- | hetera- polyglot LEM EEM PEM
gual geneous
1. Anambra + +
2. Bauchi + +
3. Bendel + +
4. Benue + +
5. Borno + t
4. 6, Cross River + +
Te Gongola + +
8. Imo + +
9. Kaduna + +
10. Kano + +
11, Kwara + +
12, lagos + +
13. Niger + +
14. Ogun + +
15, Ondo + +
16, Oyo + + @
17, Plateau + -
-- 18, Rivers + +
19. Sokoto + +
20. Federal Capital
Territory + +
Table 3.2A: Relationships between linguistic situationa and medium

policies of the Nigerian Statea.

Key: a -

+ -

policy under experimentation.

presence of feature, or policy adopted.
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The following distinction between heterogeneous states
and polyglot states as used in this Chapter (as indeed in the
entire Study) should be noted. In a linguistically heterogeneous
state, different languages are spoken in different parts of the
state, but none is prestigious enough to dominate others and to
be spoken by everybody in the state. In a polyglot state, on the
other hand, although there are different languages spoken by the
inhabitants, there is at least one which dominates others and which
is spoken by everybody in the state. 8o, while the majority of
the inhabitants of a linguistically heterogeneous state are mono-
lingual, those of a polyglot state are bilingual or even tri-

lingual in Nigerian languages.

Sources of Information on Political Decisions on Medium Policies:
It seems not surprising that language syllabuses are the documents

from which information on policy decisions at the Political Level
is most easily cbtained. Medium policy decisions, particularly in
the northern states, change so rapidly that authorities seem un-
willing to have such decisions gazetted, The present researcher
found it difficult to trace crucial medium decisions to official
written records. Most of the ministries of education visited made
it clear that they resented official documents being quoted. Oral
interviews, on the other hand, were found very fruitful. Most of
the information in the present Chapter was collected in this way.
Even here confidentiality was generally demanded, and had to be
guaranteed before interviews were granted. As was stated in section
1.3.1 (page 14), three state commissioners and ten chief inspectors
of education in the ten northern states were interviewed with very

productive results.
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Political decisions taken by state governments generally

gpecify the precise points of MIT'. But the means by which the policy
is carried out and MT effected is often not stated. These are
details to be worked out at the administrative/professional level,
referred to in this study as the Syllabus Level. Saying that the
precise point of MT is generally specified at the Political lLevel
in each state is not to be interpreted as suggesting that such
decisions are available in white papers such as are issued by the
federal government. In many cases political decisions are conveyed
to inspectors of education, teachers and the general public in
Circular letters, Sometimes they are announced over the radio or
reported only in newspapers. In a few cases, official policies are
implicitly, rather than explicitly, specified; the nature of the
specification and type of policy only being clarified in introductions
to ayllabulel.4 That is, explicit statements about language plicy
decisions taken at the Political Level are sometimes available only
at the Syllabus Level. For instance, the Western Nigerian medium
policy in the 60s is explicitly defined in the 1962 English Syllabus
for that state and hardly anywhere else. Under "Guiding Prin ipies
for English Language Teaching in the Western State", the 'Inctro-
duction' to the Syllabus says :
"It is the present policy and practice for Yoruba to be used
as the medium of instruction in the first 3 years of primary
school in the Western State. During those years English is
taught as a subject. After the 3rd year English becomes the

medium of instruction". (Western State of Nigeria Ministry of
Education, 1972: 1).

B
See NERC (1973: 45-46); A.B.U. (1977: 39); Gwarzo (1968: 10-11);

Western Nigeria Primary English Syllabus (1972; 1-2); Ministry of
Education, Northern Nigeria (1962: 2).
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The policy of Early English Medium adopted in most of the

northern atatea in the 19608 1s explicitly defined by Gwarzo, Saidu 5

A968) in an article in which he introduces features of the revised
English syllabus juat drawn up. He says the syllabus is desigmed to
enable teachers "to teach English as a tool in the purauit of learn-
ing and as an alternative medium of communication'. The main
feature of the Primary Ome English Syllabus, he goes on, is that
wit attempts to supply the primary child with the language
he requires for commmication and learning ...." (P.10).
The introduction to the NERC 1971 English Syllabus (NERC, 1873)
similarly acknowledges the fact that there were being adopted in
dirferent parts of the country three types of medium policiem: EEM,
LEM and PEM. It aays:
"This syllabus is bhased upon the fact that Engligh is both_.a
part of the primary curriculum and either (a) immediately
at the beginning of the prigary school, or (b) midway through
the primary school after literacy in a Nigerian language has
been substantially achieved, or (c) during all the stages of
post primary education is and will continue to be for some-
time a medium of inatruction, a service subject, and that

therefore it constitutes ... part of the means of the
education process itaelf" (P.45).

The English syllabus, the NERC says, caters for all of the three
language policies (a strange c¢laim, but see the next Section for
how the Syllabua does 1t and with what success).

.Ths A.B.U. English Syllabus (1977) written for the ten Northern

States especially to cater for the PEIP7 in these states

5
Saidu Gwarzo waa at the time the Civil Servant in charge of the

teaching of English in primary schools,
-]

7

The underlying is mine,
For a description of PEIP see 5.3.3 below.
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distinguishes between LEM and EEM, acknowledges that these two
policies are adopted by different northern states and admits that it
caters for only one of the two policies, that is, EEM, It says:
"The PEIP English Syllabus has its own limitations. The most
gserious is that it is a one-sided Syllabus designed for the
language policy and planning situation in which English is a
medium language for the entire primary education. It thus does
not cater for the other equally common language policy and
planning situation in which English is a subject in the first
half of primary education and thereafter as a medium language"
(Plsg).
In contrast to the paucity of explicit statements defining the
LEM and EEM Policies at the Political Level, the PEM policy has been
explicitly defined at all decision levels. This has been attributed
to the experimental nature and requirements of the instructional

programme which the PEM pelicy underlies., In both Report No. 1

(1972) and Report No. 2 (1974) on the Six-Year Primary Project,

8
otherwise known as the Ife Project , the PEM policy is clearly de-
fined. The policy is the
"eee Use of the Yoruba Language as the medium of instruction
throughout, in order to demonstrate that primary education,
when given in the child's mother tongue, rather than in a
second or foreign language is more effective and meaningful®
(P.12).
English is taught as a subject throughout. The PEM Policy as
adopted in 11 experimental schools in Oyo State9 has also been fully

described by Fafunwa, A.B. (1973), Macaulay, J.I. (1973), Afolayan,

A. (1973, 1976), and Ologunde, A. (1973).

Reviewed in Chapter 5 below,

Oyo state is the only state in Nigeria where the PEM Policy is
adopted at all, although even here the adoption is on an experimental
basis at a non-governmental level.
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3.1.8

To summarize this section, we have attempted a0 far to examine
the pattern of medium policy decisions taken at the Political Level
and to identify the types of language policies that are apecified
for adoption at this level. Three such policies - LEM, EEM and
PEM - have been traced. They are distinguished, one from the other,
at the political level. The Federal Government ia observed to be
interested in giving broad policy atatements in form of guidelines
to state governments and educational agencles involved im PE. The
reason for the apparent imprecision of policy statements iasued by
the Federal Government seems to be connected with the fact that
satate governments are directly in charge of PE, although most of its
financing ia done by the Federal Govermment. It is also an acknow-
ledgement of the immense language and cultural diversity of the
'country. Political declaions by state governmenta, in contraast to
those by the Federal Government, are found to be specific in terms of
(a) the type of policy to be adopted for the state, and alsc
{(b) the point of MT.
However, with atate governments political decisions are not
available as formal statements In White/policy papers, uniike the
practice with the Federal Government., It is at the Syllabus Level
that the policy adopted by each state government is explicitly
defined invariably as "Introduction" to the English/NL Cospohents
of Syllabus decuments. An exception is the PEM Policy, the adoption
of which is ohaerved to have been fully defined and described at both
the Political and Syllabusa Levels,

It is thus the cage that three types of medium policies are

distinguished at the Political Decizion level, although specifie
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details of MT approaches or the means by which to achieve the
policy targeta specified are not avallable at this level. These
geem to be decisions left to the lower level (i.e. the Syllabus
Level) to make,

In the Section below, we examine specificationa at the next
declision level below that of Political Decisilon, that ia, the
Syllabus level, with a view to ascertaining the extent to which the
policy distinctions made at the Political Level and re-atated in
Introductionas to Syllabuses are maintained amd taken into account by

these syllabuses themselves.

3.2 Medium Policy Decisionas at the Syllabus lavel

3,.2,1 To be examined under this heading are documents in the form
of syllabuges and guidelines on what and how to teach in primary
schoola. BSamples of such documents prepared for national, atate and
project use were studied. Between them they contain [or claim they
do ) specifications for all the 3 educational language policies
identified at the Political Decision Level. The following documents
ware atudied.

i, Nigeria Educational Reaearch Coumcil (NERC) 1973:

Guidelines on Primary School Curriculum: Report of the

National Workshop on Primary Education (April 26 to May B,
1971),
i1, Ahmadu Bello Univeraity Institute of Educatian, Zaria, {(1977),

Primary School Syllabuses,

1ii. Western State of Nigeria Ministry of Education (1972): Primary

Engliah Syllabus.

iv. Northern Nigeria Miniatry of Education (1962): The Teaching of

English in Primary Schools,
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v. Ife University Institute of Education (1971) The Six-Year

Primary Project English language Syllabuses.

vi, Tiffen, B.W. (ed.) 1968: English in the Primary School, Paper

No. 5.

3.2.2, Apgesament Criteria

As was stated at the end of the preceding section, (3.1,8),
docutents at the Syllabus or Policy Elaboration Level were examined
for their compliance with the policies formulated at the Political
Level and the means by which the features specific to each policy
have been elaborated or tranalated into instructional units., For
inetance, where a syllabus has been designed for two distinct
language situations in which English performa the rolea of 'subject'
in one and of ‘medium’ in the other, like under LEM and EEM policies,
it will be expected that separate gelections of the language to be
taught/learnt are required to reflect the distinctions between the
*subject' and the 'medium' functions of English. More periodas are
generally allocated to Engliah on the Time Table in an English
Bediunm class than in an English as-a-subject one, This alone implies
more content in the former than in the latter asituation, which ia a
sufficient ground for separate content specifications,

Separate syllabus apecificationa are also to be expected for the
two different instructional situations because they select different
MT pointa. EEM switches over to English in Pl, while LEM does sc in
P4. A language syllabus for the latter situation will be expected
to reflect this awitch from NL to English in itsa content and method
specifications for the transition classes (P3 and P4). For one
thing, the spread of content and the weighting of different language

skills {(oracy, reading and writing} will need to be redistributed.



63

With EEM this will not be necessary any fiore at this peoint ftor it
must have been done in P1,

Thus, separate English language specificationa are expected for
LEM versus EEM classes not only in Pl - P3 where the rolea of English
are different, but also in P4 and posgibly PS5, where, although the
role of English under both policies are sgynchronically the same, the
varying rates of exposure to English up to this point (P4) between
LEM and EEM have also to be catered for. To do this effectively
requirea separate syllabus specifications for these clasaes. What
has beeon said so far relates to apecifications within the English
language syllabus, But medium policy distinctiona also have
implications for content-subject syllabuses,The language In which
their components are specified ahould be the wedium language for the
primary atage being specified for, It will, for instance, be expected
that where content-subject syllabuges are prepared jointly for LEM
and EEM {(and PEM), like the NERC 1971 Syllabus or the A.B.U.
Institute of Education 1977 Syllabus, the apecificationa for each
content-subject will be expressed in both English and NL in P1 - P3.,
In the case of the NERC syllabus, which was designed for national
application, simultaneous apecifications in both NL and English
might not be practicable because of the large number of NLg that
would bs involved. However, when such a syllabus is adopted for
use in a state which adopts the LEM policy, like Weatern Nigeria,
it should be poasible to apecify all content-subjects in the very NL
in which they are going to be taught in P1 - P3.

These are gome of the ways in which the distinctions between
the medium policies can be maintained at the Syllabus or Policy

Elaboration Level. They constitute evidence of compliance with
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these policies in appropriate cases and are used as.criteria fof
evaluating the documents listed above for the purpose earlier
stated.
These criteria are summarized as
i. Separato English content specifications for LEM Pl - P3 and
for EEM P1 - P3 when both policies are catered for under the
same syllabua cover:

ii. Separate content-apecifications for LEM P4 - P5 and for EEM
M - P5 in similar circumstances as in i. above. That is,
syllabus awareness of, and preparation for, MT:

i{i. Content-subject specificationa for any primary stage/class
are to be expresascd in the very language in which they are te¢
be taught, Thias applies largely to ayllabuses with state,

rather than national, application.

3.2,3 Evidence from Syllabuses

Three of the syllabuses listed im 3,2,.1 that ita, NERC (1973),
A.B.U. (1977), and Northern Nigeria Ministry of Education (1982),
were written for the joint LEM and EEM policlies; the first one
claims it caters also for the PEM policy., They all fail, by the 3
criteria used, to maintain any distinctions between the separate
language medium policlies which they claim it is their aim to cater’
for, The Western Nigeria Syllabua (1972) was written for only the
LEM Policy situation, go it cannot be evaluated by Criterion One.
But it, too, fmils when measured by the remaining two criteria. In
spite of the reatatement by each of the ayllabuses examined of the
particular policy or policies under which they are apecified,
there 13 hardly any evidence in what they go on to specify and what

they fail to specify that they are aware of
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(a) the implications of teaching English when English is a subject
only and has no real commmicative functions within the class
in which it is taught; and those of teaching English when the
language has ¢ communicative role within the class in which
it is taught as a subject; that is, when it is a medium
language;

(b) the need for preparationsfor MT'; and

(c) the necessity of specifying content-subject components in the
very language in which they are to be taught.

However, all of the syllabuses examined, including the Ife University

(1971) English Syllabus, explicitly define the approaches to MT of

the medium policies which they are exponents of, In all cases, the

approach is the simultaneous and abrupt omne.

It should be stated that the Ife University (1971) syllabus is
an exception to the generalisations (a), (b) and (c) above. The
PEM English as well as content-subject syllabuses comply fully with
the PEM policy decisions taken at the Political Level, Experimental

effects can be cited as the factors working in favour of compliance.

J.2.4 The Language Element of Content-Subject Syllabuses

The need to specify the syllabuses of content-subjects in the
language in which they are to be taught is an issue the significance
of which is quite oftemn overlooked. Some of the effects of ignoring
this need are now briefly examined. Evidence of content-subject
specification not properly related to medium functions is taken from
the A.B.U. (1977) Syllabus and the NERC 1971 Syllabus. These two
are used because syllabus specifications for the entire primary
curriculum are available in each of them. The following content-

subjects are specified as indicated in the two syllabuses.
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ABU (1977) _NERC {1971)

Creative Xtivities _ + . +
Creative Arts and Crafts + +
Mathematica + -
Science + +*
Physical and Health Education + +
Social Studies + +
Home Economics + -
Christian R.K. + -
isiamic R.K. + -
Lan el

English + +

Arabic _ + -

Hausa ' + -

Only in Arabic and Hausa Syllabus zpecifications are there used
languages other than English, Even here the language used for the
main headings and discourse thread in both cases is English.
Specific examples of what ia sapecified are then expressed in Arabic
using the Arabic script (ABU pp 91-93) and in Hausa (pp 94-96),

There seema to be a justifiecation for leaving the medium
language issue out of content subject specification. This is because
what is specified in almost all casea are concepts, attitudes, beliefs,
traditiona, akills,which it is believed are not language bound. That
is, they can be expressed in any language available in any inatruction
gsituation.

However, expreasing a syllabus in Engliah when it is going to be
taught in a different language creates an inatructional problem for

the teacher. For he is saddled with a responsibility that 1is not his:
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that is, translating what is going to be taught from English to NL.
The problem seems to be perpetuated beyond the syllabus decision
level. There is evidence that textbooks for content-subjects to be
taught at a certain stage in NL are also written mostly in English.

The survey in Part 2 of this study found that teachers in
pre-MT classes regress to English or to NL/L2 mix in some cases of
content-subject instruction, which officially should be given in NL.
It was observed that teachers involved in such use situations wrote
their lesson notes and kept records relating to such content-subjects
in English. In other words, although instruction on a subject is
officially to be given in NL, all preparations leading up to the
actual lesson delivery - syllabus reference and guidance, textbook
consultations, lesson note writing, and perhaps teaching aid pre-
paration - are conducted or expressed in a language different from
that in which instruction is to be given, It is thus hardly surpris-
ing that part of such a lesson is given in English and only a part
of it in NL.

Indeed, the issue of which language is used for syllabus specifica-
tions goes beyond the mere question of translation from English to NL
and whose responsibility it is to do this, It touches on the over-
whelming influence of language on human experience and the way this
experience is symbolized and categorized. This variea from culture
to culture. Since language is a vehicle for the expression of culture,
a translation of cultural experience expressed in one language into
another language may fail to capture the realities and the distinc~
tions expressed in the latter. Language, as Sapir (1949: 10)

observes,

"iga heuristic ... in the much more far-reaching sense that its
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forms predetermine for us certain modes of ohservation

and interpretation."

In other words, language does not merely report our experience, it is
part of thias experience. For, as further observed by Sapir (op.cit),

"while it (= language) may be looked upon as a aymbolic system

which reports or referas to or otherwise aubstitutea for direct

experience, it does not as a matter of actual behaviour stand
apart from or run parallel to direct experience but completely

interpenetrates with it,” (P.11).

It is thus not enough that the comntent of the subjects taught in NL

is borrowed from that expressed in Epglish and then later translated
for NL instruction {(which is not even done at present). The content
of aubjects to be taught in NL should be planned and structured from
scratch in NL {see the next paragraph).

One of the effects of the syllabuses in content subjecta being
expresged in English when they are to be taught in NL may be seen aas
the selection and use by teachers of the wrong medium language for
" Ingtruction. A solution of this problem lies in specifying not only
the content of a subject but also the graded language requirements of
such a subject., In a LEM situation thia means
(a) gpecifying the contenta of the ayllabuses of content subjects

in P1 - P2 in NL and the reast (P4 - P6) in English;
{b) attaching to specified topics for each subject a section in
which graded language requirements of that subject are specitied.
Furthermore, ways need to be explored whereby the popular practice
of writing syllabuses in aubject compartments, i.e, each subject in
lsclation from others, is replaced by a more co-operative one in
which both NL and English (language) teachers/specialista collaborate
with their content~subject counterparts to produce specifications of

the content and the language requirements of the entire primary
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school curriculum.

3.2.% English Language Syllabus Users

For whom are primary school syllabusea? Is it for instructional
material writers, teachers, inspectors of schools, or the general
public? No satiafactory answer seems to have been thought of by
atate ministries of education each of which has since the intro-
duction of the universal primary education in 1976 placed a priority
on the writing of syllabuses for ita own primary achaols,

1f these ayllabuases were written for IM writers, their specifica-
tiona would be expected to underlie the course-books used for direct
English inatruction in the classroom, In terms of the secope of their
contents, existing ayllabuses may be able to provide adequate basia
for IM preparation. However, none of the asyllabuses examined, as haae
been stated in 3.2.3 above, contain any guidelines on such things as
preparation for MT and organisation of English lessons depending on
whether English ia a medium language or only a subject, These are
some of the features that diatinguish the 3 medium policieas of LEM,
EEM and PEM,one from the other. With such guidelines, IM prepara-
tion will be helpad to be apecific with regard to the requirements
of the English situation for which they are designed. We shall
examine in Chapter 4 the effects on English courae~booka of the
syllabus omissicn of guidelines on English lesaon organisation in
consohance with the role of English in the instructional process,
preparations for {and consolidation of) MT and the amount of content
required differentially for each policy situation in both pre- and
post~NT classes. What is being said at this point ia that in their
preeent form PE English syllabuses provide only a fraction af the

information required for an adequate preparation of English
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course-books and other IMs,

Are clasaroom teachers target users of PE Engliah syllabusesa?
The answer is likely to be Yes, theoretically. However, in practice
primery school teachers hardly ever read an English ayllabus with a
view to be being guided on how and what to teach in an English lesaon.
This is because English course seriea have over the years conditioned
teachers to leasson~by-lesson guldance on what and how to teach, Any
document that offers leas ia an automatic loser. Syllabuwses are
generilly not designed as alternative documents to English
courge-books but as the source of the content and, where necessary,
appraach of course books which seek to translate them into teachable
lesaon-by-lesson unita.

Thearetically and in thelir present form, it is doubtful whether
exiating English Syllabuses will be found useful by teachers even
without facing an IM competition, This is because they contain ligts
of content items only, which is juast a fraction of the information a
primary school English teacher in the Nigerian situation requirez to
be able to teach Eaglish effectively, He needa, for inatance, to know
how to teach certain areas of the language, how to relate what is |
taught to real use aituations within the clasa, and how to apply the
English taught/learnt to conteat-gudbject instruction. In addition,
‘bhe needs information in concrete terms on the teaching of English as
a subject veraus the teaching of it as a medium language and on how
to prepare his clasa for MT to English in appropriate cases, None of
this information can be traced in all the syllabuses examined, It
can be objected that a syllabus ia not designed with such aims in
view, This may be conceded; but it i3 exactly the source of the
problem, If English syllabuses are not designed to provide a large

amount of the information required of it by its users - IM writers,
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teachers and inspectors of education - to what extent can they
influence a compliance with the medium policles which they elaborate
upon and translate into unita underlying instructional activitiea?
Chapter 4 (below) will attempt to trace such influence on IM prepara-
tion, and Chapters 3 and 6 will examine this and any other influence

on teachers at the Clagsroom Declsion Level,
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CHAPTER FOUR: Medium Pelicy Decisions at the Inatructicnal

Materials Preparation Level

We saw in Chapter 3 the broad rature of language policy decisiona
at the Political Level in Nigeria. The decisions are broad in the
sense that details of the means by which they are to be carried out
are genarally not stated. But they are specific enough for the 3
policiea of LEM, EEN and PEM to be distinguished and for the point of
MT by each to be atated. It was expected that details of each poliey,
including the means by which policy objectives are to be carried out,
would be elaborated in language syllabuses and in the language com-
ponents of content-subject ayllabuses, But an examination of sample
syllabusea representative of the 3 policies showed that although
language syllabuses provide detalls of the content to be taught/learnt,
they do not specity any thing else. Vital features by which one
policy ia distinguiahed from the other, such as English lesson organiza-
tion, differences between the ‘'subject’ and the ‘medium' roles of
English, the proper weighting of the amount of content between English
subject and English medium aituations, preparation for MT, were found |
to be omitted in all the ayliabuses examined (3.2). As such informa-
tion is crucial in language planning decisions at the IM level, we
shall now examine [Ms for the effects of these ayllabus omissions on
English course books and other IMa, Specifically we shall evaluate a
repregsentative sample of English IMs for the way in which it has
further tranalated policy objectives as formulated at the Political
Level and perhaps saa elaborated at the Syllabus Level (Chapter 3)
inte ingtructional units for direct implementation at the Clasaroom
Level. It should be possible, from both the content, structﬁrea and

approaches of language inatructional materials, to identify those
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features that distinguish each policy.

4.1 Criteria for Evaluation

The following are major features that characterize each of the
3 medium policies of LEM, EEM and PEM which to us seem capable of
being accounted for in the preparation of English 1Ma for primary
aducation. It is these that will consatitiute our criteria for

evaluating IMs in this Chapter,

4.,1.1 Medium Policy Features that need to be Reflected in English

Language Course-Books,

(a) LEM Features:

i. English as a subject in P1 - P3,

ii. NT is effected abruptly and simultaneocusly in P4;
that is, in P4 - PS8 English has medium functions within the
class in which 1t 14 also taught as a aubject.

(b) EEM Featuresa:

i1, Engliah is the medium of content-gubject inatruction in Pl
through P8, In addition,
i1, English ils still a subject to be formally studied, like
cootent-subjects,
iii, The point of MT in this case is Pl1,

{c) PEM Features:

i. English is a subject in P1 through P8,
i1, The peint of MT is the beginning of post-primary
education.
The major diatinctions between these policies which are of
interest to IM preparation and their use are, therefore, in the two
roles - subject and medium - which English is called to perform either

simultaneously throughout PE, as with EEM, or consecutively, as with
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LEM, or selectively in favour of 'Subject' throughout PE, as with
PEM. Some of the implications of the "subject" versus "medium" role

distinctions for English course-books are now briefly examined.

4.1.2 Implications for Content Selectiont

(1) English ag a subject

An implication of Engliah having only a subject function is that, at
the stage being considered, English has no practical communicative
use for the learners outside the English lesson. All classroon
activitiea and all content subject instruction are conducted in other
languages. So, to pupilsa/learners English has no immediate relevance
and its learning cannot be inatrumentally motivated. Content-wise
the programme‘'s language item selection may be structural or notional,
but invariably the former., Selection on the basis of immediate com-
municative need would seem to have been weakened by the fact that the
language at the particular stage being considered does not have a
medium function,

(11) When English has medium of instruction functions

1t means that it is used by the learners and their teachers for most
activitiea within the c¢lass outside the formal English lesson periods,
Such a use aituation should be reflected in the content of IMs

deaigned for the class. The selection of content is hased on practical
communication needs rather than on teachabllity or simplicity. This
impliiea a wider range of language to reflect the range of functions
being performed by the medium language.

(1ii) Methodelogy

{a) When English has only a subject function, the English lesgon be-
comes a geparate independent activity distinct from, but similar to,

content-subjects such as mathematics and social studies., It 1ia
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taught with reference to itself alone as a subject and does not
need to liaise with other subjecta. It still needs to be taught in
concrete situations, but such situations are necessgarily contrived,
not genuine, Extending what is learnt in such contrived situations
for genuine communicative functions is quite often difficult since
these functions are already being performed by another language.
(b) When English has medium functions in addition to its being a
subject, the English programme becomes a service programme to content
subjects, to which it is directly related, if not totally integrated.
In this situation, language acts/items practised during the English
lesgon are applied in real communicative use in an instruction
setting. Language teaching/learning is reinforced by its use both
within and outaide of the language lesgon, and its use can be demon-
strated and practised in authentic situations. There is, in other

words, a total exposure to English during the school hours,

(iv) Skills Coverage
Oracy and literacy both complement/reinforce each other and are both
required in an English medium situation, This 1is because, English
being the medium language, both the oral and the written modes are
required for instruction in content subjects. When English is not a
medium language, literacy in it can afford to be delayed until

literacy in NL has been established.

4.1.3 The Instructional Features in the Checklist

To be used as IM evaluation criteria, the medium policy features
listed and further described above are converted into the checklist

in Table 4.1 (below). The checklist consists of 14 instructional

features, which are now briefly explained.
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Feature 1: Language function is ‘subject’ in P1-P3

This 1s a LEM Policy feature. An English course written for an
instruction situation in which LEM is the adopted policy may realize
this feature in the following ways.
(a) The development of the literacy gkills in English is delayed until
these skills have been developed first in Nigerian Language (NL), It
a book in the course series is designed for the first year (Pl1), one
would expect the book to concentrate wholly on the oral use of English,
Reading and writing will start to feature, at the earliest, in that
book in the course series which is designed for the smecond year (P2),
(b) Oral English is not likely to be introduced until towards the
end of the first year (PL).
{c) The wain books in the course series are not likely to be more
than five for the whole primary coursge, i.e. those wlth literacy unite.
(d) Selection of the content of those booka in the series which are
designed for Pl and P2 need not reflect the language needs of
content-subjects in these classes since instruction in them is
delivered in KL.
{e) However, the book designed for P3 should prepare for medium
trangition to be effected at the beginning of P4 by
(1) specifying for teaching some of the language items required
in content-subject instruction in English,
(1i) drawing from content-subject fields the topics round which
language work is built,
(1ii) increased literacy skill development in English (see also
Feature 5 below).

Feature 2: language function is 'subject' in P1-P§

Thia ia a PEM Policy feature which an English course deslgned for

PEM may realize in the following ways.
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(a) Literacy skills in English are not developed until these skills

have first been developed in NL. The whole of the first and part of
the second year (Pl and P2) are likely to be needed for the initial
literacy training in NL, This means that the training of these skills
in English may not begin until towards the end of the second year, at
the earliest. Oral English teaching may, however, begin much earlier,
Thus only the booksin the English course meant for use from the 2nd or
3rd year of PEM instructional programme should contain literacy
training component.

(b) The English course need not relate its content to the needs of
content-subjects any time during primary schooling since these needs
are catered for by the language performing medium functions, NL in

this case.

Feature 3: Language function is medium in P4-P6

This is another LEM feature. Under the LEM Policy English has
'subject' functions in P1-P3 (Feature 1) and 'medium' functions in
P4-P6, An English course can realize Feature 3 by increasing and
broadening its content to be able to cope with the increased demand
made of English as a medium. The course approach and methodology
should encourage the communicative use of English by suggesting to the
teacher how this can be done. For instance, suppose the language
items "take away .... from", "how many .... are left" etc have been
included in the course as a service to Mathematics/Arithmetic (see

Feature 10 below), The Teacher's Notes should suggest that these items

are either taught during an Arithmetic period when 'subtraction' is
the operation being mactised, or are taught first in an English
period and later applied for real communicative use in an Arithmetic

lesson in which subtraction is taught. These suggestions are crucial,
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for in them lies one of the major features characterizing the

teaching o language (English in this case) as a subject i{n an instruc-
tion situation in which the language being taught has a real communica-
tive function for the class in which it is taught (Omojuwa, R.A., 1979),
Thelr omission will thus amount to a failure by a course-book to link
language teaching with content~-subject instruction in practice, "in
practice" 1s emphasized to draw attention to the two stages involved

in IM relating language teaching/learning to content-subjects. The
firat stage fa for the language used in specific content subjects to be
reflectad 1In a course-book (content). The second stage is for the
course-book to indicate to the teacher how thias specification is to be
realized in practice{method) and to specify the type of classaroom
organization conducive to the realization of this speciflcation. The
first atage la required for MT preparation, Both stages are necessary
for medium "servicing" (i.e. the uge of a language for medium

functions and the preparation of pupils for this language role),

Feature 4: Language function is medium in P1.P6

This is an EEM feature, which can be realized by a course-book in the
following ways.

(a) Language work is done iﬁ authentic situations especially in the
lower primary classes., This implies that language work 1s woven
round genuine activities and claas routine (e.g. creative activities,
cutdoor activities, home corners),

(b) Literacy skilla are developed first in English. Thia can start
as soon as somwe ‘oracy' has been imparted, mey-he in the second half

of the first year at school.

Feature 5: Preparation for MT is at peak in P3

This is the third LEM feature (cf Features 1l and 3), Since under the
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LEN policy MT ia effected at the beginning of M, the language switch
needs to be prepared for in the preceding year(s). The book (in the
course series) desipgned for P2 will carry mast of the MT preparation

burden. For evidence of this preparation, see Feature 1{e) above.

Feature 6: Preparation for MT is at peak in P6

This is the second inatructional feature typifying the PEM policy
{ct Feature 2 above). It ia similar in all reapects to Feature 5
except for the location within the primary courae of the MI' '“prepara-
tion peak" which in Feature 6 is P6 (P3 in Feature 5), since MT isa
effected at the end of P66, For evidence of this preparation in a

course~book gee Feature 1(e) above.

Feature 7: Consclidation of medium change is in M

Thig is the second instructiona) feature characterizing the EEM
policy (cf Feature 4). The feature acknowledges the necessity to pre-
pare for the home-achool language swltch even though, by being abrupt
and simultaneous, EEM implies that this is unnecessary. We take the
view that 1t ia unrealiastic, in the average Nigerian language learning
situation, to expect that MT can be fully effected in EEM Pl. So we
gettle for asomething less: consolidation of medium change in F1,
meaning that full MT is to ocewr later. Evidence, in a course-book
designed for the EEM situation, of this reduced medium function of
English in EEM Pl includes that apecified for MT preparation (Features
5 and 6 above), This will not be repeated here. In addition, in EEM
Pl the firgt literacy experience is in English and this has to be

provided for in the course-book,
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Feature 8: Literacy Skills developed first in English

This is the third instructional feature associated with the EEXM policy
{ct Featurea 4 and 7). We take the view in this study that the
language of instruction in the sarly primary years should be that in
which literacy akills is first developed. This is neceassary for an
integrated akills approach to learning, which is needed even at this
stage, Evidence, in a course-book deaigned for the EEM policy, that
literacy skills (reading and writing) are developed first_in English
includea
{a) an explicit statement that this is the case (e.g. in the
‘introduction' to the appropriate course-book), and more
importantly,
(b) the incorporation of components in which reading and

writing skille are systematically trained,

Feature 9: Literacy skills developed firat in NL

This is an inatructional feature shared by both LEM and PEM. It ia
thus the 4th feature by which course-books writtem for the LEM
policy situation are to be evaluated (cf Features 1, 3, and 5) and
the third by which a course written for PEM is to be judged (ef
Features 2 and 6). Evidence in English course-books that literacy
akills are first developed in NL include
(a) an explicit statement to this effect (e.g. in "introduction"
to such course-books), and, more importantly,
{b) an omission of reading and writing components from the book
(in the course seriea) meant for use in Pl (LEM) and in the
firat two years (PEM). This is to allow literacy in NL to

be introduced and fairly well developed first.
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Fegture 10: Fnglish lessons linked with content~subjects in P4-P§

Feature 11: English lessons linked with content-subjects in P1l-P6

These two featuresa characterize LEM and EEN policiea regpectively.
Feature 10 is the fifth inatructional feature (cf Features 1, 3, 5§ and
9) assoclated with LEM and by which course-books written for the LEN
instructional situation are to be evaluated. Feature 1l is the 4th
one (cf Nog. 4, 7, and B) characterizing EEM and by which course-books
degigned for the EEN policy situation are to be evaluated. Features
10 and 11 relate to a specific aspect of 'medium servicing', that is,
one of the functions performed by a language as part of its medium
role.

Evidence in course-books of English being linked with
content-subjects include

(a) specifying the language items required for instruction in

specific content-subjects,

fﬁ) "weaving” the language work in some leasons of the book

round topics treated in content-subjects, and

(¢) sauggesting in the Teachers' Notes that (a) and (b) should

be introduced when the apecific content-subject to
which they are related 1s being taught, that is, not during
the language leason itself. Alternatively, the items canm be
introduced in an English lesgon and later (in the day or in
the wek) used when teaching the content subject (see

Feature 3).
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Features 12 and 13: Language content is selected on the basis of

communicative need in P1-P8 (Feature 12) and in P4-P & (Feature 13)

Like Nos 10 and 11, these two features are associated with LEM and
EEM policies, Number 12 is the fifth instructional feature of EEM
and No 13 is the sixth associated with LEM. Immediate communicative
needs in the primary instructional context include

(a) instruction in content-subjects,

(b) classroom organization and routine,

(c) activities Outdoor or indoor) in which children engage in

peer groups within or outside the classroom, (e.g. games).

The inclusion of the language and topics relating to these domains
in a course-book is evidence that immediate communicative needs of
the learners are a selection criterion adopted by such a course-~book

at the appropriate primary stage (P4-P6 for LEM and Pl-PS6 for EEM).

Feature 14: Approach to MT is abrupt:

Course-books should demonatrate in their content, structure and approach
that, on the whole, they
(a) are aware that the policy, the instructional features of
which they seek to realize, expects a full medium change
at one point during the PE course (in Pl for EEM, P4 for
LEM and end of P6 for PEM), and
(b) assist in bringing this about.
Feature 14 is thus a summary of the instructional features earlier
described, particularly those relating to MT and the medium functions
of English. A course-~book is not likely to be positively scored for
this feature unless it has already been positively scored for
(1) Features 1, 3, 5, 10 and 13 in the case of those written,

or purport to have been written, for the LEM instructional

situation;
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(1i) Features 4, 7, 8, 11 and 12 in the case of the courses

written for EEM, and
(11i) Features 2, 6 and 9 when a course~book is being evaluated.
for the PEM policy.
In all, a total of 14 instructional features are identified with the
three peoliciesa. Seven of these are agsociated with LEM; six with EEM,
and four with PEM. Table 4.1 summariZes these features and matches
them with the policies they characterize. English course serlies were
evaluated only in terms of these features. The section that follows

briefly describes how this was done.

4.1.4 Using the Checklist to Evaluate IMa

Each numbered item on the checklist is sub-divided into (a) and
(b), Items under (a) identify features associated with particular
medium policies and clasaroom language situations for which specific
IMp have been written or claim to have been written., Items under (b}
evaluate such IMs for compliance with the corresponding itemas under
(a). For instance, if there is evidence (internal by way of intro-
ductory claim by the mthor, or external in the form of atatements
to this effect by educational authorities, or simply by virtue of
particular IMg being adopted for use) that an English course is
desipned for eoither LEM, EEM or PEM instructional aituation, then the
instructicnal features associated with the particular policy situation
are automatically marked for the IM being evaluated. These come under
(a), Item (b) relates to the realization by the IM being evaluated of
" the item under (a). It is marked only after a cleose study of the IM,
The queation to be anawered is "Is the feature identified in (a) as
characterizing an instruetional situation such as that for which thia

IM is said 1 have been written reallized in the IM?" If it 1is, a

*plus' is marked under (b) for the IM.
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Implied b
Features EEEH 4
la Language function is 'subject' in P1-P3
b Textual evidence that this is the case
2 a Language function is 'subject' in Pl-P6
b Textual evidence .....
3 a Language function is 'medium' in P4-P6
b Textual evidence .....
4 a Language function is 'medium' in P1-P6 +
b | Textual evidence .....
5 a Preparation for MT is at peak in P3
b Textual evidence .....
6 a Preparation for MT is at peak in P6
b | Textual evidence .....
7a Consolidation of medium change is in Pl -
b Textual evidence .....
8 a Literacy skills developed 1lat in English +
b Textual evidence .....
9 a Literacy skills developed 1lst in NL
b Textual evidence .....
L0 a | English lessons linked with content-
subjects in P4-P6
b | Textual evidence .,...
L1 a English lessons linked with content-
subjects in P1-P6 +
b | Textual evidence .....
12 a Language content selected on immediate
communicative needs in P1-P6 +
b | Textual evidence .....
L3 a Ditto in P4-P6
b Textual evidence .....
14 a Approach to MT is abrupt -
b Textual evidence .,....

Table 4,1: Checklist to assess the extent of the compliance of language

IMs with the medium policy which it is their aim to translate for class-

room implementation.
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4,1.5 The lInstructional Materials Examined

We shall here concern ourselves with IMa which purport te teach
English at the PE level, By IM ig therefore meant, in this chapter,
ag Indeed in the entire study, Enpglish courgse-~becoka and their
supportsa that are useable for direct inastruction in teacher-pupil
¢laasroonm interaction. This definition eliminates documenta auch as
syllabuses and teachers’ handbooks intended to guide the teacher on
what and how to teach, It, however, includes course-book companicens
varicusly titled "Teacher's Book", "Teacher's Notea', "Teacher's
Guides" since these are components of course books used for direct
instruction, Syllabuses and guides for teachers other than those
which are components of course geries are treated as documents ela-
borating on policy formulations, and these have been examined in the
previous chapter.

The Course-books examined here for their medium poliey approaches
are those currently in use in schools in diftferent parts of the
Northern States of Nigeria. The criterlia for their selection are that
they were listed by (i) educational asuthorities as prescribed
courge-bocks and by (ii) teachers in the language use survey conducted
(Chapter 8) as the main course-books they used for teaching English.

A course~book with ite supports 1a still included for evaluation in
this Chapter even when it ls able to satiafy one part of the selection
criterion., That ia, a course might appear on an educational
authority*a prescribed list but might not be used by teachers, or vice
verasa., Such caseg are quite often observed in certain parta of the

country.
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Course-books Surveyed

The following courses satisfied the above criteria and are there-
fore evaluated in this Chapter.
1.  Straight for English (Longman) Books 1-6;
2. New Oxford English Courge (OUP), Books 1-6;

3. Evans Primary English Course (Evans Brothers), Books 1-6;

4. Macmillans Primary English Course (Macmillan), Books 1-6;
5. Day-by-Day English Course (Longman), Books 1-6,

4.2 Evaluation of Sample IMs

4.2.1 Straight for English (SE) is associated with the Early English

Medium Policy and is used in the States which adopt this policy, such
as Benue, Plateau, Kwara. It used to be the prescribed course for all
the Northern States in the 60s when EEM was the adopted State policy.
Most of the evidence linking SE with EEM is external, the chief one
being the fact of its use in the EEM policy- adopting States. Tiffen
(1968: 3) links SE with teaching English as a medium language when he
remarks :

"Changing from teaching English as a subject to using English as

a medium as soon aa possible in the primary school is not simply

a question of switching from, say, the New Oxford English to the
Straight for English course".

The Northern Nigeria Ministry of Education syllabus, The Teaching

of English in Primary Schools (1962) lists SE in a section headed as

follows:

"The following courses are suitable for schools where reading and
writing, and other subjects as well, are taught in English right
from the beginning ..." (P. 5)

Other courses listed are The New Nation English (Nelson) and The Peak

Course (OUP).
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The statement then goes on:
"No course of type A would be suitable for use in schools of
type B, and vice versa" (P. 5).
This gives a strong impresaion that SE is suitable and specifically
designed for only the EEM policy aituation, Is there internal evidence,
in the form of introductory declaration or statement of gim and about
target use situation, in support of thia external claim? There are no
direct and specific statements in SE linking the series with any
particular language policy. But there is circumstantial evidence,
such as
(1) 1literacy skilla in English are begun in Pl, making English
the laaguage 1n which literacy is first developed in the
primary child (SE, Teacher's Notes, P. 2);
(11) the number of English lessons assumed (that is, ten a week)
makes it seem unlikely that the book is intended for an
English as a subject situation which in Nigeria attracts a
szaller number of English lesasons a week. |
It w1l thus b conclwled that SE is written for the EEM policy schools
and its evaluation will be based on this conclusion. The criteria
ugsed for evaluation are those desgcribed in 4.1.3 and summarized in
Table 4.1. The result o our evaluation of SE is summarized in Table
4.2. 1t shows that SE rates very poorly in terms of its ccmpliance
with the requirements of ths language policy which 1t purports to
implement md translate into direct clasaroom inatructional units; it
specifiea only one of the aix features identified as characterizing
the EEM lnstructional situation, The cause/origin of this mismatch
as wll as its likely conaequence on the choilce and use of English

by teachers at the classroom level will be examined in 4.3 below,
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Table 4.2 further shows that although SE is commonly associated
with theEEM policy by use, it only is able to reflect one (Feature
8) of the 6 features that relate to EEM. SE begins the literacy skill
development #n English early in Pl (Feature 8). Doing so suggests
that literacy skill development in NL is delayed till later on in the
PE Course. It is, however, possible that the literacy programme in
English is begun simultaneously with that in NL., This is a remote
possibility since educational planners at the PE level in Nigeria
seem to be aware that a literacy programme should not be so planned.
It is also possible that SE can be used in a LEM policy situation by
delaying its English reading and writing programmes till later in
order for the NL literacy programme to be introduced first. This
again is unlikely since it requires an extra guide to teachers on how
to use the SE series. There is no evidence from the researcher's
personal knowledge of primary schools and also from interviews he had
with Chief Education officers in charge of PE in the Northern States
that such a guide exista, It can therefore be accepted that in making
provision for an early literacy programme in English SE is realizing
a feature that characterizes the EEM policy.

One of the 6 features associated with EEM, as indeed with the
other medium policies, that is, abrupt MT, cannot be scored positively
or negatively for SE compliance, for although there is no evidence in
the course series of MT being effected gradually, there is also none
to suggest the contrary view that MT is approached abruptly. Indeed,
the impression gained from a study of SE is that English is a subject
throughout the primary school course. This is because there is no

attempt te link the series with content-subjects and to provide the
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latter with the language required for their tnstructionl.

With regard to the remaining four features instructionally
characterizing the EEM policy, that is, Nos 4, 7, 11 and 12 in Table
4,2, there is no textual evidence that these features are realized by
the SE course.

Table 4.2 also shows that SE reflects two features (Features 1
and 2) that mstructionally characterize LEM and PEM policies res-
pectively. This is the corollary of its failure to realize the EEM
Features 4, 11 and 12,

To summarize this sub-section on the relationships between
instructional features of the educational language policies of LEM,
EEM and PEM and those that underlie the content and methodology of SE
which seeks to translate these policy features for direct classroom
implementation; of the 3 features positively marked for and identified
with SE (Table 4.2, Features 1, 2 and 8), only one (No. 8) character=-
izes the EEM policy which SE is by use and by popular claim associated
with, The other two features characterize LEM (Feature 1) and PEM
(Feature 2) policies. There would, on the basis of the foregoing
findings, appear to be no textual justification for identifying SE
exclusively with the EEM policyz. Furthermore the findings point to

crucial areas of mismatch between language policy formulation and

1 Northern Nigeria Ministry of Education (1962) regrets that SE fails
“"to give help in the teaching of other subjects (such as Physical
Education or Number ) by means of English, and fails to introduce all
the words and patterns needed for class control in the early stagea",
(P. 8).

é This finding corroborates Tiffen's observation on SE to the effect
that ".. the Straight for English course is not strictly an
English-medium course. It does not attempt to integrate all the school
'‘subjects'" (Tiffen, B.W. 1968: 3),.
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Implied by
Features
LEN EEM PEM 5 E*
|11 a | Language function is ‘subject' in P1-P3 + N
b | Textual evidence that this 1s the case )
2 a Language function im 'subject' in P1-P6 + ) .
b Textual evidence ,,... )
3 a Language function is 'medium' in P4-P6 +
b | Textual evidence .....
4 a Language function 18 'medium' in P1-P6 +
b Textual evidence ,.....
5 a Preparation for MT is at peak in P3 +
b Textual evidence .....
6 a Preparation for MI' is at peak in P8 +
b | Textual evidence .....
7a Consolidation of medium change is in Pl +
b Textual evidence .....
8 a Literacy skilla developed lst in English + ) +
b Textual evidence ..... )
9 a Literacy skills developed lat in NL + +
b | Textual evidence .....
10 a | Engliash leasona linked with content~
subjects in Pl-P6 +
b Textual evidence .....
.1 a | English lessons linked with content-
subjecta in PF1-P4§ +
b | Textual evidence ..,..
(2 a language content selected on immediate
comaunicative needs in P1-P6 *
b | Textual evidence .....
13 a Ditto in P4-PS +
b | Textual evidence .....
4 a Approach to NT is abrupt + + + bl
b | Textual evidence ..... | > ?

Table 4.2: Checklist to assess the extent of the compliance of ianguage
IMg with the medium policy which it is their aim to tranalate for clasa-

room implementation. The extent of the compliance of Straight For English
with the EEM pelicy is shown in thia Tabla,

* SE - Straight for English
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elaboration on the one hand, and SE as an exponent of these policies

at the IM Implementation Level, on the other,

4,2.2 New Oxford English Course (NOEC)

The New Oxford English Course consists of 6 Pupils’ Books and the

same number of Teacher's Notes. There are no companion Workbooks.

Nor are there story books directly written as supports for the pupils'
books .

NOEC is associated with the LEM policy mainly by use and also by
claim defending its use with LEM. It is used only in those atates in
which LEM is the adopted policy. It is also the main course used by
the Ahmadu Bello University Zaria-based "Primary Education Improvement
Project" in those of its primary classes in which the medium of
instruction in the first 3 years is NL, The Northern Nigeria Ministry
of Education (1962) lists NOEC among those courses approved for use
"in schools where reading and writing are first taught in the verna-
cular" (P. 5). Margaret Rogers (1968: 34) observes with dismay that

that New Oxford English Course and Oxford Arithmetic are not linked

at the language level in spite of the fact that both books are pro-
duced by the same publisher for the same learning situation. She goes
on to explain why:
"The reason for this is, of course, that the two courses were
never intended to gorrelate. Oxford Arithmetic is intended to be

taught in the vernacular, and the New Oxford English Course was
not written for English-medium teaching."

The external claims and association by use (in LEM schools only)
do not have supportive evidence from the introduction to the course,
Neither is there anything in the content and approach of NOEC that

makes it distinctly more suitable for LEM than for any other policy.
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On the contrary, there are major reading and writing components in

Book One (Teacher's Notes, PP xi-xiv; 4-15), which suggest clearly

that literacy is intended to be developed in English first. This, as
can be seen in Table 4.3, is an instructional feature associated with
the EEM policy. Early literacy in English, as opposed to that in NL,
was the main criterion used by the Northern Nigeria Ministry of
Education (1962), as has been stated earlier, in prescribing SE for
EEM Schools (Initial Literacy in English) and NOEC for LEM gchools
(Initial Literacy in NL). It would appear that NOEC has been credited
with an instructional feature which it has not yealized.

Table 4.3 shows that NOEC realizes only one out of the seven
instructional features that characterize the LEM policy; that is, that
English has a 'subject' function in P1-P3 (Feature No. 1). With regard
to one other feature associated with each of the 3 policiea, that is
that their approach to MT is abrupt, there is hardly any clear way by
which its representation in NOEC can be verified. Thias is because the
course does not at any stage show any evidence of medium change. Hence
a question mark is recorded for NOEC with regard to this feature
(Feature No. 14, Table 4.3). The remaining five instructional features
of LEM which cannot be traced in NOEC are:
language function is medium in P4-P6 (3);
preparation for MT is at Peak in P3 s);
literacy skills developed first in NL (9);

English legsons linked with content-subjectas in P4-P6 (10); and
language~-content selected on communicative needs in P4-P6 (13).

However, in NOEC we can trace two instructional features which are
characteristic, not of LEM with which NOEC is popularly associated by
use and claim, but of PEM (Feature 2) and EEM (Feature 8). Thus, like

SE (4.2.1), of the three features positively marked for NOEC in Table
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Features xplisd by "
LEM EEM PEM NOEC
1 a | Language function is 'subject' in F1-F3 + ) i
b Textual evidence that this is the case )
2 a { Language function is ’subject' in Pl1-PE + ; +
b Textual evidence .....
3 a Language function is 'medium' in P4-P6 B
b Textual evidence .....
4 a Language function is 'medium' in P1-P6 +
b Textual evidence .....
5 a Preparation for MT is at peak in P3 +
b Textual evidence .....
6 a Preparation for MT is at peak in P6 +
b | Textual evidence ,....
7 a Consolidation of medium change is in Pl .
b Textual evidence .....
8 a Literacy skills developed 1lst in English + ) "
b Textual evidence ..... )
9 a Literacy skills developed 1st in NL + +
b Textual evidence .....
10 a English lessons linked with content-
subjects in P;—Pﬂ re
b Textual evidence ,....
11 a English lessons linked with content-
subjects in P1-P6 +
b | Textual evidence .....
12 a Language content selected on immediate
communicative needs in P1-P6 *
b | Textual evidence .....
13 a Ditto in P4-P6 +
b Textual evidence ..... !
14 a | Approach to MT is abrupt + + : ¥
b Textual evidence ..... B |

Table 4.3: Checklist to assess the extent of the compliance of language

IMs with the medium policy which it is their aim to translate for class-
rocom implementation. The extent of the compliance of New Oxford English
Course (NOEC) with the LEM policy is shown in this Table,

* NOEC - New Oxford English Course
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4.3, only one (Feature 1)} characterizes the LEM policy of which
NOEC is reputed to be an exponent, It would therefore be more
correct to say that NOEC is a limited exponent of each of the three
policiea with reapect to only one inatructional feature than to link
it excluaively with LEM. Can NOEC in the light of the above dis-
closure be used with any of the 3 policiea? To be able to do this,
the course would b expected to reflect quite a few of the features
characterizing the 3 policies, of which there are at least 14, But
NOEC in its pregent foram reflects only 3 of these features,too few
for it to be linked with any one policy.

.Our conclusion on the relationships between NOEC and the medium
policies is that the course doeg not appear to have been written for
any one of the Jexisting policies. The claim that it was written for
use exclusively in LEM schools is found to have no supportive textual

evidence and is therefore diamissed.

4.2.3. Evans Primary English Course (Evans, for short)

Like SE and NOEC, Evans consists of six pupils' Books and six
companion Teacher's Books. There are workbooks and story-book sets
to go with the pupils' books.

Evans is not very widely used in any of the Northern States. The
few instances of 1ts use recorded in the language use survey reported
in Chapters 5 and 6 of the present study came from two states - Kaduna
and Niger. In all the cases, Evans was used in LEM policy schools,
although NOEC was the more popular in these schools. In the Southern
Nigerian states Evans is, similarly, not very widely uaed, having been
pushed to the 2nd or 3rd position by the popular NOEC. But all the
Southern States in which it is 30 used are those in which LEM is the
adopted PE language peolicy. So, by use Evans 1s very cloasely as-

sociated with the LENM policy.
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By textual claim, Evans is written, for the instructional
situation when pupils

"hegin to read and write English soon after they start to read

and write their own language" (Evane, Teachers' Book Ome,

New Edition: P, 3),
The plan of Evans is such that reading and writing in English
doea not begin until pupils' second year during which time they must
have been introduced to literacy in NL., The plan accords, in this
reapect, with that expected under the LEM policy in which English has
only a subject role in P1-P3, Textually, the fact that English is a
subject in P1 (and not a medium) 1s attested by the course not
linking the language content taught in this class to content-subject
instruction. From P4, however, the Evans course writer seems aware
of the need for English-as-a-gubject lessons to be linked with
instruction in content-subjects, thus

"drawing the children's attention to the broader learning which

now beging in other subjects in the primary school" (Evans,

Teachers' Bocok 4, P. 6).
That this ia indead the case is confirmed by the Table of Contents of
Book 4 which shows most of the topics round which English lessons are
built as relating to content-subjects (Evana, Teachera' Book 4, Page
21), This reflectz an inatructional feature typifying the LEM policy.

As Table 4.4 showa, Evans has three positively marked
instructional features (Features 1, 9 and 10), all of which charact-
erize the LEM policy. There are two points that should be noted with
regard to the relationships bstween the Evans Primary Engliah Course
and the exiating educational language policies, First, all the 3

features marked positively for Evans are LEM featurea, which suggest
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that Evans may have been written exclusively for the LEM situation.
This contrasts with the other Course-books examined so far (that is,
SE and NOEC), each of which reflects a feature of each of the three
existing policies. Secondly, as an exponent of the LEM policy, Evans
is marked for only three of the seven instructional features assocliated
with LEM. Although this makes Evans a more faithful exponent of the
LEM policy than NOEC, which is often popularly regarded as written
exclusively for the LEM situation, there remain areas of mismatch

between LEM and Evans.

4,2.4. Macmillan Primary English Course (Macmillan)

Macmillan Primary English éourse (Macmillan, for short) consists
of six main books for pupils and 6 companion Teacher's Books. In
addition, there are Workbooks, one for each of the six primary grades,
and story books graded for each of P3 through P6.

Macmillan is not much used in the ten northern states from which
our language survey samples reported in Chapters 5 and 6 below were
drawn. The few instances of its use came from Kwara and Plateau
States, in both of which EEM is the adopted policy. Macmillan is
widely used in Bendel and Rivers States, Both of these are 'minority
language' states in which EEM is also the adopted education language
policy.

Textual evidence points to Macmillan being identified with the
Early English Medium policy. Literacy in English in the first year at
gchool is m objective of the course. Book One of the course,

teachers are told,

"will help your pupils with oral work, reading and writing in

their first year of English" (Macmillan, Pupils' Book One, Inside
Front Cover).
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implied by
Features Evans

LEM EEN PEM PEC

Language function is ‘subject’' in Fl1-P3 + )
Textual evidence that this is the case
Language function is ‘'subject' in Pl-P& +

- N -

Textual evidence .....
Language function is 'medium' in P4-P§ +
Textual evidence ,....

Language function is ‘'medium’ in P1-P6 +

T d» T B

Textual evidence ,....

Preparation for MT is at peak in P3 +

L~ 2

Textual evidence .....
Preparation for MT ias at peak in P8 +
Textual evidence .....

Consolidation of medium change is in Pl
Textual evidence .....

Literacy skilla developed lat in English +
Textual evidence .....
Literacy skills developed 1st in NL + +
Textual evidence (...

English lessons linked with content-

- T - I T - B I - S R -

S N N L

subjects in PL-P6 +

o

Textual evidence .....
a English lessons linked with content-
subjects in P1-P6 +

b Textual evidence ..:+.

Language content selected on immediate
communicative needa in P1-PG +
Textual evidence ,....

Ditto in P4-P6 +

Textual evidence .....

o b o M P

Approach to MT is abrupt + + +

Y

Textual evidence .....

Table 4.4: Checkliat to assess the extent of the compliance of language IMs
with the medium policy which it is their aim to translate for classroom im-

plementation. The extent of the compliance of Evans Primary English Course

with the LEM policy ia shown in this Table.
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"The exercises in the Workbook", teachers are also told, "are intended
to develop and practise the skills needed in the first year of the

Primary English Course", (Macmillan, Workbook One, Inside back cover).

These akillas are then listed as 'Reading, 'Writing', 'Reading and
Writing' and 'Thinking'. The fact that Book One of the course is
intended for the first year of primary schooling is explicitly stated

in Teacher's Boack One:

"Book One of this Primary English Course is intended for children

in Elementary One who have little or no knowledge of English",

(P. 1).
Macmillan is, thusa, by use and textual claim assoclated with the EEM
policy. To what extent is this association suggested by the content,
methodology and structure of Macmillan? As has been stated earlier,
literacy in English is pursued right from Pl in the manner of EEM.
But the English language function is essentially 'subjectt!, not only
in P1-P3 as specified by LEM, but aglso in P1-P6é in the manner of PEM,
The course does not make attempts to consclidate MT in Pl aa a strict
agherence to EEM will lamply. Nor does it attempt to select its
language content on immediate communicative needs, eapecially in the
lower classes. Finally, English lessons are not linked with content-
subjecta particularly in the early yeara. The rigidity with which
English is controlled makea it difficult for the language to perform a
medium function in the c¢lassroom or during the Engliah lesson., The
teacher is told, for instance, to

fitry, wherever poagible, to use the exact phrase which has been

taught. A slight alteration in structure during the first few

years may make the whole sentence unintelligible. I the
children have learnt to answer the question "Where are you from?!
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Features s
EEM PEM Macmillan
1 a | Language function is 'subject' in P1-P3 I 3
b Textual evidence that thia is the case )
2 a | Language function is 'subject' in P1-P6 + )
b Textual evidence ..... )
3 a Language function is 'medium' in P4-P6
b Textual evidence .....
4 a Language function is 'medium' in P1-P6 +
b Textual evidence .....
5 a Preparation for MT is at peak in P3
b Textual evidence ,....
6 a Preparation for MT is at peak in P6 -
b | Textual evidence .....
7 a Consolidation of medium change is in Pl -
b Textual evidence ,....
8 a Literacy skills developed l1lst in English + )
b Textual evidence ,,... )
9 a Literacy skills developed 1st in NL +
b Textual evidence .....
10 a English lessons linked with content-
subjects in PL-P6
b | Textual evidence .....
11 a English lessons linked with content-
subjects in P1-P8 +
b Textual evidence .....
12 a Language content selected on immediate
communicative needs in Pl-P6 +
b | Textual evidence .....
13 a Ditto in P4-P6
b Textual evidence .....
14 a Approach to MT is abrupt + + )
b Textual evidence ..... )

Table 4.5: Checklist to assess the extent of the compliance of language IMs
with the medium policy which it is their aim to translate for classroom imple-

mentation. The extent of the compliance of Macmillan Primary English Course
with the EEM policy is shown in this Table.
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they will be confused if you say 'Where do you come from?'”
(Macmillan, Teachers' Book 1, P. 1) 3

Table 4.5 contains a summary of the extent to which Macmillan
reflects the instructional features of the EEM policy. The Table
shows that the course is positively marked for 3 features and that
these features represent, between them, the 3 policies of EEM, EEM
and PEM, One is therefore forced to conclude that Macmillan is not a
faithful exponent of the EEM policy or of any other policy. It is
perhaps best to see the course as not having been written with the

instructional features of any particular policies in view.

4.2.5 Day by Day Primary English Course

Day-by-Day (for short) has 6 Pupils' Books and 6 accompanying
Teachers' Books. By adoption for use, the Course is associated with
both PEM and LEM policies. It is the main course used by the Ife
University Six-year Primary Education Project, which adopts the PEM
policy. But it is also used in some parts of the Westernm Nigeria
States, where LEM is the adopted language policy. There is, however,
no textual claim in support of an exclusive association of Day-by-Day
with either PEM or LEM. Indeed, the provision for initial literacy
in English at the beginning of PE considerably weakens this associa-
tion.

As the Southern Nigeria version of Longman's Straight for English,

Dax-b!-an has all the features that have been observed in the former.
It is unmecessary, therefore, for me to repeat my comments on these

features, which are summarized in Table 4.6 (below).

This contrasts with the non-structural (i.e. notional/communicative)
approach which advocates the use of various ways of expressing the same
notions as language learning/teaching strategy. (See, for instance,
Wilkins, D. (1972: 90fy 1976, 1978: 1-13), Munby, J, (1978: 116f)
Omojuwa, R. (1975), Leech, G. and Svartvik (1975).
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Features laplied by
LEM EEM PEM Day by Day
1 a | Language function is ‘'subject’ in P1-P3 + ' )
b Textual evidence that this is the case ) M
2 8 Language function ia ‘'gubjeect' in Pl1-P6 + 3} +
b Textual evidence ..... )
3 a Language function is 'medium' in P4-P6 -
b | Textual evidence ..... !
4 a Language function is 'medium'’ in P1-P86 -
b | Textual evidence  se..
& a Preparation for MT is at peak in P3 + ,
b Textual evidehce .....
6 n Preparation for MT is at peak in P8 +
b | Textual evidence ..... |
7a Consolidation of medium change is in P1 +
b Textual evidence ,....
Ba Literacy akilla developed 1lst in English + +
b Textual evidence .....
9a Literacy s8kills developed 1lst in NL + +
b | Textual evidence .....
10 & English lezacng linked with content-
subjects in Fi-P6 +
b | Textual evidence .se..
Il1 a Englieh lessons linked with content-
subjects in P1-P8 +
b | Textual evidence ..... .
12 a Language content selected on immediate .
connunicative needs in Pl-P8 +
b | Textual evidence ...;.
13 a Ditto in P4-P§ +
b Textual evidence .....
14 a Approach to MT i1e abrupt + + + ) »
b Textual evidence ..... )

Table 4.6: Checkliat to assesa the extent of the compliance of language INs
with the medium policy which it is their aim to translate for classroom imple-
mentation. The a&tent of the compliance of Longman Day by Day Primary English

Course with the LEM/PEM policies ia shown in thig Table,



103
The conclusion on Day-by-Day is that there is hardly any textual
evidence to support a link between it and any one of the existing
policies. 1Its adoption by the Ife experimental project (PEM) does
not on its own reduce the mismatch between the instructional features
of @ach of the existing policies and those translated for classroom

implementation by the Day-by-Day course.

4.3 Mismatch between medium Policies as formulated and Elaborated at

the Political and Syllabus Levels and as translated by IMs for

Classroom Use

4.3.1 Conclusions

Table 4.7 displays the features traceable in all the five Course-
books evaluated for their relationships with the three existing
educational language policies. All of the five courses are shown to
reflect only three instructional features each. Four of the five
courses - SE, NOEC, Macmillan and Day-by-Day - share common features,
each of which typifies one or the other of the 3 policies. The fifth
course - Evans - shares one feature in common with the other four
courses, and the mmaining two with none.

The conclusions that can be drawn from the above relationships
include the following.
(1) It seems difficult for an English course-book to truly reflect the
features characterizing the Early English Medium Policy (EEM) in the
Nigerian context. This is because the English use situation (both at

home and in peer group interaction within the class/school) 1is negative

and cannot therefore support an effective realization of the instruct-

jonal features of the ERM policy in lower primary classes, For

instance, of the five instructional features traced in all the five
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Features ;0" English Course-Books
21 SE NOEC | Evans | Mac. |D-by~-[

a | Language function ia ‘subject' in P1-F3 | |,
b Textual evidence that thias is the case + + + + -
a Language function is 'subject' in P1-F6 | P
b Textual evidence ,.... + + + + +
a Language function is 'medium' in P4-P86 L
b Textual evidence .....
a language function ig 'medium' in P1-P§ E
b Textual evidence ,....
a | Preparation for MT is at peak in P3 L
b Textual evidence .....
a Preparation for MT ig at peak in P8 P
b Textual evidence .....
a Congsolidation of medium change is in Pl | E
b Textual evidence .....
a Literacy akillas developed lst in English| g
] Textual evidence ,.... + + - +
a | Literacy skills developed lst in NL L/P
b Textual evidence .o.es +
a Engliah leasons linked with content-

subjects in Pj-P6 L +

Textual evidence ,4...
a English lessons linked with content-

subjects in P1-P8 E
b | Textual evidence .....
a Language content selected on immediate

commuynicative needa in Pl1-P6 E
b Textusl evidence ,,....
a Ditto in P4-P6 L
b Textual evidence .....
a | Approach to MT is abrupt AL ? ? ? ? ?
b{ Textual evidence .....

Tahle 4.7:

Checklist to assess the extent of the compliance of language IMs

with the medium policy which it is their aim to translate for classrcom imple-

mentation,

with the three policies is shown in this Table.

KEY :

L = LEM: E = EEM: P = PEM: L/P = LEMN/PEM

The extent of the compliance of SE/NOEC/Evans/Macmillan/Day-by-Day

ALL = All the 3 policles.
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Courses evaluated, only one (Feature 8) characterizes the EEM Policy.
Not even SE, which by popular adoption and extra-textual claim is
regarded as the leading exponent of the EEM policy, has been capable
of reflecting more than one of the six instructional features charact-
erizing EEM. The EEM Policy with its abrupt and simultaneous approach
to MT has been shown to be totally inappropriate in the Nigerian
primary school language situation (Chapter One, above)., The mismatch
between this policy and IMs which attempt to translate it for class-
room implementation is a testimony to this fact.
(ii) The fact that only 3 features developed in some of the courses
evaluated typify LEM (Features 1, 9 and 10) out of a total of 7
identified with the LEM policy (Table 4.1) and that there are only 2
PEM features (Features 2 and 9) out of 4 that instructionally charact-
erize the PEM policy would tend to suggest that neither LEM nor PEM is
any easier for instructional materials to effectively realize for

implementation at the IM Level,

(iii) As can be seen in Table 4.7, virtually all of the course~-books
evaluated select instructional features characterizing all 3 policies.
This is sometimes in spite of claims by publishers/writers that such
courses are designed specifically for a particular one among the
policies. The sharing by course-books of common features drawn from
the different policies would tend to point in the direction of an
integrated language policy as potentially easier to implement at the

4
IM level and, by implication, at the Classroom Level.

(iv) In assessing the relationships and the extent of the mismatch
between IMs and existing medium policies, it is important to bear in

mind the fact that until quite recently English Course-books had

This is examined in some detail in Chapter 8 below.
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developed independently of local medium policy formulations. State
primary syllabuses are known to have pandered to the tastes of aome
of the existing courses, drawing heavily on the latter'a specifica-
tions, rather than the other way round.5 Furthermore, all the
features omitted by IMs were alaoc found to have been omitted by
English ayllabuses (3.2.3 and 3.2.5), whose specifications should

ideally underlie IM contents and approaches (e.g. to MT),

4,3.2 Consequence for classroom instruction of the Mismatch Between

Policy Formlation and its Implementation at the IM Level

This will be examined in Part 2 of the present astudy. BSuffice it
to say at this point that our study has uncovered two standards of
Engliah language uae by teachers at the Classroom Level, One of these
bears the strict influence of course-~books, while the other cannot
be traced to the influence of elther 1Ms or of Policy formulation
above the IM Levels. It can be predicted that primary teachers will
implement language policy features only if these features are found
in te English courses which dictate to them what English to teach and
how.

In the Chapters to follow, the investigation of medium policy
implementation is conducted at the Teacher Classroom Level in order to
assess the extent of the mismatch between policy formulation and policy
implementation. It is expected that this will lend further support to
the main thesis of this study, namely that the existing policies approach
M inappropriately and that therefore they have not been effect-

ively implemented,

5 See Omojuwa, R.A. (1978), reproduced as Appendix A2 below.

6
See Omojuwa, R.A. (1979}, reproduced as Appendix A3 below,



PART 11
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5,0

Introduction to Part Two

The Investigation so far:

In Part One, we atated that the concern of the present atudy is
to assess the relationship between educational language policies at
the primary educational level both as they are formulated and aa
they are implemented. Our concern, we stated further, ia alaso to
account for a mismatch, 1f this is found to be the case, between
policy formulation and the ioplementation of what has been formulated,
Our final concern is to sugpgest an approach to educational language
planning, which seems capable of effective implementaticon,

We started the investigation by examining policy formulation at
the Political Level (Chapter 3). It was found that at the Political
lavel policies distinguish between Late Engliash Medium (LEM) and Early
English Medium (EEM) but do not specify approaches to medium transi-
tion., Nelther is there specified at this Level the means by which
policies formulated are to be carried out. Such things as course
content and methodology, the system of supervigion and control of
standards are generally not detailed, probably rightly too, since
these are considered as details to be worked out at the lower lLevels,

The inveatigation was then carried one atage down the decigion
line to the Syllabus or Policy Elaboration Level (Chapter 3). It was
found that the diatinction between LEM and EEM are emphasised only in
terms of the points of Medium Transition (MT) for both policies. In
teras of syllabus content and methodology, LEM and EEM are not

distinguished at any primary satage. Furthermore, the language used
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in specifying syllabus contents for both LEM and EEM programmes 1a
invariably English, even when the content subjects being specified
are to be taught in the Nigerian Language.

Policy implementation at the Instructional Material Praparation
Level was next probed {(Chapter 4). Some IMs claim to be written
specifically for either LEM or EEM programmes, but not for both at the
same time. Others make it lmown that they are designed to meet the
needs of both LEM and EEN instructional situations. In almost all
cases claims and declarations were found not to be supported by the
actual contenta, structures and approachea specified in these INg,

It was found, for instance, that no matter for which of LEM and EEM
course-~books are proclaimed to have been designed, their contents,
structurea and approaches are similar and not easily distinguished,
one from gnother, In other words, differences in official gedium
pelicies do not seem to have any distinguishing effects on IM pre-~
paration for the instructional programmes associated with each of
the distinct LEM, EEM and, to some extent, PEM policles. Postpoued
Engliah Medium (PEH).ia treated separately because it 1s a policy
still under experimentation. Although certain public schools are
allowed by their LG Council proprietora to be used for the experi-
ment, none of the 19 Nigeria's State Governments under whoase author-
ity primary education comes have shown any interest in the experiment
or in ite possible universal adopt:lon.1 However, unlike LEM and EEM,

all the three Decision Levels of Formulation, Syllabus/Elaboration,

1 The PEM 1P experiment being conducted by Ife Univeraity lnstitute
of Education contrastg in thia regpec¢t with the Primary Education
Improvement Project being conducted by Ahmadu Bello University,
Zaria, and with the Rivers Readers Project in the Rivers State {(see
5.3 below).
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and Instructional Material Preparation tend, on the whole,under FEM to be
closely linked. This harmony is attributed to experimental effects.,

We have now come to the stage of our study at which
what happens at the Teacher-Classroom Implementation Level is to be
empirically examined. Unlike the investigation at the higher
Decision Levels (Political, Syllabus, and IM Preparation) reported in
Part One above, which inveolved mainly a collection and study of docu-
ments, the investigation conducted at the Teacher-Classroom Level
involved fairly extensive field surveys as well as participant
observed activities.

In the rest of this Chapter the field surveys and participant
observed activities are described in terms of aims, design and
execution procedures, This is followed in Chapter 6 by the analysis
and interpretation of the survey results. In Part Three the results
of the investigation at each of the four Decision Levels with which
this study is concerned are summarised and further discussed in terms
of their overall educational significance (Chapter 7). Chapter 7 then
ends with the Study's main conclusions on the nature, extent and
causes of MT problems at the primary education level in
Nigeria, and hints on suggestions for getting rid of some of the
problems, The final Chapter (Chapter 8) takes up the issue of sug-
gestions, proposes a substitute IP, and describes in some detail the
features of the proposed IP as well as its implications for the cur-

riculum organisation of primary education in Nigeria.

Survey on Medium Language use by Primary School Teachers

5.1 Aim: The aim of the series of surveys conducted was to find out
the effects of each of LEM and EEM policies on the choice and use of

language by primary school teachers for content subject instruction.
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The theory which the entire study was set out to test and
which has been stated in different sections in this study (e.g.
Chapter 1} is that a simultaneous and abrupt approach to medium
transition cannot be effective where the target language use-situation
is one in which the target langusge into which transition ias to be
effected 13 used neither at home nor in the classaroom among the pupils
themselves in peer group interactions, Both LEM and EEM policiesa, by
their aims and what they attempt in practice, have demonstrated that
theirs ia a simultaneous and abrupt approach to MI'. Since the TL
use-gituation amentioned earlier, that ls, one in which English is
used neither at home nor among the puplls in the clasas, accounts for
more than 85% of all TL use-situations in the country, it is claimed
that LEK and BEN will not be effective in this uase situation. A man-
ifeatation of the ineffectivenesa of these policiea, if the theory
holds, ia that teachers' use of English for instruction at the points
of transition apecified by each of theae policiea will be negligible
or even nil, The pointa of medium transition specified by the EEM
" and LEM policies in Nigeria are Primary Classes 1 and 4 respectively.
This means that in a LEM policy school, we would expect content sub-
Jects, such as mathematics, elementary science, physical and health
education, social atudles, cultural and creative activities, R.K,, fo
be taught in English in Primary Classes 4, 5, and 6; and in Nigerian
Lang‘uagaz (NL) in Primary Clasgsses 1, 2, and 3. Similarly, in an

EEM policy school, we would expect content subjects to be taught in

2 "Nigerian Language" (NL) is used in this Study as a proper term

(of Yoruba, Hausa, English) to represent all Nigerian languages

functioning as pupila' Lla as opposed to English, which functions as
12 (see 2,.2.2 above).
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English right from Primary Class 1 and then to the end of primary
achooling.
The Null Hypothesis was therefore that LEM and EEM policies
would induce the use of English for medium functions at the appro-
priate primary stages specifled by each policy as stated above,

1. Research Hypotheses

The following specifie hypotheses were tested.
i, That teachera use much leaa English for medium functiocns than

is specified by both LEM and EEM policies.

i1, That teachera' choice and use of a medium language ias deter-
mined by the nature ¢f a content subject rather than by the
gpecitic offticial wedium policies obtaining in the sachools
where they work.
(This suggeats that the distinctions between LEM and EEM are
blurred at the teacher level). |

iii, That MT both with EEM and LEM is in practice effected gradually
and selectively by teachera. (The official MT approach is

aimultaneous and abrupt).

5.2 PEM Policy and the Language Use Survey

From the description above of the alm of the survey and statement
of the problem, it can be observed that the effects of the PEM Policy
on language medium use were not tested, This was deliberate for the
following reasons. The surveys, as has been stated, sought to find
out the effects of medium policies on actual use of Engliah for
medium functions at the appropriate atages and points of MT at the
primary education level. The point of tranaition specified by LEM

is Primary 4, and that specified by EEM i{a Primary 1. PEM, on the
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other hand, specifiea the end of primary education, or the beginning

of post-primary education. A survey with a scope restricted to the

PE level, such as the present one, could therefore only cover LEM

and EEM, excluding PEM the effects of which on medium use of English
by teachers can appropriately be probed at the poet-primary level.
Extending the language use surveys to the post-primary achool level
would have stretched the Investigation instruments beyond our cantrol.
This is not to say that PEM and its effects on medium language use ia
not of intereat to the present study. On the contrary, its organisae-
tion at the three higheat Decision levels (formulation, elaboration,
IM Preparation) has been studied and compared with LEM and EEM
(Chapters 3-4). However, what 1a being measured at the teacher level
in the case of LEM and EEM cannot be so measured in the case of PEM
except at the post-primary level., Even at this level, the problea of
effective measurement is intractable for two maln reasons, First,
admission for post-primary education is not automatic but selective -
by merit. This means not every one at the end of primary education
will gnin admission for post-PE, So far, not more than a handful of
the PEM primary products seem likely, because of lack of facilities,
to be offered admission to secondary schools. Those that are accepted
are centrally selected, like non-PEM candidates, and sent to different
achools where they form minorities in their new classes. In this case,
the English language use-situation bacomes totally different from that
that obtains at the primary level, where English ia used neither at
home nor in the c¢class in peer group interactions, a situation for
which simultaneous end abrupt MT is considered inappropriate, At the
secondary school, there 1ls generally an English use-gsituation favour-
able to an effective use of Engliah for full medium functions, hence

teachera exploit Engliah for this purpose as specified by government
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policy. This fact makes unnecessary the need to extend a medium use
survey to the secondary school,

Secondly, at the time of the surveys, the experimental PEM
primary school had turned out only one set of 40 pupila, out of which
number only 15 gained admissiona to secondary schoole. One sget is
clearly not enough upon which to base a generalization that might be
necessary in a survey of this kind.

Becauge of the above reasons it wae decided that the survey
should be degsipgned to measure the affecta of only the LEM and EEM

policies on primary teachers' language choice and use,

5.2.1 The Scope of the Survey: Restriction to the Northern States

We had to draw our sample from only the Northern States because
Primary Education Improvement Project (PEIP), one of the variables
the effects of which on teachers' language choice and use were to be
assessed, existed only in the nerthern states., PEIP teachers were to
be compared with their non-PEIP (or UPE) counterparts for these
effects.

Information derived from such comparison would have been lost if
the FEIP variable had been sacrificed for a more global coverage.
Hence, in the worde of Steve Miller (1975: 117), "We purchase practical
convenience and increased precision at the expense of random sampling
from the broad population of interest:“3 It could be hazarded, as =a
general statement, that in terms of the subject of our investigation,
while what is valid for the instructional aituation of the Northern

States can be generalised for the Southern State, the reverse is often

Clark, Ruth (1977: 133) makesa a aimilar statement,
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not the case ,

5.3 Previous Research: a Review

A few Projects connected with the use of media of Inatruction at
the PE level in West Africa have been reported. Some of these are
considered of intereat to the present study, and will now be reviewed,
They include projects undertaken in Nigeria and one academic research
programme o the Ghana PE media of inatruction,

Of the four Nigerian projects reported, two - the Rivers Readers
Project (Williamson, K. . 1978, 1977) and the Itsekiri Language
Project (Amamar, A.B. 1977) - are not research-bassed and do not embody
any systematic and objective evaluation., The other two - The Primary
Education Improvement Project and the Six-year Primary Project con-
ducted by Ahmadu Bello and Ife Universitiesa respectively - are major
applied research Projects involving longitudinal operations, The
esgsential differences in design and treatment between longitudinal
applied projects and academic research are high-lighted by these two
projecta, on the one hand, and Hawkes' PhD research on primary
education media of Instruction in Ghanalan Schools (gee below), on

the other.

5.3.1 The Riversa Readers' Project (Williamson, K. 1976: 135-153;

1977).

This was a government-sponsored project run by Ibadan University
Department of Linguistics under the direction of Kay Williamson.
Begun in 1970, the aim was to encourage and develop maas literacy
in NL at the lower stages of PE, Before the project began, initial

literacy was developed in only English in the fagshion of EEM policy,
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the policy officially adopted in the Rivers State of Nigeria,

where the Readers Project was run., The means by which the project
intended to achieve its ends was to

{(a) create new, or standardize existing, orthographiea in all

the various Ijaw dialects and languages;

{b) produce primers and instructional materials in all such

dialects and languages, and

(c) effect the use of the materiala so developed in primary

schools in the Riversa state.
Stage C involved the training of teachers in short coursea on the use
of the materinls and generally on mother tongue inatruction methodology.
It also involved mass production and distribution to schaols of
materiala produced.

The theory which led to, or was agsociated with, the project is
that children's later reading in English is facillitated if their
initinl literacy experience is acquired through the mother-tongue,

However, there is no evidence that the Readers Project was to
be used to teat this theory. If the project tested anything, it was
the theory that initial literacy in the mother tongue is igpracticable
with minority language and dialect coamunities such as are found in
the Rivers, Bendel and Plateau atatea of Nigeria. The Project re-
Jected this theory. Ag to the effects of the Project on teachers'
use of Engliah and NL for content-subject instruction, there is hardly
any information about this in the report (Williamson, 1976; 1977).
The Rivors Readers Project by its deaign is what can be described as a
natural experiment (Clark, R. 1977: 112-3; Robson, C. 1973: 16-17;
Oppenheim, 1966: 7) because of the freedom of virtually all the
variableas to vary. Questions relevant to the present study were

neither asked nor answered. For inatance, what were the effects of
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the introduction of mother-tongue initial literacy project on the
medium use of English and NL by

(a) primary teachers and

(b) pupils
in both oral and literacy modes?

This would seem to be a subject for full scale inquiry when the
project is ripe for it. It seems too early now to obtain satisfactory
answerg to the above questions. If anything, the project has yet to
achieve its aim, as admitted by Williamson (1977: 6), which is "to
have every child learning to read first in his or her own language".
What, however, is important from the point of view of our present
study is that the Rivers Readers Project has not been systematically
evaluated for its effects on medium language use by both teachers and

pupils.

5.3.2 The Itsekiri Language Project (Omamar, A.P., 1977) aimed at "a

comprehensive study of the language that will make it possible for the
language to b taught and eventually used as the medium of Instruction"
(P3). It was commissioned by the Itsekiri Communual Trust in 1974 and
took off later that year (P.5) under the professional leadership of
the University of Ibadan Department of Linguistics and Nigerian
Languages. But up till 1977 when the project was reported, the
literacy materials produced did not seem to have found their way to
schools as intended, let alone having been teated for their effects on
teaching and learning. Unlike the Rivers Readers Project which received
the state government's financial and other support, the Itsekiri
Language Project received no support of any kind from the Bendel state
government. Omamar attributes the project's seeming ineffectiveness

to lack of government support (P, 18). There is thus very little in
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the ltaekiri Language Project, both by its design and in terms of itas
effects on the medium use of language, of intereat to the present

atudy. For one thing, it has not been evaluated for these effects,

5.3.3 The Primary Education Improvement Project (PEIP)

The PEIP, ps it is widely known, was launched in 1971 in 66 primary

schools spread throughout the ten (then six) Northern States of Nigeria.
It waa a joint venture between Ahmadu Bellc University Institute of
Bducation, the ten Northern State governments, UNICEF and UNESCO.
Itas ais was to improve PE by developing new curricula suited to the
Nigerian environment, by producing and distributing to schoolsz IMs
basead on the new curricula, and by training teachers on how to use
the INs,

Since each of the schools selected for the experiment had at
least two classes of Year 1 that year, the non-experimental classes
were deaignated control claases, However, it was found difficult to
mintain an experimental distance between the two classea. The control
claamses were thoroughly contaminated by the experimental treatment. It
was later agreed by the co-sponsors that since the aim was ultimately
to spread the '‘gospel' to all schools in the Northern States, the
experiment should not be unduly restrictive and over-controlled, and
that the methods and the materials should be made avallable to both
practising teachers and teachera' colleges. In 1974, without any
objective evaluation having been conducted, the PEIP was proliferated
from the original 66 achools to 500 schools. All the co-sponsors
(the state governments in particular) judged the experiment sub-
Jectively to have been succesaful and that therefore its methods,
iMe, logistica and strategies could be replicated. By September

1976, PEIP schools had increased to B0O0O (Kolawole, et al, 1978: 42).
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Instructional Strategy: The PEIP adopted both LEM and EEK policies

and developed new curricula and IMs along these lines (Cmojuwa, 1977;
1978), 1Its strategy was to continue with the medium policy in force

in each of the States in which it operated.,

Evaluation: The PEIP has been widely reported (Hawes and Aarons:
1976; Omojuwa, R.A, 1976, 1977, 1978; Macaulay J. 1976; Lassa, 1977;
Kolawcle, et al, 1978). However, in terms of its systematic evalua-
tion, Lassa's work provides a more useful source than the rest. Even
here evaluation was carried out in two stages, and the firat one on
which a report is available and which is now being reviewed, is an
attitude evaluation using descriptive statistics only. Lassa evalu-
ated various aspects of the lLanguage programme from the point of view
of three categories of participants in the project: Mobile Teacher
Trainera {(MTI'Ts), classroom teachers and state or local education
administrators. The language aspects evaluated include

(a) MIT training in English (P. 9);

(b) Feedback from Pilot MTTa in English (P, 23);

(c) Inaervice training by MITs on English (P. 35);

{(d) Course materials in English (Pp. 47-8);

(e) Teachers' feedback on English (P, 77);

(f) Inservice training for PEIP Teachers on English (P, 87);

(g) Teachers' opiniouns on the Course materials in English

(P. 98);
(h) Acceptance by teachers of PEIP materiala in English
(P. 126-127);
(1) Officers' rating of MIT Training in English (P. 147);
(j) Ofticers' opinions on Training received by PEIP teachers

in English (P. 158);
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{k) Their rating of cowr se materials in English (Pp 168-8); and

(1) Their acceptance of the English materials (P, 187).

On acceptance of PEIP IMs, Laasa reporta that "94 (91.26%)
teachers found the PEIP materials to be effective while 6 (5.82%)
teachers found them to be ineffective" (P, 125), This is the des-
criptive tone of the entire report. Typical of most deacriptive
surveys, though not necessarily of deacriptive statiatics of a con-
trolled experiment4, lasaa'as survey report presents only raw scores
on attitude messurement. There are no attempts to interpret these
raw scorea, Bven in ita deacriptive form, Laasa's evaluation of PEIP
is of little relevance to the preasent study. Hia survey did not make
any attempt, since it was not ita aim to do 80, to assess the effecta
of PEIP on teachers' use of language medium and on pupils' attainment.
We have to await the result of the promised Stage Two of the evalua-
tion for these. At ita present proliferatiocn atage, PEIP acems to
have defied experimental control. In fairness, it can hardly be
expected that a project of the size of PEIP should be able to subject
all crucial variables to experimental contrel and acientific evalua-
tion, In this connection, one would agree with Miller {1975: 118)
when he aays:

T"an experimental effect should be raobuat enough to emerge over

and above the random effects that operate in real life. If an

axperiment ia very rigerously cantrolled, we simply cannot know
how robust the findings are. This is a matter of gome import-

ance when the research 13 meant to inform practical
decision-making."

4 For diastinctions between descriptive and annlytical survey desigm,

see Oppenheim (1966: 7-8), and between descriptive and inferential
atatistics, see Miller, 3. (1973: 30) and Robaon, C. (1973: 40).
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1n a sense, the present survey is an evaluation of an aspect of PEIP
relating to language medium choice and use by its teachers. FEIP and

UPE are to he compared in this aapect {see 6.2.6 and 6.3 below),

5.32.4 The Six-Year Primary Project (otherwise known as the Ife

Project)

Like the PEIP, the Ife project has been widely reported (Fafunwa,

A.B., 1973; Macaulay, J.1. 1973; 1976; Ologunde A. 1973:
Afolayan, A. 1973, 1976; Ife Univeraity Report No, i, 1972, and Report
No. 2, 1974). But unlike the PEIP, it has been ayatematically
evaluated by independent professional evaluatora5 {(Report No. 2,
1974).

Initially, the project was interested in just one variable, that
1s, the medium of instruction. 1t aimed at "comparing the attainment
of children who were inatructed in Yoruba throughout their primary
gchool with that of children who were instructed in Yoruba in the tirst
three years with a awitch to English in the last three years ol
primary school" (Evaluators' Report, 1974),

The Evaluators' second Report (1974) states that two new variables
were later introduced into the Project. These were

(a) the curriculum, and

(b) curriculum Vs medium of inatruction interaction (P. 98).

Two experiments seemed then necesgary, as follows

"Experiment 1. Based on the new curriculum, compare children

instructed in the mother-tonguwe throughout with those instructed

in a combination of mother-tongue and English as traditionally
done (a test of effectiveness of medium of instructiom)}.”

5 The Evaluators' Report forms a section in the 1974 Report No. 2,
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“Experiment 2. Compare the achievement of children on the new
curriculum with those on the old curriculum using the same medium
of instruction (a test of effectiveness of curriculum)" (P. 99).

The report says the second experiment was "planned for a later date
when the experimental children have finished primary school" (P, 99).
It was therefore the first experiment that was conducted between
1970 and 1976 and into which an additional new variable - the use of
specialist teachers for the experimental class - was introduced. The
first experiment thus contained two sub-experiments, namely,
Experiment 1l(a) - which related to the subjects other than

English and Yoruba and had the medium of instruction as the
variable.

Experiment 1(b) - which related to the teaching of English and
had as its variable " a combination of curriculum materials and
teacher allocation" (P. 100).

When in 1973 the experiment was to be extended to ten other schools,
the use of specialist English teachers was criticized as impractic-
able. Accordingly the project organisers decided to make ordinary
class teachers teach English, as in the traditional achools. This
introduced a new variable that needed to be controlled, and there-
fore a third sub-experiment, namely

Experiment 1(c) - which related to the teaching of English but

which had "the English curriculum as its only variable; teacher

allocation being the same for experimental and control classes

and conforming to the existing practice of non-specialist
teacher of English" (P. 101).

The following three hypotheses, according to the Evaluation

Report, were tested.

1. Children in experimental classes will be no worse in

academic achievement than those in control classes.
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2, Knowledge and perfufnance in Engliah language of

experimental children will be no worse than those of control

children. |

3. Cnildren in experimental classesa will be better adjusted,

more relaxed, more enterprising and more resourceful than

children in control clasases" (P, 102),

To teat hypothesis 1 achievement testa in each of mathematics, science,
social and cultural astudies and Yoruba were admsinistered in Primary
classes 3, 4, 5 and 6, The teats for experimental and control

classes were the same in content but were given in Yoruba for
experimental clasges and in English for c¢ontrol c¢lasases, Testing

was atarted at the end of class 3 because MI' to English in control
classes began in Year 4 (P. 104).

To tesat hypothesis 2, the report goea on, achievement tests in
English language were adminiatered in primary classes 3, 4, 5 and 6.
And to test hypothesis 3 "indices of attitude change in children,
changes 1n intellectual development. and self concept" were “planned
for collection "™ (P, 10%5),.

The results of the geries of evaluation tegts adminigtered on the
pupils reveal the following. Performances in Engliash of bhoth the
experimental class taught by a specialist English teacher and the
control group using non-specialist teachers were non-significant
atatistically at the e¢nd of the third year in school, that is, Jjust
before the control class had MT' to Engliah (P, 111),.

The test of the medium of ingtruction hypothesis rates the per-
formances of the experimental ¢lasses in content subjects "consist-
ently better" than those of the control group, that is, in Primary
clasa four after MT has been simultaneously and abruptly effected

on the latter group.
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With regard to the resulta of the test, especially tﬁose testing
the medium of instruction hypothesis, the following observations can be
made.

It seems obvious that the experimental group using NL medium fof
content subject instruction could do better than the centroel group
uging English in the first year of MTI', However, the latter‘'s inferior
performance may be attributed to the wrong approach to MT, rather
than to the use of English as opposed to NL. This fact continues to
elude experimenters (who design studies to test clearly obvious
hypothesea)., To test the effecta of NI approaches on pupils' attain-
@ment one would need two groups, one treated to the simultaneous and
abrupt approach as it is at present, and the other to a selective and
gradual approach. 1t would be interesting to compare the experimental
class after they have experienced aimultaneous and abrupt MT at the
end of FE with another group taken through an integrated programme
guch as the one proposed in this study.

On the whole, the Ife project and 1ts syastematic evaluation
design distinguish, igsolate and control certain variables that our
present study also distingulshes, igolates, and controls, such as
language medium policies and subject functions of English, But there
are two major differences between them, The first relates to the
educational policy decision level of intereat. While the Ife project

investigates policy effectiveness from the point of view of puplls'
attainment, our study probes attainment from the point of view of

the teachers' actual use of Language for oral instruction., Secondly,
the Ife project compares the twe policies - PEM and LEM, while the
present study, at the teacher level, compares LEM and EEM and includes
PEM only at the Higher Decision Levelas, Apart from these the longi-

tudinal nature of the Ife Project exposes it to such modifications



126

and extensiona of aims and design that an academic research such aa
the present one may not experilence because of its shorter duration,
But of all the educational projects conducted in Nigeria, the one
under review secems to B the only one that can come near passing the

teat of scientific planning and evaluation.

5.3,5 Hawkea, N, (1973); The Written English of Ghanaian Primary

School Pupils in relation to their exposure to English as medium of

ingtruction, D, Phil._theais University of York, 1973, The author
alac aummarised aspects of thia work in two articles (Hawkes 1973 and
1976), The principal reaearch hypothesis tested by Nicholas Hawkes
was whether "young children expoged to English-medium achool from
their firat, or aecond school year in fact reach a higher level of
attainment in English by the end of the primary course than those who
have learnt it only as a subject, in the cirocumstances obtaining,
textbooks and the Engliah-as-a-subject course being the same for
both groupa™. (Hawkes 1976: 58,also 1973, P, 110), In the experi-
mental design matched sub-groups of puplls were "defined by general
abllity and by their rating on an index of the favourability of home
background to the learning of English"™ (19768: 60). These factors |
were held conastant and findinga on the medium-language wére broken
down according to them., Hawkes used the occupational categoriea
apecified by Foster (1965) to "clagsify the father (and 4 widowed
earning mothers) of the sample® (Hawkes 1975).

Hawkes needed two types of schools for his experiment. The first
type included those achools in which the medium policy adopted was
English from the beginning to the end of PE, He characterized thia

type as English medium Early (EME) schoola. The second type was
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"geems all but noen-aignificant™, Hawkes in hia study (1973; 1976: 60)

draws a distinction between results being statistically asignificant
and being educationally significant. |

In relation to home background, Hawkes' study showed that
"English-medium schooling has a compensatory effect on English attain-
ment" (1976: 63). "“The children with home backgrounda least favowur-~
able to the learning of English benefit moat ftrom attending EME-type
schools when compared to their counterparts in EMl-type schoolsg™®
(1975: 140). To Hawkes the "figures secem to mean that the major
aocial argument for English-medium teaching in primary schools is not
the elitist one but, on the contrary, compensatory. Children who have
fewer home advantages have more to make up in gchool" (1973: 14).

Although Hawkes' experimental design was to assess "the effecta
of greater aural/oral practice in English on attainment as measured
through the skill of reading” (1973: 1976; 63), hia study is of great
relevance to the present one in terms of its medium policy distinc-
‘tions, i.e. EME and EML.,, which were his independent variables. Thesaes
are the same as thoase held by the present study as the independent
variables. However, like between the present atudy and the Ife
experiment (5.3.4 above), the major difference between Hawkes' study
and the present study relates to the dependent variables. Both the
1te project and Hawkes' atudy tested the effecta of medium palicies
(LEM and PEM in Ife project:; EME or EENM and EML or LEM in Hawkes'
atudy) on pupils' attainmenta, The present study, on the other hand,
was designed to teat the effecta of LEM and EEM policies on teachera’
use of English and NL for content-subject instruction.

The thinking underlying the present study is that 1f, aa revealed

by Hawkesg' experiment, the LEM/EML and EEM/EME policies have 1little
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or no discriminating effects on pupils' attainments (although ter-
minally non-discriminating effects are educationally desirable), it

is important to be able to identify at what point in the primary
educational process the diatinctiona between these two language
policies become blurred and to what factors this ia attributable,

As has been said (5.1), the present study tested the prediction that
the effects of the EEM and LEM policiea (given the Nigerian English
use gituation) on primary teachers' use of medium language for contenf
subject inestruction would reveal none of the distinctions characterize
ing the two policiea, If this was proved, teachers would seem to -

have been shown as one of the factora respensible for the non-signific-

ance of the differencea between LEM/EML and EEM/EME from the point of

view of pupils' attainment. The fact that Hawkes had some difficul-
ties at first finding a achool which in practice was purely EML or
EME (1976: 61) sugpesta that the extent of the mismatch between ELP

formilation and 1ts igpplementation was due for asaessment.
5.4 Design

5.4.1 Data
To be able to tegt the research hypotheaesg in 5.1,1 the following sets
of data were to be collected,

{(a) Hypothesis No. 1l; Since the EEM policy specifieg that English ia

the medium language from Primary clasg one, a sample of teachers in
EEM primary clasaes 1-3 was to be selected. This represented the
Tirst 3 years of the use of English after MT has been effected under
the EEM policy. The sample's responses relating specifically to
teachers' use of English for medium functions were to be analysed,

Similarly, since LEM specifies Primary class four as the stage at whiech
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Engliah medium instruction should begin, a sample of teachers in LEM
primary clasges 4 and 5 was also to be selected ag survey respondents,
The sample represented the first 2 years of the use of English after )
MT has been effected by the LEM policy.

{b) Hypothegis No. 2; Two sets of samples of LEM and EEM teachers

respectively in each of Primary Classezs 1 to 6 were to be selected

a8 survey respondents and their respoinses were to be compared as

followsa;
EEM | Vs LEM
(i) P, Class 1 vs P, class 1
2 v3 2
3 Vs 3
4 Vs 4
5-6 Vs 5-6
(i) classes 1-3 vs 1-3
4-6 Vs o 4-6

{c) Hypothesis No., 3; The data required were as for hypothesis No. 2.

But responses by each of LEN and EEM groups of eamplea were to be
analysed

(a) by content subject, .

(b) by medium language, and

(e) by claas from P1 to P6
in order to find out the pattern of MI for each content subjeet. The
tigures for LEM and EEM were then to be compared and the results

plotted on polygona, the type that is shown in Table 3.1 (below).
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100%
a0
Scores
80 l
LEM
70 Pl e
60 LEM
P2 e
50 poe LEM
40 i
LEM
30 P4 cEu
LEM
20
PS e
10 LEM
e EEM
0
faara LEM
LEM/EEM Mean

Table 5.1 Frame for expressing rising or falling language

use rates by class and by policy,.

5.4,2 The Statistical Teat to be used

As described in 5.1.2 above, all the data required to test the
research hypotheses were nominal and obtained from independent
subjects. As such, an appropriate statistical test was the chi
squared, All responses obtained were to be converted into, and
analysed as, independent response frequencies in (contingency)

tables,

5.4.3 Variables and subject allocation to conditions

To avoid the survey results being obscured and biased the following

steps were taken.

Controlled Variables

(i) Primary Education Improvement Project (PEIP)

This project was reviewed in 5.3.3 above,
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As an experimental project the PEIP waa regarded as g wodel in terms
of method of clasaroom teaching, instructicnal materials production,
distribution and uae, teacher training programmes in ghort refresher
courses, and adherence to language medium policies and efficient use
by the project teachers of medium languages. PEIP teachers were thua
consildered to be superior to their nun—PEIP8 counterparts in terms of
quality and amount of exposure to modern instructional technology
associated with the PEIP, Since the effects of our experimental
(independent ) variable on the use of medium languagesa would be dis-
torted by the PEIP if left uncontrolled, it was decided tc treat the
PEIP as a controlled variable. Twoc gains were to be made in this way.
First, the language survey results would be free from the distortion
which would have set in had PEIP not been controlled., Secondly, this
afforded the PEIP a chance of being evaluated. Since the PEIP adopted
both LEM and FEM policies depending oh which was the official policy
of the gstate, the sampling pattern was adjusted to reflect the expanded

acope which now looked like the spread in Table 3.2 (below).

Non=-PEIP classes are referred to in this 3tudy as UPE clasges.
tTUPE' is short for universal primary education, a programme which
began in 1976 and under which primary education i made free and
available to all children of primary achool age.
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Primary

PEIP

Classes I UPE PEIP UPE

One

Three

Four

Five

8ix

Total

Table 5.2: Cells to be represented by the survey sampling.

(ii) Urban-Versus rural conditions

There are two factors that distinguish urban from rural primary
schools, both of which serve to make an urban school a-typical of
ordinary schools in Nigeria. The first is the language factor. The
pupils may have different Lls, none of which is the community language
spoken in common by the majority of them and shared by the teacher,
Under such a condition, EEN becomes nature's own choice. A school

or class having this language feature is gsometimes found in cities
such as Sabon-Gari, Kano, and in urban towns such as Jos, Kaduna, and
Sabon-Gari-Zaria. However, in parta of such cities and towns in~
habited by the indigenous people, there is homogeneity, which rules
out the feature earlier described. Local Authorities try the best

they can to rule out a spontaneous EEM practice by ensuring that
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teachers in the lower primary classes gpeak the same language as the
majority of the pupils in the class,

ISchools experiencing the spontaneous EEM practice were excluded
from our samples since their inclusion would have distorted the
survey resulta, Alaso excluded were schools officially labelled as
“special schools” ( see p.35 on this category of schools ).

Schools po classified are those which have received government
approval to adopt a language poliecy (e.g. EEM) differemt from the
offieial one for the state or for that locality. Thoseexcluded on
this ground included special fee-paylng schools, auch as capital
schools, Army children schools, University staff schools,

The second factor assoclated with Urban schools is the socio-
economic index, Asz there are more elitiast concentrations in urban
towns than in rural areas, the soclo~economic background of pupils
in urban schools tends to show in the choice and use of a medium o
language in these urban schocls. A large percentage of pupils in the
urban non-indigenous sections use English in the home. In auch schools,
MT can easlly be effacted simultaneousaly and abruptly {(see section' ; |
$.2.4 of this atudy on the conditions conatraining the cholce of an
MT approach). Since how to approach medium transition is one of the
three hypothesea of the present survey (5.1.) above), the sccio-
economic index variable was controalled largely by exclusion. Schoola
in the non-indigenous sections of urban towns (Zaria, Kaduna, Sokoto,
Ilorin) were not sampled. In all, over 80% of our samples were drawn
frog rural areas, and the rest from the indigenous population settle-
ment areas of urban towns .

1

(1ji) Teachers' Educational Background, Professional Training and

Exggrience

To what extent would the ahove variableg bias the effects of policies
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(independent variables) on language use (dependent variable)?., The

expangion of PE by the introduction of Universal free primary education
(UPE} throughout the country in September 1976 without adequate
planning for teacher aupply has led to greatly increased demand for
teachers. Since no provision had earlier been made for the
training of teachers to cope with the UPE demands, large numbers of
secondary school producta and drop-outs and in aome cases primary
school leavers had to be recruited as primary school teachers after
brief induction courses (see Appendix C below for edue. qualifications).
Do differences in teachers! educational backgrounda, levels (or |
absence) of professicnal training and their job experience affect
their choice and use of media of inatruction? As what we posited in
gsection 1.6 and in Tables 1.3 and 1.4 above tend to shift the onus
of choice of MT approaches on English use situation which is deter-
mined largely by the circumstances of learners, a non=empirical
answer to the queation would suggest that these variables are
n;n-criterial. However, an anawer backed and validated by empirical
data was required. Information on these variables was therefore to
be elicited from the survey subjects, cross tabulated and coded for
any patterned relationships between these variables and the dependent
variable,
The other variablea of age and Bex in teachers' personal data
wéra to be aelicited and similarly treated for their effects on the

dependent variable,
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5.4.4. Sample: Number and Spread

The main survey was conducted in 1977 and repeated in 1978 with different

sets of respondents.

Tables 5.3, 5.4 and 5.5 give the spread and the

Population from which both 1977 and 1978 samples were drawn. Table 5.6

indicates allocation of subjects to conditions and variables.

The 1977 Sample

I
PRIMARY CLASSES |
TOTAL
L L
\TES 1 2 1 4 ) | 8 | PEIP UPE
PELP  UPE | PEIP  UPE | PEIP UPE| PEIP UPE| PEIP UPE | PEIP P
L) ¥ T
EEM i [ [ !
|
LEM \ ' | I l
EEM 7 » 7 | e e | 7 4 & s - 7 | | a7 28 62
IUE T .
LEY j > | ’ | |
l | T !
Lex | 29 - | 22 - 20 | - [ 1 ~ | 1 - 1 | - | 7a - 74
s b i a | o7 3 | 8| . - “ = |- 1 18 | A 49
IUNA T : 1
LEM 28 5 19 ! 3 25 | 5 11 11 5 9 - | 1 i s | 24 122
EEM 9 14 ] I 11 5 I ? - - - - - | - 1 23 | 32 85
RA
LEM | —I l | | l
! 1
- Ld §
PRIVARY CLASSES |
. ! ToTaL
" 1 2 3 | 4 5 ! 6 ! PEIP UPE
| PEIP  UPE |PEIP UPE | PEIP UPE | PEIP UPE| PEIP uPE | PEIP UPE
R T T
Lew | 2 5 3 | 2 3 | | 3 ) 7 |» s | 3 | 6 (18 | 38 | 54
e | 18 8 | o | s 7| 3| e 1 - l - |- 6 | 37 17 | 34
EAU .
LEM i | l | i ;
i
EEM | [ 1 l | . |
mo : : :
LEM | 48 1| a4 -2 - | -} - |- - - - 08 | 1 [i0s
Ls 143 53 |ms 2 9s |37 | 29 |28 |as 14 11 7 |38 Irrs BE
106 147 132 54 29 18
T
oM | 39 Y 28 32 2 | 25 14 7 [ 0 7 0 =
LEW | 104 12 77 10 74 | 12 15 | 18 9 14 4 7
EEM 80 60 i 46 21 e 7 220
| ]
L | 118 ! 87 : 86 [ 23 1 56

Table 3.3 The 1977 Sample:

Spread
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The 10678 Sample

PRIUARY CLASSES
v TOTAL
STATES 1 2 a 4 5 ! & | PEIP UPE
PEIP uPg | PuLP UPE | PEIP UPE| PEIF UPE| PEIP UPE | PEIF UPE;
T Y " v
ELM - - - W - 3 i 7 1 3 - CR A R - R | 14
1. BAUCHI , - _ .
LEM - - - ‘ - 4 ;1 - - - - - - 4 it )
EEY 3 2 3 2 2 | 8 4 8 4 2 4 | 3 | 20 21 41
2, HENUE T
LEM 0 4 o 4 0 o 0 0 o o o , o' o 8 8
BEM 2 1 [\ 0 4 o 2 1 2 o 2 o ' 12 2 14
3. BORNO , ,
LEN 2 7 4 | 5 7 7 3 6 1 2 o 4, 1 17 28 45
T T
EEM | 11 8 10 8 5 4 5 1 - - - - 3 17 48
4. KADUNA
L 27 ] 19 B 8 4 7 5 - - - - 59 25 B4
EEM 1 1 1 2 2 2 2 1 - - - Fe 6 6 1z
5. KWARA T I.
LEM 1 1§ 1 - - - - - - - - =, 2 ;1 3
PRIMARY CLASSES
. ' TOTAL
STATES R | a l 3 ! 4 5 ! 6 | PEIP  UPE
PEIP yPe | PEIP  UPE : PEIP UPE ' PEIP TUPE| PEIP UPE 1| PEIP  UPE
1 H i 1 1
EEN | - 1 ~ ] . 1] 2 3 | - 2 -] = - e 3 9
i. WIGER . :
LEM 1 - 1 4 2 2 | 5 3 1 1 - | - 10 10 20
¥ H
EEM 3 4 a 2 1é s ] 4 1 4 2 t 2 34 a1 53
's PLATEAU :
LEM 1 ] 0 0 ¢! o ] 0 0 o e | o | 1 ;e 1
|
t H |
EEM 0 q o | 0 1 2 2 0 1 o | o L o 4 | 2 6
. SCKOTO , f : :
LM a a !l s 1 3 5 | 4 ] 2 1 ! 0 | © 19 18 37
TOTALS 55 a8 47 34 S8 40 53 3é 17 10 8 6 |238 164 402
82 8] 1 98 89 27 14 402 402
EEM 20 15 17 12 34 21 34 14 13 .8 5 199
1
LEM 38 23 k) 22 24 19 19 22 4 [V 1 203
l | |
EEM 33 29 83 l 48 18 | 13 ; 199
|
LEM 58 a2 43 a1 8 | 1 [ 203
Table 5.4 The 1978 Sample: Spread
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The 1877 and 1978 Combined Samples

PRIMARY CLASSES {
, i - . TOTAL |
STATES 1 2 | 3 4 5 | 8 PELP UPE |
PEIP UPE PEIP  UPE PEIP UPE PEIP UPE| PEIP UPE | PEIP UPE
{ i 1 T T —r -
EEM 0 o | o0 0| 3 0 7 1 3 0 0 0 13 1 14
1. BAUCHI i ! [
LEM 0 o | o 0 ‘ a |1 | o 0 0 o 0 0 4« 5
T t T 1 T ] 1 ]
| zEM | 10 1| 10 mu | 8 13 | 8 6 | 10 2 3 87 | 46 | 103
2. HENUE : : -
LEM 0 4 | 0 4 0 o | 0 0 0 n 0 0 0 a 8
i ! T
| | eeu 2 1 o | 0o | 4 |o | 2 1 2 0 | 2 0 12 2 14
3. BORNO . - , .
LEy | 31 7 26 | 5 | 27 | 7 [ 4 8 2 2 1 1 91 | 28 | 119
| | | T
EEM } 19 16 13 |13 | 8 |13 | @ 7 0 o 0 0 49 | 48 87
4. KADUNA - - - -
LEM | 88 13 8 | | @ 2 | 18 |16 5 @ o0 |1 147 | 50 | 208
1 T i ‘ I ‘
EEM ] 10 1B | 10 13 | 7 |9 | 2 1 0 o | o 0 29 |38 | 87
8. KWARA - ; . . . i -
LEM 1 | 1 1 0 o |0 | o 0 (] 0 0 0 2 1 3
Jo— - e | |
[~ : o |
! PRIMARY CLASSES |
| y - TOTAL |
. | [ i 2 3 4 B 6 PEIP  UPE
i | PRIP UPE pEIP UPE | PEIP UPZ  PEIP UPE| PEIP UPE | PEIP UPE [
, .
EEM | 0 1 | o 0 1 2 3 0 2 o o 0 6 a 0 |
8. NIGER | ' . !
|LEM | 3 6 | 3 | 1 5 @ 8 | 10 4 |8 a 6 26 48 74
I ll 1 | {
EEM | 18 12 | 12 7 | 23 8 18 | 8 1 |4 a2 2 71 3% | 109
7. PLATEAU : 1 ! ' |
LEM l 1 o | o | o 0 o | o 0 0 Lo 0 0 1 0 1
T ] 1
EEM | 0 o o0 0 1 2 2 | o 1 o 0 0 4 2 6
8. SOKOTO |
|Lax | 48 4 39 1 31 5 4 | 8 2 1 0 0 124 | 19 | 143
TOTALS ' 59 85 48 44 55 | 46 49 | 21 19 | & (15 | 8 242 177 | 419
139 as 107 32 98 | m 34 |40 |13 18 4 8 395 164 | 589
|Total |198 20 152 76 | 183 | 77 83 |61 |32 24 19 13 638 | 341 a78 |
EEM 114 89 101 70 28 20 419 i
978
LEM 174 139 129 74 a1 12 559
y ]
- |
GRAND TOTAL , 288 228 230 144 85 a2 a78
LEM | I |
Table 5.5: The 1977 and 1878 combined sample.
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Educational Language Policy
Primary . EEM LEX Total |
Classes
PEIP UPE Total PEIP UPE Total
1 59 &6 (114) 139 35 {(174) 288
2 45 44 {89) 107 32 (139) 228
3 35 48 {101) 98 31 (129) 230
4 49 21 (70) 34 40 (74) 144
5 19 6 (25) 13 18 {31) 86
6 15 ] (20) 4 8 (12} 32
TOTAL 242 177 ' (419) 385 164 (559} 978

Table 5,6 showing Number of Subjects (1977-78 samples)

and their allocation to conditions/variables.
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The mmbers shown in the tables were net figures. The rate of
retrievals was rather low with the 1977 sample. Out of B50 question-
naires distributed only 576, or 67.76% were retrieved, None were
retrieved from three gtates, Gongola, Bauchi, and Kano; Gongola and
Bauchi because of communication problems, and Kano as a result of the
looting of the office of the researcher's Kano agent, where retrieved
questionnaires were temporarily stored. However, with the 1978
sample, retrieval rate was slightly higher, 402 questionnaires or
73.09% were retrieved out of 550 distributed. Returns came from
eight out of the ten states sampled. By coincidence no returns came
from Kano and Gongola states, these accounting for 20% out of the
26.01% recorded loss of response.

As the conditions to which subjects were allocated were found in
most of the ten Northern States, the average of 30% loss of response
in 1977 and 1978 surveys did not introduce a serious bias as feared by
Oppenheim (1966: 34). The responses that came in were still fairly
representative of the overall population from which they were drawn.

Having said this, it must be admitted that conducting a field
survey in some parts of the country remains a task that is difficult
to accomplish. Mail questionnaire retrieval rate is less than 10%
(Institute of Education ABU Zaria survey, 1974), Both the 1977 and

1978 surveys were conducted through agents known as MITs (see below).

5.4.5 Sampling Procedure: Sampling and administration of survey

questionnaires was done through educational agents known as mobile
teacher trainers (MI'T)., This body was created specifically for the
operation of the Primary Education Improvement Project (5.4.3 above).
They provide a valuable link between ingtructional material writers

(Institute of Education, ABU, Zaria) and users of these materials
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(classroom teachera). Each of the ten Northern States is divided into
MTT centres for PEIP operations and each centre contains a number of
KITs who liaise very closely with the PEIP teachers in their centres,
agasiating teachers with teaching, demonstrating the use of new
materials and methods, collecting feedback on IMs and other relevant
issues to both the Institute of Education and appropriate local
education authorities, among other thingas. In addition to PE1P
schools, MIT also liaise with non-PEIP achoolz (referred to in thisa
atudy as UPE schools) in their centrea. They are thus very familiar
with all scheools and most of the teachers in their centres. NITs,
unlike school Inapectors, are very free with teachers who see them as
professional colleaguea, Teachers diacuss educational matters with
them and freely comment on or criticise anything pertaining to clasa-
room teaching/learning to 2 level they cannot attain with school
inspectors, who are seen as government agents and bullies. Administered
by school Inspectors, a queationnaire eliciting information about
government policies may not be reliable, since teachers are likely to
say things that support such policies in order to please lnapectors.
With MTITs things are different., Paat surveys conducted on PEIP
operations show that teachers comment freely, frankly and critically
on matters touching on classroom inatruction and a wide variety of
professional matters when the interviewers are MITs.

1t was with the above background that the decision was taken to
use NMITg to administer the survey questionnaires. They were to ad-
miniater the questionnaires at random to teachers in each of the
following categories, whichever existed in their centres:

(a) PEIP classes,

(b) UPE classes in non-PEIP achools,
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Where both EEM and LEM policy sachools existed in a centre, (a) and
{b) teachers were to be sampled from each. MITs were instructed
that sampling was to bhe heaviest at each point of MI. This means
that the largest number should be drawn from

(a) P4, in the case of the LEM sample,and

(b) Pl, in the case of the EEM sample,
The numbers wera ta be reduced progresaively the farther aﬁay from
these two points of MT, The lowest number in both LEM and EEM
samples were to be drawn from P6, between 5 and 10% of the total for
LEM, and between 3 and 5% of the total for EEM. On the whole,

sampling distribution was to be roughly in the following proportion,

Primary LEM EEM
Class (% of total) (% of total)

1l 11-18 26-30

2 | 16=-20 | 21-25

3 26-30 _ 16-20

4 26-30 . 11-15

[ : 16-20 6-10

6 6-10 3-5

it should be atressed that the proporticns stated above were a rough
guide only, MITs were merely to ensure that there were two sets of
sample cluster; one in P2-P4 (LEM) and the other in P1-P3 (EEM). A
compariaon of the projected sawple distribution (Fig. 5.1 below) with

the net figures, that is, the responses actually retrieved (Table 5.6A,

alsoc repregented in Fig 5.2 below) shows that the projected dis-
tribution waas achieved with regard to the EEM sample, but was not In
the @se of the LEM sample. This is attributed largely to the

non-retrieval of the completed questionnaires from Kano and Gongola
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states (see 5.4.4 above) in both of which LEM is the adopted policy.

The non-retrieved responses were drawn mainly from LEM P3, P4 and PS.

% LEM EEM

50 !
45 [

35

25 // \\ //

15 \ /
10 \\ /

Class |P1 P2 P3 P4 P5 P6 P6 | PS5 P4 | P3 P2 Pl

Fig. 5.1: Projected LEN- EEM sample distribution by primary

class.,
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% LEM EEM
50
TS5 i
a0
35
30 /“"\ .
23 \‘*—--_._, ~ o
- Va4
N
15 " /
10 \\
5 < /—j"/
Class | P1 P2 | P3 | P4 P5 | P6 P6 | PS P4 | P3 | P2 P1
Fig. 5.2: Net LEM-EEM sample distribution by primary class

(i.e. as realised) ~

The differences between projected and realised sample distribution by

primary class are as stated below,

LEM EEM
Class | o Projected Realised % Projected Realised
Pl 11-15 31.13 26-30 27.21
P2 16-20 24,87 21-25 21.24
P3 26-30 23.08 16-20 24,11
P4 26-30 13.24 11-15 16.71
PS5 16-20 5.55 6-10 5.97
Pé 6-10 2.15 3-5 4.77
Table 6.6A: Projected and achieved sample disgtribution by class

compared.
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The distribution pattern was designed to reflect the primary stages
in which the information sought was thought to be located and could
bast be elicited. It was then assumed that P8 under both EEM and LEM
policies would have achieved full MT and that in that case evidence of
the exlistence of the transitional problem being inveatigated was not
likely to be significantly traceable in thia class. The survey results
tend to have proved thia assumption wrong. In retraspect, a much
larger PS5 and P6 sample would have made it posaible for some of our
generglizationa to be extended to these classes (aee 7.4.3 below),
New aettlement (as distinct from indigenous, homogeneous) areas of
urban centres such aa Kaduna, Joa, Zaria (see 5.4.3 (ii) above)

were totally avoided to reduce bias and distortion in the results,

5.4.6 Validation Techniques used

Both the MITs by whom the questionnaires were adminigtered and the
teachers on whom the queationnaires were gerved were told that the
survey was being conducted in order that teachers' responses might

be considered in a series of new revislons Institute of Education was
Planning on primary school ayllabuses and IMs. The existing ones had
failed, they were told, because the opilnions of teachera had not been
- conaulted oh issues such as the medium of instruction. Government
formulated policies without finding cut whether such policies were
capable of being implemented or not. The only persons who could tell
the truth were teachers because they had the responsibility for trans-
lating policies into classroom proposition. 8o, in order not to con-
tinue to make the game type of wistake, they were told, it was de-
cided that teachers should firat be consulted for their opinions
before IMs meant to be used by them were written. Thia was an op-

portunity for the teachers to aay what they felt about the questions
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asked. The questions wanted teachers to say what they did in fact,
and NOT necessarily what policies or Ministry instructions directed
them to do, All of the above was contained in the information given
to teachers ( see Appendix B below).

Finally, anonymity was guaranteed. However, since it might be
necegsary to interview gome of the respondents, as had been planned,
MTTs were instructed to use codes to identify the school and the class
of each respondent., This code identification was later to prove
useful when some lessons were observed (see 5.,4,9 below),
Administration Procedure
MITs, sometimes with the researcher in attendance, conducted group
administration of the questionnaires (Oppenheim P. 36) in most cases.
This ensured a retrieval of the completed questionnaires on the spot.
Respondents also had pointa and questions clarified before making
their own responses. It was, however, not always practicable to have
questionnaires group-administered. In such cases, questionnaires
were left for respondents to complete and forward to the MTTs for on-
ward transmission to the researcher. In the group-administered
questionnaire, 'contamination' was checked by each respondent being
told to answer the questions as they applied to her/him and not to
consult the colleague sitting next to her. At any rate, the researcher
and/or his assistants kept a vigilant watch, constantly and promptly
intervening to check responses being influenced by exchanges among the

ETroup.

5.4.7 Survey Questionnaire Design

The survey instruments consisted of
(a) Questionnaires

(b) Observation and recording of lessona taught by some of the
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teacher-respondents, and
(c) In sBome cases, oral non-gtructured interviews,

Questionnaires: These were the main instruments for the collection of

the data required to test the three major research hypotheses (5.4.1
above). The 1977 queatioonaire, which had itaself being piloted, was
Bodified for the 1978 sample in order to accommodate rour7 important
areas which the 1977 responses showed needed eliciting.

The 1977 questionnaire consisted of factual questiona.while that

for the 1978 sample contained a section on attitude to English, in
addition to the main factual questioms central to the teating of the
three main hypotheses. Both 1977 and 1978 questionnaires consisted
of close-ended questions.
Filoting: Two piloting exercises were conducted in 1976. In the
firat one {(April 1976) an open-ended questionnaire was served on 100
primary school teachers in five states (Kano, Gongola, Kaduna,
Plateau and Bauchi). Content subjects commonly found on primary
school Time Tables were listed and teachers were simply asked to put
against each subject the language in which they taught the subject.
The subjects were

(i) Mathematics,

(il) Creative Activities

(ii1i) Cultural Activities,

(iv) Physical and health education,
(v) Religious Inatruction,

{(vi) Social Studies,

7
The four areaa were (1) the use of Arabic for R.K. (2) Proportion

of NL/L2 used in a language mix and the pattern of the mixing, (3}
Attitudinal questiona on the use of English generally, and (4)
personal data (sex, age group, and teaching experience),
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(vii) Primary aclence,
(viii) Art and Craft and,
(ix) Music.
Respondents were also asked to state
(a) the classea they taught,
(b) whether they taught PEIP or UPE claases,
{¢c) the English course-~books they used, and
{d) their educational/teaching qualifications,
Only teachers in classes l-4 in both LEN and EEM schoola were sampled.
The languages listed in reaponse to the main question (i.e.
content subject medium languages) numbered twenty, but fell intc two
groups as follows:
Group 1: Nigerian Languages (gimply called Nigerian Language
as a Proper Noun - or NL for short), which can be
either |
(a) puplls' mother-tongue or
(b) immediate Comnunity language:
19 auch languages were listed;
Group 2: English.
In addition to the twenty languages, a large number of the reapondents,
in particular, those teaching classes 3-4,sald they taught some
subjects in both NL and Engliah., A separate language medium category,
i.e. a8 Group 3, was therefore created with "NL/L2 mix" as the only
member,
Educatioconal and teaching qualifications listed ranged from
primary school leaving certificate, through Secondary Modern School
Certificate, Teachers Grade I[IIl/Grade Il certificate, West African

School Certificate (i.,e. secondary school leaving) Certificate and
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Teachers' Grade one/associateship Certificate. These were con-

stituted into 6 qualification categories,.

English course books listed were four, namely

(a)
{b)
{c)
(@)

New Oxford English Course (NOEC),
Stralght for English (SE),
Macmillans Primary English Courae (Macmillans), and

Evans Primary English Course (Evansa).

These titlea agreed with those earlier obtained from lccal education

offices and education ministries in the ten Northern Statea.

On the basis of the informmtion contained in the first pilot

respongses, a close-ended questionneire was derigned and was again

piloted in October 1976. The gquestionnaire conaisted of inventories

or checklists to be ticked as appropriate in the following information

areas.

A. JMedium Language Uge

Subjects

Language of Instruction

NL (or L1) English (L2) | NL/L2 MNix

Mathematics

Creative Activities

Cultural Activities

Phygical and Health Education

Religious Instruction

Social Studies

Primary Science

Art and Craft

Music

Table 5.7A: Inventory on medium language use contalned in the

1976/77 Survey questionnaire,
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B. English Coursge-books

Respondents were asked to tick which of the four listed books they

used in teaching English. They were also asked to add to the liast in

cade the mes they used were not on the list.

listed in the questionnaire pilloted:

The following were

Book Tick

here

1. N.O.E.C.

2. 38.E.

J. Macmillan's

4., Evans

5. (Any other)

Table 5.7B: English Courseg

C. Educational/Teaching Qualificationa

RBespondents were asked to tick in which of the listed educational

level examinations they had paassed English.

list any not included here.

They were asked also to

Educational Qualifications

Tick here

1. Primary School Leaving Certificate
or
Common Entrance Examination

2. Weat African School Certificate

3. Teachers' Grade III Certificate

4., Teachers' Grade II Certificate

OCL.
3. G.C.E. AL
6 Teachers' Grade [ Certificate

Associateship Diploma/Infant Method

7. (Any other)

Table %,7c: Poaslble Educational qualif

school teachers,

ications of primary
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Fifty teachers in two states, Kwara and Niger, were used as the
second questionnaire piloting subjects. The design and the informa-
tion elicited seemed right, there being no additional items suggested
by the pilot respondents. This questionnaire edition was then
adopted for the 1977 survey.

The 1978 survey questionnaire

Three months after the 1977 survey had been conducted and the
results in the process of classification and analysia, the Federal
Government of Nigeria launched its national policy on education
(Federal Ministry of Education, Lagos 1977), aspects of which relate
to medium policies and the medium use of languages in primary schools.
Of particular interest to the teacher language use survey being con-
ducted is the section dealing with the integration of Koranic and
Islamiyya schools into the formal primary school -ystels. The
National Policy statement emphasises that this integration had begun
in some states in the Northern parts of the country. Moslem parents
were assured that religious education would continue to be offered in
primary schools as it had been in the Koranic and Islamiyya schools

(PP 7, 8, 9).

Koranic schools are non-formal small groups in which children
between ages 4 and 8 are taught how to read or chant the Koran. They
are also non-atructured in the sense that there are no organised
syllabuses and systematised progression stages, They last for as long
as parents can afford to release their children and pay the small in-
struction cost, low because verandahs and open space under trees serve
as classrooms, pavements and sands serve as seats, and village "Mallams"
as teachers. In contrast, an Islamiyya school is an organized , for-
mal system in the sense that there are available syllabuses, progression
stages or promotion systems. Although the main subjects taught are the
reading/memorisation of the Koran, and Islamic religious knowledge,which
makes it very narrow compared to a full primary education system, an
Islamiyya school operates within school buildings and runs a routine
similar to what obtains in a primary school. It carries government re-
cognition, a fact that both entitles it to government grants-in-aid
and subjects it to government regulation. The duration of an Islamiyya
primary course varies from one to 3 years,



152
The main subject tamght in Koranic schools is the reading or
chanting of the Koran. In addition to this, the organised Islamiyya
schools teach some element of mathematics concepts expressed in
writing using Arabic Numerals, Now that these two systems had been
merged with the main stream with full guarantee that religious
education would continue as it had been,
(a) would klamic religious education be conducted in Arabic
as it had been under the Koranic and Islamiyya systems),
(b) would initial and functional literacy at the PE level be
extended to Arabic both as an additional language and
additional script ;
(c) would Arabic be taught as a subject on the Time Table?
Some (or all)of these questions would need to be considered as implica-
tions of the national policy statement earlier mentioned. Questions
(b) and (e¢) fall outside our research hypotheses being tested, and

so were not treated as variables, Question (;), on the other
hand, was considered relevant to our investigation

and was therefore included as a dependent variable (a possible medium
of instruction used by teachers) inm the 1978 survey questionnaire.

The inclusion of Arabic in the 1978 questionnaire as a possible
medium language is an area in which the 1977 questionnaire was
modified for the 1978 survey in order to make it take account of
social growth and policy changes. The 1978 questionnaire thus had
four language groups instead of the three in the 1977 version.

Apart from the inclusion of Arabic as an additional dependent
variable, there were two other modifications to Section A of the 1977
questionnaire. The first was a deletion of Art and Craft and Music

from the inventory of content subjects on which language use informa-
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tion was being elicited. The deletion decision was taken when pre-
liminary analysis of the 1977 data showed that these two subjects
were not taught by practically all the respondents. The other modifica-

tion was an attempt to 'probe' responses on the use of NL/L2 mixed usge.

5.4.8 Probing NL/L2 mixed use

Saying that one uses a mixture of two or more languages for instruc-
tion or any other purpose is so imprecise that further questions may
need to be answered to give such a statement a pedagogical meaning.
For instance, mixed language used as a medium of insatruction is
analysable along two dimensions:

(i) mode/language use skill, and

(i1) speech alternation.
If the component languages in a mixed usage are differentiated along
the mode or language skill dimension, thia impliesa, in the case of
NL/L2 mix, that in a content-subject lesson, One language, say NL,
is the oral medium and used during the oral part of the lesaon. The
other language, say English, ls then used as the written
medium to complete the reading and writing parts of the lesason.
In this case the two languages are notalternated within the same
gpeech event: their functions are clearly marked and kept apart. That
is, alternation ocouzrs at the classroocm dimccurse level of 'tmmmtim'.9

If differentiated along the alternation dimension, the compcnent
langunges of a mixed usage do not have neatly separated functions,
They alternate within the same apeech events sometimes neatly in sen-
tence or discoursge blocks amxl sometimes in disorganised, lntra-sentence
unita, In thias latter case, mixed language is to be found more in
oral apeech than in writing.

It is clear from what has been said above that a response

9, of section 8.7.7. below.
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indicating the use of NL/L2 mixture is capable of two interpretations,

and since both interpretations are possible within the classroom
instructional domain, survey result analyses need to be able to
specify along which dimension such a response ahould be interpreted.
The 1977 survey results wefe incapable of specifying a dimension
because the questionnaire used lacked an instrument with which to
probe glicited regsponses. The 1978 questiomaire

was therefore designed with an eye on more detailed information
than the 1977 version had been capable of gathering.

Haowever, the 1978 questionnaire was only able to probe along one
dimension, that of mode or language use skill. Respondents were asked
a filter question: "if you have indicated in the last number that you
teach any subject or subjects in NL/L2 mix, it is posaible that when
teaching such subjects, you use one language for oral presentation
and ancother for reading or/and writing. If this is so, go through
this number, Each subject consigsts of 3 parts - oral, reading, and
writing. Tick the appropriate column to indicate at what part of the
lesson you use English as the medium of instruction." The other
dimenaion, that is, language alternation, could not be probed without
the questionnaire being frighteningly over-sized., The language
dimenaion was then left to be elicited not by queationnaire but by
means of participant observation (see 35.49 below), It was pogaible
to carry out two types of internal checks on reliability of responges
on NL/LZ mixed usage, The first device was to indirectly repeat the
question earlier asked and then correlate responses to them. In an
earlier queation respondents had been asked to indicate which ot the
4 listed language groups (NL, L2, Arabic and NL/L2 mix) they used in
teaching each of te listed content-szubjects., And in a aucceeding

quesation probing NL/L2 mix responsea, respondents were asked to state
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at what stage during the lesson {(in which the medium of instruction

used was NL/LZ2) they used the English component of NL/LZ2 mix, It was
expected that the same content-subjects marked for NL/L2 mix mediun
would be the one to be marked for the three lesson atages (oral,
reading, writing) later probed. Where content-subjects not earlier
(in the preceding queation) marked for NL/L2 mix were later marked
for probing, %this was treated as a case of inconsistency and the
entire responge to the NL/1l2 mix praobing was disregarded, having
failed a reliability teat.

The second type of internal check on rellability of reaponges to
NL/L2 mixed usage probing was the use of 'phony' items (Oppenhein,
P. 71). Under each content-subject were listed the three lesson
stages or language skills(or modes)- oral, reading and writing. How=
ever, in the lower primary claseges and to some extent at the upper
stage, there are content-subjects that are known to be practical and
are taught entirely orally, These include Phyaical Education,
Religious Knowledge, Primary Science, and Cultural Activities. It was
not expected that any respondents would mark the reading or writing
atage of a physical educaticn leason in any primary class as the atage
at which the English component of NL/L2 mixture was used. This would
clearly be false aince physical education lessons in all primary
clasees, and also at the gecondary achool level, are conducted
practically outdoora with both pupile and their teacher involved in
body movement and keep-fit exercises, Where such was marked by a reg-
pondent, it was evidence of unreliability, and the response was
disregarded,

Tables 5.8A and 5%.8B show the modifications of the 1977

questionnaire for the 1978 survey,
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Content-subjects

Language in which instruction is conducted

NL

L2

-s
Arabic

N1/L2 mix
here

Mathematics

Creative Activities

Cultural Activities

Physical and Health
Education

Religious Knowledge

Social Studies

Primary Science

* Art and Craft

* Music

Key: * deleted from the 1978 version,

*¢ included as a variable only in the 1978 version.

Table 5.8A: modification of the main 1977 questionnaire item for

the 1978 survey.

Content-subjects

lesson stages or language skills

Oral

Reading

Writing

Mathematics

Cultural activities

Creative activities

Physical and Health
Education

Social Studies

Primary Science

Religious Knowledge

Table 5.8B: Questionnaire item included in the 1978 survey (not

an item in the 1977 questionnaire.

responses on NL/L2 mixed medium).

The item was included to probe
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Table 5.8A and 5.8B represent the main instrument used in both

1977 and 1978 surveys to elicit the responses/data with which to test
the three main research hypotheses (5.4.1 above). All the informa-
tion required and elicited for these purposes was factual, as distinet
from that relating to impresgsions or attitudes. But the 1978
questionnaire alse contained a section which ascught to elicit informa-
tion on teachera' attitudea to English, and another on teachers!®
perscnal data, including their educational gualificationa and teaching
experiences., Information elicited was expected to be invaluable as
explanationa but not the data for arriving at the main research
findings. The mection included in both the 1977 and 1978 question-
naire versions on the choic¢e and use of English course-books 1s of no
relevance to the main survey hypothesea. The information elicited by
this section wasa intended for the investigation of the contribution of
published instructional materials to the implementation of medium

policles «

5.4.9 Observation (and recording) of lesasona

The second survey inatrument listed in the opening paraéraph of thia
section (%.4.7) wasa observation cf lessong taught by scme of the
teacher-respondents. This instrument was used only with the 1978
saaple, In all, 40 lessona by 40 different teachers were ¢observed
fully or in part by the researcher himself. The lessons watched, and
in some casesa recorded, were those taught by the teachers

who had indicated in their queationnaire reaponses that they taught
some content subjects in NL/L2 mixa The lesasona ohserved were on
such content subjects, but only those on mathematics and Physical
Education were recorded. Table 5.9 below shows the spread of the

lessonsg obuserved.
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The ailze of the participant obaervation carried out was to
increase response valigdity by verifying through direct observation
aspects of the responses given by survey subjects. It was necessary
to do this because of what Oppenheim (1978: 152) describes as "the
lack of orrespondence that ias found at times between verbal attitudes
and behaviour". The difference between what 18 said and what is done
is sometimes deliberate: an attempt to hide what 1z suspected to be
socially or culturally unacceptable but something which the respondent
may have done or may continue to do nqnetheless. Sometimes, too, the
lack of correspondence is unconscious; that is, not being aware that
one does what aone profeases not to be doing, or vice veraa, Additional
beasures, such @ "probing', pogst-questionnaire interviews, particie
pant obgervation, that aim at verifying and thus validating responses
have been found very useful in social research, particularly one that
relies on questionnaire as the data-collecting instrument 10 For what

wag looked for in the abserved lessons, see section 6.8.4 below.

10. Roger Anderson (1978) reports a lack of correspondence between
what respondents said they did and what they were found doing. His
subjects tended to answer questions "according to what is percelved
to be the correct official attitude” (P, 11).
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] |
Subjects and Numbers of lessons watched |
Primary| Medium ! Total
Class Policy Hathenntics. Physical Social Elementary| Total :
. Education | Studies Science EEM LEM :
EEM 1 1 1 1| 4 Q
1 4 ;
LEN - - - - 0 '
|
EEM 2 2 2 2 8 ;
2 12 |
LEM 1 1 1 1 4 ’F
|
EEM 1 p 1 1 4
3 10
LEM 2 2 1 1 6
EEM 1 1 1 1 4
-4 10
LEM 2 2 1 1 6
EEM - 1 1 - 2
5 4
LEM 1 1 - - 2
EEM - - - - 0
6 0
LEM - - - - 0
EEM 5 6 6 5 22
Total 40
LEM 6 6 3 3 18

Table 5.9; Number and spread of the lessons observed: The 1978 sample.

Interview: Each of the teachers whose lessons were observed was inter-
viewed at the end of the lesson that was watched or recorded. The pur-
pose was to further probe why medium language had been used in a parti-
cular way. The face-to-face interviews were found useful as a measure

to increase dita validation. For instance, a number of those teachers

who used language mixing did not consciously plan to use it; it came as
often as the need for it arose (for detailed treatment see sections 6.8

on the use of language alternation),
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CHAPTER 6: Language Survey Results

6,1 Coding and organisation of data

Both the language use frequencies and other regponses obtained
from all the 978 cases1 were coded and analysed by

i. econtent-subject (7 in all),

ii. language media (4 language groups),

iii, medium policy (only LEM and EEM were surveyed at this
Decision Level),

iv, educational project (PEIP and UPE)}, and

v, primary educational stage (classes 1-6),

The data required to test each of te research hypotheses {gsee 5,1,1
above) were, in the main, cross-tabulationa between variables within
each of the listed groups (i-v above), and between two or more such
groups.,
The three hypotheses teated were:
1. That primary school teachers use much less English for
medium functions than both LEM and EEM policies specify;
2. that the teachers' choice of a medium of inatruction is
determined by content=subjects rather than by the official
LEM and EEM policies; and
3., that there is a predictable pattern to medium transition
{(MT) in teachers' use of language medium and that thia
pattern is consiastent with the gradual and selective MT.

In analysing the survey results, the three hypotheses are

made up of 576 respondents in 1977 and 402 in 1978,
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examined one at a time, After this, issues invelving all three
hypotheses are treated (6.7 and 6.8). Finally, a summary of the
overall findings is provided in section 6.9. In addition, a summary
of results on each hypothesis and cother issues for which there are
atatistical analyses is available at the end of the sections in which

such 1lssueps are treated,

6.2 Data for Testing Hypothesis 1

Since there are iwo medium policies with which the Language Use
Survey was concerned and since they apecify the use of English at
different primary education stages, the data ®r each are analysed
separately. LEM data are first analysed (6.2.1-6.2.12), This is
followed by EEM (6.3.1-~6.3.6), and then by a comparison and summary

of both LEM and EEM results (6.4.1“'604.3).

6.2.1 LEM and Hypothesig No 1

‘ Primary Class 4 is the educational stage at which by LEM policy
¥T i3 to be effected and full transition achievedz, in the manner of
all cases of abrupt transition (see 1,5-1.6, and 5,1 of
this study)., The data to test Hypothesis No 1 with regard to LEM are,
therefore, expected to relate to language use in primary classes 4, 5
and 6.

How much English is in reality used in LEM P4 as the medium of

“instruction? Ag Table 6.1 below showa, of the 449 LEM P4 cumlative

language use frequenciles, only 150, or 33.41% of total, were coded

Officially MT is effected in P3 under LEM in gome of the Nigerian
States arveyed. For the present research purposes, however, MT
under LEM is generalised as officially occurring at the beginning of
Pq,
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for English as the sole medium for teaching content-subject lessons.

A further 219, or 48.78% were for partial English medium; that is, a
language medium cluster in which English alternates with Nigerian
Language in content-subject instruction., The remaining 80 frequencies
were coded for NL (65 or 14.48%) and Arabic (15 or 3.34%). In other
words, only 33.41% of all lessons that ought to be conducted in English
as specified by the LEM policy were in fact so conducted.

Before any opinion is expressed on the given LEM P4 English use
frequencies, the rest of the LEM post-MT classes, that is, P5 and P6,
need to be examined. The frequencies for each of these two classes
are st out in Table 6.2 below. A slow rise in the English use rate
from 35.,41% in P4 to 41.58% in PS5 can be observed, a rise of only
8.17%. There is, thus, a slight contrast in the rise of the use of
English between P4 and P5 on the one hand, and between P5 and P6, on
the other; the latter being 19.53%. The English use growth rate is

plotted on the polygon in Figure 6.1 on page 166,

LEM P4
Language Used
Frequencies % of Total

English (L2) 150 33.41
Nigerian

.48
Language (NL) w A4
NL/L2 Mix 219 48.78
Arabic 15 3.34

Total 449

Table 6.1: Language Use frequencies in LEM Primary

Class Four,
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LEM LEM P8
Language PS
e Frequencies % of Frequencies % of
q Total q Total
English (L2) 84 41.58 56 6l.11
Nigerian
7 = i "
Language (L) 2 13.3 11 12.22
NL/L2 Mix 85 42,08 23 25.586
Arabic 6 2.97 ) 4 2 % G &
Total 202 90

Table 6,2: Language Use frequencies in LEM Primary Classes 5
and 6.
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Fig. 6.1: Polygon showing the English use rates in LEM Primary
Classes 4, 5 and 6.

Both Table 6.2 and Fig. 6.1 show that in none of the three post-MT
LEM classes (P4-6) does the use of English by teachers for content=-
subject instruction come near the 100% target implicitly set by the
LEM policy. At the end of PE, only 61.11% of this target has been

achieved..

6.2.2 Interpreting the frequency scores

As they stand, the LEM frequency scores confirm the hypothesis
that teachers use much leas English for content-subject instruction
than as specified by the LEM policy since the use rate in each of
the 3 post-MT classes falls far short of the expected rate. However,
before any statistical inference can be drawn on the figures, there

is need for certain relationships also to be drawn and accounted for,
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(i) For instance, we would like to know whether the LEM post-MT
English use scores, so far-removed from the set target as they are
when seen in isolation, achieve some significance statistically when
compared with the use of English, if it is used at all, at the pre-MT
stage (that is, P1-3). We would also like to compare the rate of
increase in the use o English between P3, the higheat LEM pre-MT
class, and P4, the first post-MT class, on the one hand, and between
P4 and P5 through P6, on the other. These comparisons may be used to
explain why the LEM English use rate takes off at 33.41% in the first
post-MT year (P4) but is unable to grow beyond 61.11% at the end of
primary education three years later.

(ii) The LEM post-MT frequency scores are also to be compared with
those for EEM in equivalent stages so that the relative effects of
both policies on the use o English for medium functions can be
assessed. There is, however, a comparison problem here. What are
post-MT' equivalent classes for LEM and EEM? 1Is P4 LEM an equivalent
class to P4 EEM for the medium use of English purposes? Ildeally in
terms of MT, LEM P4 as the beginning of LEM post-MT stage is related
to EEM P1, the first class of EEM post-MT stage. In practice, how-
ever, it is doubtful if the relationship of equivalence can hold.
Whether it can or not depends on the significance of the contribution
to the use of English as a medium in LEM P4-6 of the introduction and
teaching of English as a subject in the three years (Pl1-3) pre-
ceding the LEM post-MT stage. Knowing the contribution of the 3-year
pre-MT' stage to the LEM post-MT English use also is useful to the
debate on whether or not the subject role of English is of any
value when taught in a classroom situation in which English has no

real communication role to perform (see Chapters 4 above and
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8. below; also Omojuwa, 1979-Appendix A3 of this Study).

{iii) The LEM English use frequency figures bheing considered so far
are the cumulative frequencies, at the class level, for all individual
content-subjects., Since language use rates vary, sometimes widely,

- from subject to subject, the frequency rate contributed by each

. 'o.:ontent-sub.ject to the overall classg figure also needs to be

asaessed.

Although English use growth rates at the content-subject level are
the main data to be used to test ocur third research hypothesais
(S8ection 6.6 below), they are algo required at this stage to high-
light the internal distribution pattern of LEM/EEM language use

rréquencies at the post-MT stage.

(iv) The effects on LEM/EEM language use of educational projects -
in particular PEIP (See 5,4.3 above) - need also to be assesged, So

are those of educaticonal qualitications of teachers,

(v} Finally, there is the question of what constitutes NL/L2 Mixed
Use to be answered.

The LEN frequency scores will now be further interpreted as data
for testing Hypothesis One in the light of the relationahips obtain-
ing batween these scores and the gets of variables listed above.
These variables are summarized below:

{i) 1. LEM post-MT class English scores vs LEM pre-NT c¢lass sacores
(6.2.3);
2, LEM English use growth rate between P3 (i.e. the last
pre-MT LEM class) and P4 (the first post-MT' LEM class)
as compared with between (a} P4 and P5, and (b) P5 and
P8 (6.2.4);

(i1) LEM first post-NT class (P4) English scores va EEM
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post-MT class (Pl) scores. Also LEM P4 Vs EEM P4 for
comparative purposes (6.2.7);
(iii) LEM individual content-subject frequency scores at the post-MT
classes 4-6 (6.2.5)

(iv) PEIP Vs UPE frequency scores at the class level in LEM P4-6
(6.2.6); (Also at the discussion stage the effects of
educational qualifications of teachers on their use of medium
language); and

(v) the value to be placed on the language components of the NL/L2

Mixed Usage (6.2.11).

6.2.3 LEM pre-MT and post-MT English frequency scores compared

The LEM pre~MTI stage consists of primary classes 1, 2 and 3.
Officially, English is not the medium language in these classes, and
is therefore not expected to be used as such. The hypothesis being
teated is not directly interested in the LEM pre-MT state of English
use. However, the fact that the first post-MT LEM class (P4) takes
off with 33.41% English use rate but improves upon this rate by only
8,17% in P5 (41.58%) arouses interest in the state of English use in
LEM pre-MT classes.

(a) Is the 33,41% use rate in P4 achieved within one year after MT
has been officially effected, or is it in fact an accumulation
of what has been acquired in this and in the pre-MT classes,
where English may have been used for medium functions, albeit
unofficially?

(b) Is the 33.41% English use rate in P4 therefore statistically significant
(as a marker of the first post-MT year) compared to the English
use rate at the pre-MT stage? Tables 6.3 and 6.4 below present

the data with which to anawer questions (a) and (b) .
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LEM
n P2 M
Language % of % of % of
Used * 0 e O , » 0
Frequencies) total rrequenciesl total Frequencies total
Nigerian 633 55,687 386 44,94 312 43,58
Language L)
NL/L2 Mix 460 40,46 416 48.43 320 44.69
Arabic 27 2.37 4 0,47 13 1,82
Total 1137 859 716
Table 6.3: LEM Language use frequency scores in P1-3
Class Score % of Total Uge Growth Rate
Pl 17 1.50
P2 53 6.17 4.67
P2 71 9.92 3.7%
P4 150 33.41 23.49
PS 84 41.58 8.17
Pe 55 61.11 19.53
Table 6.4:; LEM English Use frequency scores and rates of growth

from Pl to PG,




1MmM
Although statistically non-significant in itself, the

9,92% cumilative English Use rate in the 3 pre-MT LEM classes shows
that
i. the post-MT use of English in LEM P4 does not start from a
zero use level, and that therefore
ii. the 33.41% use rate in P4 does not represent an only
one-year use performance level but a performance rate that
accumulates in part from the pre-MT 3-year period in which

English is, officially, a subject only. 3

6.2.4 The Significance of LEM Pre-MT Vs LEM Post-MT English Use

Scores
The leap from 9.92% in P3 to 33.41% in P4 LEM (Table 6.4 above)
tends to suggest that there is some degree of medium transition to
English in LEM P4, Only between P3 and P4 are language use differ-
ences and shifts highly significant statistically (P<.001),
Neither between LEM P4 and P5 nor between LEM P5 and P6 are such use
differences highly algniticant.4
The following tendencies can thus be observed from the fre-
quency figures in Table 6.4 above.
(a) There is a significant shift in the pattern of language
use between LEM P3 and P4. This suggests that a
change-over of medium languages, at a minimal stage, may

have been attempted at the beginning of P4,

3 This point is of interest to Hypothesis 2 and will be taken up
again in 6.5 below,

4
The LEM P4 and PS5 language frequency differences are significant
at the low level of P#%,20 (Table 6.2 above),
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(b) There is a gradual and steady growth in the use of English
from LEM Pl to the end of primary schooling in P68, This
contradictas the concept of abrupt MT implicit in the LEM
policy and accords with the alternative theory of gradual
transition.

(c) The rise in the rate of use of English for medium functions
to only 61,11% in P6 shows that full MT is not achieved
at the end of PE, let alone in P4, contrary to the LEM

policy expectations.

6.2.5 English Use Frequency Scores at the content-subject level

The data analysed so far were the sums of the frequencies scored
by all content-subjects taught in each primary class. Hypothesis 1
has thus been tested and confirmed only at the class level. To be
fully confirmed, the research hypothesis will also need to be tested
at the individual content-subject level. What, for instance, is the
pattern of distribution at the subject level of the English use fre-
quencies the sum of which was used at the class level to test
Hypothesis 17? Tables 6.5A-6.5D contain the language use frequencies

for each content-subject in LEM (post-MT) P4.

LEM P4

S—— L_ Mathematics Creative Activities

Used i Frequencies | % of Total | Frequencies | % of Total |
English (L2) 31 43.66 10 20.41
Nigerian
L (NL) 2 2.82 16 32.656
NL/L2 Mix 38 53.52 23 46.94
Arabic 0 0.00 0 00.00

Total 71 49

Table 6.5A: Language Use frequency scores for Mathematics and
Creative Activities in LEM P4.



173

LEM P4

Cultural Activities Physical Education

Language Used % of % of
Frequencies Total Frequencies Total
Nigerian 25 46,30 3 4.17

Language (NL)

NL/L2 Mix 22 40.74 38 52,78
Arabic 0 0.00 (v} 0.00
" Total 54 72

Table 6.5B: Language Use frequency scores for Cultural Activities
and Physical Education in LEM P4,

LEN P4
Religious Knowledge Social Studies
% of % ot
encies Fr
Frequencie Total equencies Total
English (L2) 12 19.05 20 29.4]
Nigerian 25 30.68 4 5.88
Language (NL)
NL/12 Mix 11 17.46 44 64.71
Arabic 18 23.81 o 0,00
Total &3 €8

Table 6.5C: Language Use frequency scores for Religious Knowledge
and Social Studies in LEM P4.
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Language Used Primary Science
Frequencies % ol Total
English (L2) 24 33.80
ﬁﬁ:ﬁi:ne (NL) 6 8.45
NL/L2 Mix 41 57.75
Arabic 0 0.00
Total 71

Table 6.5D:

Language use frequency scores for

Primary Science in LEM P4,

12.96% for Cultural Activities.

English Use scores above the

In only three content-subjects -

Tables 6.5A-6.5D show that the use of English frequency rates,

aubject by asubject,at LEM P4 range from 43.66% for mathematica to

Mathematics, Physical Education, and Primary Science ~ ars the
clasa average of 33.41%. Table 6.6

ligtg the 7 content-subjecta and their frequency score rates at a

Content-subject L2 Use Rate
i, Mathematics 43.86
2, Physical Education 43.086
3. Primary Science 33.80
4. BSocial Studles 29,41
5. Creative Activities 20.41
6. Religious Knowledge 19.05
7. Cultural Activities 12.96

Table 6.6:
in LEM P4 - in rank order.

English frequency scores by individual content-gubjects
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The frequency score distribution on individual content-subjects thus
tends to show that
(i) full MT to English is not reached in any subject in the
first post-MT year (P4), and
(ii) English tends to be used more with certain content-subjects
than with others.
The effects of the LEM policy on the use of English by teachers in
LEM P4 at the level of individual content-subjects are further re-
presented in Fig. 6.2 (below),
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Fig. 6.2: Polygon showing the subject-by-subject English Use

frequency score rates in LEM P4,
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6.2.6 The Effects of PEIP on English medium use in LEM P4

As an experimental variable, the Primary Education Improvement
Project (PEIP) is to be evaluated in terms of its effects on primary
teachers' use of language for instructional functions (see 5.3.3 and
5,4,3(i) for more about PEIP). PEIP is conducted in both LEM and EEM
classes, some of which were included in the present survey. What
were the effects of PEIP on the English use frequencies in LEM P4,

that is the first year after MT has been effected under the LEM

S PEIP UPE
vaed Frequencies :;::1 Frequencies :ozil
English (L2) 80 33.33 70 33,49
Ni“’“: e 35 14.58 30 14.35
NL/L2 Mix 116 48.33 103 49.28
Arabic 9 3.75 6 2.87
—— 240 209

Table 6.7: PEIP and UPE Language frequency scores in LEM P4
compared.

policy? Table 6.7 compares the English use rates between PEIP
(33.33%) and UPE (33.49%). The figures show that:
(i) the PEIP returned a slightly lower English use rate than
the average for both UPE and PEIP combined;
(ii) the difference in the rates of English use by both UPE

and PEIP groups is statistically insignificant.
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It would appear from the above figures (Table 6,7) that the
PEIP did not influence teachers' use of English one way or another
in LEM P4. We will return to the influence of PEIP on teachers'
medium language use when we examine the overall effects of PEIP on

language use (by teachers) for primary education (Section 6.4.3).

6.2.7 English Medium Use in the first year after MT has been
J

effected under the LEM and EEM policies compared

Two sets of comparison will be made here. The first is a
comparison of the English use in LEM P4 and in EEM P4, The second
matches LEM P4 with EEM Pl, each representing the first post-MT
year respectively under LEM and EEM policies. The problem of de-
ciding what the EEM equivalent of LEM P4 is was mentioned in
6.2.2 (ii) above, Comparing the two sets as suggested here seems
the most practical solution.

First, LEM P4 and EEM P4 are compared (Table 6.8A)

LEM P4 EEM P4

Language

Used [

Frequencies | % of Total ||Frequencies | % of Totall
English 150 33.41 263 45,90
Nigerian
Language (NL) 65 14,48 32 9,08
NL/L2 Mix 219 48,78 242 42,23
Arabic 15 3.34 | 16 2.79
|
Total l 449 573

Table 6.8A: LEM P4 and EEM P4 Language Use frequencies compared.
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Table 6.8A above reveals a frequency scores difference of 12.49%
between EEM P4 and LEM P4 English in favour of EEM, under which
English ig in its 4th year of use for medium functions, This con-
trasts with LEM P4 in which English is in its first year of use as
a medium,

The LEM Vs EEM difference is statistically significant at the
high level of P< ,001. A greater use of English in EEM P4 is thus
confirmed.

LEM P4 and EEM Pl are next compared. For the analysis and

interpretation of the result, see 6.2.10 and Table 6,12 below.

6,2.8 The Effects of PEIP on EEM P4 Frequency scores

LEM P4 language use frequencies were compared between PEIP and
UPE groups in 6.2.6 above. The results showed that PEIP had very
little effect on teachers' medium choice in P4, A similar comparison
of EEM P4 frequency scores by PEIP Vg UPE groups will now be made,
Table 6.9 shows that the PEIP-UPE language use differences are
non-significant (P<.80). Thus, under neither LEM nor EEM policy did
PEIP have any significant effect on the choice and use of media of

instruction by the teachers in our sample.
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EEM: P4: Clasgs PEIP va UPE

PEIP P4 UPE P4

Language

Used Frequencies (% of Total || Frequencies | % of Total

English (1L2) 166 44,99 97 47 .55
Nigerian

.76 16 7.8
Language (NL) 36 ¢ 4
NL/L2 Mix 157 42.55 85 41.67
Arabic 10 2.71 6 2.94
Total 369 204

Table 6.9: EEM Primary Four PEIP-UPE frequency scorea compared.
The differences are statistically non-significant

{P= .80).

6.2.9 P4: EEM and LENM cowmpared at the content-subject level

At the claas level the P4 LEM Va EEM frequency scores
tend to be gignificantly different from each other {(6.2.7). At the
content-subject level, therefore, we look for those subjects in
which thiag difterence is reflected. Tablea 6,10A through 6.12G

provide the data for LEM-EEM P4 comparison at the subject level.
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P4 Mathematics

EEM LEM

language Used Frequencies % of Frequencie % of

req c Total q ? | Total
English (L2) 65 61.90 31 43.66
Nigerian 0 0,00 2 2,82
Language (NL)
NL/L2 Mix 40 38,10 38 53,52
Arabie (4] 0.00 4] 0.00
" Total 105 71

Table 6.10A;

frequency scores in EEM-LEM P4 Mathematlics,

is significant at PX.02,

Comparative English (and other mediw.)
The EEM~LEM difference

P4 Creative Activities

EEM LEM

Language Used
Frequencies % of Frequencies % of
q Total a Total
English (L2) 4 41 .98 10 20.41
Nigerian 10 12.356 16 32.65
Language (NL) .
NL/L2 Mix 37 45.68 23 46.94
Arabic 0 0.00 0 0.00

Total 81 49

Table 6.10B:
Activities.

The difference is significant at P«<.10.

P4 EEM vs LEM English frequency scores in Creative
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Pq Cultural Activities

EEM LEM

Language Uged % of % of

Frequencies Total Frequencies Total
English (L2) 290 25.97 7 12.96
Nigerian 19 24,68 28 46,30
Language (NL)
NL/L2 Mix 38 49 .35 22 40,74
Arabic 0 0,00 0 0.00
" Total 77 54

Table 6.10C: P4 EEM-LEM Language use in Cultural Activities
compared, The EEM-LEM difference is statistically significant at
PL 02,

P4 Physical Education

EEM LEM
Used
ranguas fee Frequencies % of II Frequencies % of
a Total eq Taotal
English (L2) 57 53,27 3l 43,06
]
Nigerian 1 0.93 3 4.17
Language (NL)
NL/L2 Mix 49 45,79 38 52,78
Arabic 0 0.00 <" 0 Q.00
Total 107 72

Table 6.10D: Language Use in P4 Physical Education is compared
for EEM and LEM., The difference is statistically significant at

a low level of P %,30.
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P4 Religious Knowledge
EEM LEM

Language Used Frequencies % of Frequencies % of

qu Total a Total
Englisgh (L2) 28 28.87 12 19.05
Nigerian 28 28.87 25 39.68
Language (NL)
NL/L2 Mix 25 25.77 11 17.46
Arabic 16 18.49 15 23,81
~ Total o7 * 83

Table 6.10E: Language use Irequency scores in P4 R.X, are
compared for EEM and LEM, The differences are gignificant at a
rather low P <,30. '

P4 Social Studies

EEM " LEM
Language Used Frequencies :o::]. Frequancies ?o::..l
English (L2) 53 49,07 20 29.41
z;g::;:: (NL) 2 1.85 4 5.88
NL/L2 Mix 53 49,07 1' 44 64.71
Arabic 0 .00 1] 0.00

Total ' 108 68

Table 6.10F: Language use frequency scores in P4 gocial studies
compared for LEM and LEM. The differences are statistically
significant at P<,02,
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P4 Primary Science

|
EEM LEM
Language Used
Frequencies % of Total Frequencies | % of Total
English (L2) 52 52.00 24 33.80
Nigerian '
3 3.00 6 8.45
Language (NL)
NL/L2 Mix 45 45,00 L 41 87.78
Arabic 0 0.00 0 0.00
Total 100 71
Table 6.10G: Language use frequency scores in P4 science compared for

EEM and LEM.
at P< ,05.

Differences in the scores are significant

As can be seen in Tables 6.,10A-6.10G, in only Mathematics, Cultural

Activities, Social Studies and Primary Science are LEM-EEM score

differences fairly highly significant in P4,

Consequently,

it is

the language use scores in these subjects which have made the LEM

Vs EEM score differences at the P4 Class Level highly significant

statistically (Table 6.8A:

P

.001).

The LENM-~-EEM P4 English score

differences at the subject level are gsummarized in Table 6.11 and

plotted on a polygon in Fig. 6.3.
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P4 English: EEM Vs LEM
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Fig. 6.3: Polygon comparing English use frequency scores
in individual content-subjects in P4 for both EEM

and LEM,
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P4 English Use Scores
|

% of total in each case

Content-Subjects

EEM LEM
Mathematics 61,90 43, 66
Creative Activities 41.98 20.41
Cultural Activities 25,97 12,96
P, Education 53.27 43,06
R.K. 28,87 19.056
Social Studies 49.07 29.41
P. Science 52.00 33.80

Table 6.11: English use frequency scores in individual
content-subjects in P4 for both EEM and

LEM.

6.2.10 LEM FIRST POST-MT YEAR (P4) AND

EEM FIRST POST-MT YEAR (P1) COMPARED

In 6.2.7 above it was stated that a comparison of LEM (post-MT)
P4 with a comparable stage under EEM involves two sets of classes:
LEM P4 versus EEM P4, and LEM P4 versus EEM Pl, Pl being the first
post-MT year for EEM. LEM P4 and EEM P4 English frequency figures
have been compared (6.2.7 - 6.2.9). LEM P4 and EEM Pl will now be
compared. Table 6.12 sets out the frequency figures for both

classes.
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LEM P4 vs EEM Pl

LEM P4 EEN Pl

Language Used
Frequencies % of Total Frequencies | % of Total

English (L2) 150 33.41 108 14,81

Nigerian

65 14.48 183 26.47
Language (NL)

NL/L2 Mix 219 48.78 422 57.89
Arabic 15 3,34 6 0.82
Total 449 729

Table 6,12: LEM P4 and EEM Pl language use frequency figures/rates
compared, The LEM-EEM differences are significant at

P<.001.

The two sets of comparison of the first year of English as the
medium of instruction under the two policies show that much more
English is used in the first year of its introduction as a medium
under LEM in P4 (33.41%) than under EEM in Pl (14,81%). However,
under neither policy can English be maintained as an effective
medium on its own in the first post-MT year, The higher LEM rate
in P4 seems certain to be due to the effect of teaching English as
a subject in LEM pre-MT Pl1, P2 and P3. On the other hand, a
synchronic comparison of P4 English in both LEM and EEM will find

EEM P4 English use far superior to that in LEM P4,
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6.2.11 The value to be placed on the Nigerian Language ~ English

#ix and on its Constituents

In Section 6.2.2, the above heading was listed among those
variables that must be known before the LEM P4 English use frequency
score of 33.41% could be used to test Hypothesis No. 1. The effects
of the other variablea listed have been identified (6.2.3-6.2.10),
These are.summariaed in 6.2.12 below. Statistical inferences on the
frequency scorea in LEM P4 are further drawn and summarised in
section 6.4 below, .

The conatituents of NL/L2 mixture, the pattern and origin ot
its use, ita educational and other values as well as its relationships
with the two languages - NL and English - which are its conastituents,
are discussed in sections 6.7.4; 8.,8.7 and 8.7 below. 1t should be

pointed cut at this point that:

(a) language mix is described functionally {(not linguistically)
in this study; ‘
(b) by language mix or language alternation we refer to one or
a combination of the following alternation types contained
in our data;
(i) mixed speech, in which NL and English occur in a
aingle utterance,
(1i) code switching, in which there are switches from NL
to English and vice versa in separate utterances by the
teacher (and occasionally pupils) during the same lesson,

and



188
{(1ii) translation, in which the teacher repeatsin NL
every;hing that he has said in English, or vice
versa;

{(c) the use of language mix as a3 medium remains alcomplex
phenomencn which this study cannot claim to have unravelled
nor was 1t designed to unravel. But its use tends to point
to one conclusion, which will be pursued in section 6,7.4
and 6.8 below; that is, it ig an indication that full
transition te Engliah has not been achieved. Since the
hypothesls of interest to this section relates to the uae
of English at the full transition stage, which is what LEM
P4 officlally claims to have reached, NL/L2 mixture
identified with a lower and incomplete MT stage is
justifiably treated as a separate medium from English and
NL.5 In other words, "English" for this section is to be
interpreted as that variety which 1a not mixed with NL
(or any other Iangﬁage) when used aa the medium of oral
inatruction., This is what the P4 LEM English frequency
scores amounting to 33,41% of the scores for all languages

-in P4 mean,

6.2,12; Summary of the section on LEM and Hypothesis One

(i} The English language use frequency scores for LEM P4 amount
to 33.41% of total scorea for all medium languages used in this LEM
c¢lags. At full transition which is the officially declared medium

target for this class, 100% ia ideally the English use rate

5 Functionally, though not necessarily linguistically. e¢f Oke, D. (1975)



189

to be expected.

(ii) The effects of PEIP on LEM P4 and EEM P4 English scores are
non-significant statistically. PEIP LEM scores of 33.33% are in
fact lower than UPE scores of 33.49% (Table 6.7). Thus the 33.41%
LEM P4 English score has not been influenced one way or another by
PEIP,

(iii) When language use scores in each content-subject were analysed,
only three subjects - Mathematics (43.66%), Physical Education
(43,06% and Elementary Science (33,.80%) - were found to have exceeded
the class average (of 33.41%). English use scores are lowest

(12,96%) in Cultural Activities in LEM P4 (Fig. 6.2).

(iv) English scores in LEM P4 are compared with English scores in
LEM P3 just before MT, and LEM P5 a year after MT to English (Section
6.2.3). In LEM P3 English use rate stands at 9,92% of all the medium
language scores in that class. This seems to be consistent with the
non-medium function of English in LEM P3. However, at 41.58%, the
English use rate in LEM P5 tends to have grown rather slowly from
P4's rate of 33.41%. While the jump from LEM P3 (9.92%) to LEM P4
(33.41%) is statistically significant and enough to indicate a
limited medium transition process the LEM P5 English use score of
41.58% tends to suggest that the MT process is far from being com-
pleted at this primary stage.

(v) English scores in LEM P4 are also compared with its scores in
EEM P4 (6.2.7-6.2.9). At 45.90% EEM P4 English scores are higher
than LEM's at 33.,41% just as the latter is much higher than EEM's in
Pl (14.81%). Both LEM P4 and EEM Pl are equivalent as the first

post-MT class under their respective policies.
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-(vi) In-both LEM and EEM, English tends to be used more with some
content-subjects in P4 than with othera. The order is the sane,
under the two policies, for all the subjects, with mathematics
topping the 1list:

(a) Mathematics, 61,90% EEM , 43,66% LEM

(b) Physical Education, 53.27% EEM ,43.06% LEM

{¢c) Primary Sclence, 52,00% EEM,33.80% LEM

(d) Social Studies 49,07% EEM,26.41% LEN

(e} Creative Activities 41,98% EEM,20,.41% LEM

(t) R.K. 28.87% EEM,19.05% LEM

(g} Cultural Activities 25.97% EEM,12.96% LEM.

(see Table 6.11 and Fig. 6.3).

8,3 EEM and Hypothesis One

6.3.1 Organisation of data

Investigating teachers' use of Engligh in primary schools adopting
the EEM policy should normally start with that primary stage or class
ofticially declared as EEM point of full medium transition. This iag
Primary Class One, To test Hypothesis 1 ("that teachers use much
lesa English for medium functiong than as specified by both LEM
and EEM policiea"™),

(i) the English use frequencies in EEM Pl will be examined,

(i1} To see the rate of growth in the uge of English, the
English scores in EEM P1, P2, and P3 will next be compared.
(i1i) In each of these EEM classes, the effects of PEIP on

English scores are assesged.



19
(iv) This is followed by a lock at the distribution of the
English scores on content-subjects in EEM P1-P3.
(v) EEM versus LEM English frequency scores are compared in

Pl, P2 and P3 at the class level.

In section 6.4 the data on LEM and EEM English as tabulated in
this and the previous section (6.2) will be used to draw inferences

and conclusions with regard to the hypothesis being tested.

6,3.2 English use in EEM Pl, P2 and P3

The use of English in EEM Primary Class One will tirst be
examined. The use frequency scores are repregsented in Table 6.13
below. They show that English scores only 14.81% of the total

frequency scores for all the four medium languages on the liat.

EEM P1

language Usad
: Frequencies | % of Total

English (L2) 108 14.81

Nigerian

Language (NL) 193 26.47

NL/L2 Mix 422 57.89
Arabic 6 0.82
Total 729

Table 6.13: EEM English frequency scores at

the class level in Primary One.
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A8 the English scores appear too low to support an instructional

programme in the English medium, the ideal of "straight for Engliash"

implicit in the EEM policy seems far from being realized in P1,

EEM Pl, P2, P3

Lan 4] P2 P3

Ug::ge Frequencies| 3;2:1 Frequencies f;::l Frequencies 3;2:1

English (12) 108 14.81 112 20.82 242 40, 50
Nigerian 193 26.47 121 22.49 69 11.58
Language &L) :
NL/L2Z Mix 422 57.89 298 55.39 271 45.47
Arabic 6 0.82 7 1.30 14 2.36

Total 729 538 608

Table 6.14: Language Use freguency scores

in EEM P1, P2, and P3,

English use frequency scores in EEM P2 and P3 are next examined

for the rates of growth in the medium use of English. Table 6.14

contains the English frequency scores for EEM Pl, P2 and P3. The

figures are in all cases still much less than what is expected in

EEM policy classes.

6.3.3 EEM and LEM P1,

P2 and P3 Compared

How do the EEM Pl, P2 and P3 English scores compared with

thogse in LEM Pl, P2 and P37 Tables 6.15A-C preaent the comparative
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figures. The simple explanation for the wide EEM-LEM gap in each of
the three classes is that English is not the medium of instruction
in LEM P1-P3. The effect of the two medium policies seem therefore
to have been reflected aomehow in the English frequency acores at
these lower primary claases. This issue will be taken up when

Hypothesis 2 is discussed in section 6.5 below,

EEM P LEM Pl

Language Used

Frequencies | % of Total Frequenciea| % of Total

English (L2) 108 14.81 “ 17 1,50

Nigerian
Language (NL)

193 26.47 633 53.67

NL/L2 Mix 422 57.89 460 40.486
Arabic 6 0.82 27 2.37
Total 729 1137

Table 6.15A: EEM Va LEM language frequency scores in Pl
compared. The differences are significant at

P<,001,
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P2; FEEM va LEM

EEM P2 LEM P2

Language Used Frequencies % of Frequencies % of

8 Total °q Total
English (12) 112 20,82 53 6.17
Nigerian ' '
Language (NL) 121 22.49 386 44.94
NL/L2 Mix 298 55,39 416 46.43
Arabic 7 1.30 4 0.47
" Total 538 859

Table 6,13B: P2 EEM and LEM language frequency scores compared.
The differences are significant at pP<,001.

P3: EEM vs LEM

EEM P3 LEM P3

rangungs Jeed PFrequencies :;:;1 Frequencies 39221
English (L2) 242 40.60 u_ 71 9.92
Nigerian 69 11.58 312 43.58
Language (NL)

NL/L2 Mix 271 45.47 az2o0 44,69
Arabic 14 2.35 L 13 1.82

Total 396 718
L

Table 6.15C: F3 EEM and LEM language frequency scores compared.

The differences are significant at P <,001.
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The comparative scores along the two dimensions discussed
in this and the previous section - that is, between EEM Pl1, P2
and P3, on the one hand, and between EEM Pl1, P2 and P3 and LEM Pl,

P2 and P3, on the cther - are now represented in Fig. 6.4 below,

100%
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70
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40 "
LEM 17 1.50
30 ,«-/ ) gen | 108 | 14.81
20 ,»”x’ po | LEM 53 6.17
e EEM | 112 | 20.82
10
—— P3 LEM Yl 9.92
0 2 40,60
P EEM | 242
Class P1 P2 P3
Key: LEM

EEM e

Fig. 6.4: Polygon comparing the English frequency scores

between EEM Pl, P2 and P3; and between EEM P1-P3

and LEM P1-P3.

6.3.4 The Effects of PEIP on EEM English Scores

We saw in 6.2.8 that the English scores in EEM P4 have not
been influenced by PEIP, That is, the differences between PEIP
English and non-PEIP English scores are not statistically sig-
nificant in EEM P4 (Table 6.9). How significant are the PEIP-UPE

differences in EEM P1-P37 Tables 6,16A-~C contain comparative
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scores for both PEIP and UPE in each of EEM P1-P3., In none of the
three EEM classes are the differences in the PEIP vs UPE language
scores significant. Again, this tends to suggest that teachers'
uge of medium languages in EEM clagses 1-3 is not influenced one

way or another by PEIP,

ERM P1
-
PEIP UPE
Language Used
Frequencies | % of Total || Frequencies | % of Total
English (L2) 59 14.94 49 14,67
Nigerian
109 84
Language (NL) “
NL/L2 Mix 223 199
Arabic 4 “ 2
Total 395 334

Table 6,16A: PEIP-UPE language use scores compared in ERM P1, The
difference is not statistically significant

(P£-70)-
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CEM P2

PELIP UPE
Language Used Frequencies ;'02:]. Frequencies :0::1
English (L2) 63 22.58 49 18,92
Nigerian 68 53
Language (NL)
NL/L2 Mix 144 154
Arabic 4 3
 Total 279 259

Table 6,16B:

for PEIP and UPE.

Comparative language use frequency scores in EEM P2

Differences in the two sets of scores are

significant only at P<.20 .

EEM P3
PEIP UPE
g fhed Frequencies %ot Frequencies % of
Total = Total

English (L2) 132 41.38 110 39.71
Nigerian 36 a3
Language (NL)
Arabic 8 6

Total 319 277

Table 6.16C: PEIP-UPE

Differences in scores are non-significant (P <£.95).

language use frequency scores in EEM P3.
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6.3.5 Language Use Scores by content-subject in EEM Classes 1, 2,

and 3
The pattern and rate of growth in the medium use of English in
EEM classes 1, 2, and 2 has been shown (Fig. 6.4) and has also been

compared with the pattern in LEM classes 1, 2, and 3. In both cases

EEM P1-3: Mathematica
Language
Used FrequencieJ % of Frequencies % ot frequencies % of
total total total
English {(lL2) 37 32.74 35 41.18 60 60.00
Nigerian
5 1 2
Language L)
NL/LZ2 Mix 71 49 38
Arabic 0 0 0
Total 113 85 100

Table 8,17A:

language use scores have been Shown

now look at the distribution of the scores at the content-subject

level.

of EEM P1-3,

at the class level.

Tables 6.17A-6.17G show these content-subject scores,

Language use frequency scoresg in Mathematics in each

We shall
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EEN Pl1-3: Creative Activities

n P2 P3
Language
Used % of % of % of
Frequencies total Frequencias total Frequencies total

English (L2) 26 23.85 21 29,58 26 39,39
Nigerian 11 13 10
Language (NL)
NL/L2 Mix 72 37 30
Arabic 0 0 0

Total 109 71 68

Table 6.178;

of EEM Pl, P2 and P3.

Language Use frequency acores in Creative Activities in each

EEM P1-3: Cultural Activities
Language Pl P2 P3
Used 91 % of %
of % of
Frequencle total Frequencles total Frequencies total
English (L2) B 7.69 8 11.59 14 19,72
Nigerian
49 26
Language (NL) 28
NL/L2 Mix 47 33 31
Arabic 0 0 0
Total 104 69 71

Table B8.17C:

of EEM P1, P2, and P3,

Language Use frequency scores in Cultural Activities in each
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EEM Pl1-3: Physical Education
Pl P2 P3
Language :
Used J % of % of % of
F
Frequencie totat Frequencie satas requencies totel
English (L2) 28 24,78 30 34.48 46 44,23
Nigerian 13 = 5
Language (NL)
NL/L2 Mix 72 50 53
Arabic 0 0 Y
Total 113 B7 104

Table 6.17D:

Language Use scores in Physical Education in EEM Pl1, P2 and P3.

EEM Pl1-3: R.K.
P1 P2 P3
Language
Used ﬂl o
% of % of % of
Frequencie total Frequencies totai Frequencies sekat
English (L2) 4 3812 4 5.06 17 18,48
Nigerian 63 47 30
Language (NL)
NL/L2 Mix a2 21 31
Arabic 6 7 14
'
Total 105 79 92

Table 6.17E:

Language Use frequency scores in Religious Knowledge in
EEM P1, P2 and P3.
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EEM P1-3: Social Studies

Language P1 P2 P3
Used % of % of % of
Frequenciee{ total Frequencies total Frequenciesa total

English (L2) 13 12.62 13 15.48 45 44.12
Nigerian 20 21 5

Language (NL)

NL/L2 Mix 70 50 52

Arabic 0 0 0

Table 6.17F:

Language use frequency scores in Social Studies in each of

EEM primary claases 1, 2 and 3.

EEM Pl-3: Science
Language Pl P2 P3
veed Frequencieﬂ* ?c::l Frequencieas i’o::l Frequencies 30::1

English (12) 13 12.82 13 15.48 a7 48.45
Nigerian 20 11 B
Language (NL)
NL/L2 Mix 70 56 14
Arabie 0 0 0

Total 103 B4 97
Table 6.,17G: Language use frequency scorea in Elementary Science in

cach of EEM primry classes 1-3.
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functions than what the EEM policy specifies. The English use
gituation in the upper primary classes (Fig. 6.5 below) presents
a similar picture. Hypothesis One is thus confirmed in all

primary classes.

(ii) PEIP-UPE (EEM) English use scores are not significantly different
from each other at both class and content-subject levels in all

EEM classes (Tables 6,16A-6.16C),

(iii) English frequency scores in individual content-subjects in EEM
Pl through P3 are highest in Mathematics (32.74, 41.18, 60.00
in P, P2 and P3 respectively) and lowest in Religious Knowledge

(3.81, 5.06, 18.48 in P1, P2 and P3 respectively. Table 6.18).

In terms of English frequency scores most content-subjects
in the early years of EEM, that is in Pl, P2 and P3, come in
the same rank order as in the early vear of LEM, that is, in
LEM P4, as in Table 6.19 below. The exceptions are Creative
Activities, which come 3rd in EEM but Sth in LEM P4, and R.K.
which is last in EEM P1-3 but replacing Cultural Activities,
which comes last in LEM P4. This point is of interest to the
gradual and selective pattern of teachers' English use and
will be taken up again in section 6,6 when Hypothesis Three is

examined,
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Subjects ll — LM |
in il

Rank Order Pl % P2 % P3 % P4 %
Mathematics 32.74 41.18 60,00 43.66
Physical Education 24,78 34.48 44,23 43.06
Creative Activities 23.85 29,58 39.39 20.41
Elementary Science 12.62 15.48 48,45 I 33.80
Social Studies 12,62 15.48 44,12 29.41
Cultural Activities 7.69 11.59 19.72 12.96
R.K. 3.81 5.06 18.48 19.05

Table 6.19: Content-subject Rank Order in terms of their

English scores in EEM P1-3 and in LEM P4,

6.4 English Use Frequencies and Hypothesis One: Summary

6.4.1 LEM and EEM Scores at the Class Level

The hypothesis that teachers use much less English in teaching
content-subjects than the amount specified by, or implicit in, both
LEM and EEM policies is confirmed by the data examined. Both LEM
and EEM have simultaneous and abrupt approach to MT, This means
that at the points of MT specified by them, all content-subject
instruction is fully conducted in English. As predicted, there is
a very clear mismatch between these gpecifications at the Formulation

and Syllabus Levels and teachers' actual practice.
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In the case of LEM, although the point of MT is the beginning
of P4, at which point instruction in all content-subjects begins to
be conducted in English, only in 33.41% of all instruction cases
in LEM P4 was this policy adhered to by teachers (Sections 6.2,1- -
6.2.2). The reat of the inatruction frequencies went to Nigerian
Language (14.48%), NL/English mixture (48.78%) and Arabic (3.34%).
In LEM P5, that is, the second pcat-MT year, only 41.58% of all
content-gubject instruction was conducted in English, Thig figure
roge to 61,11% in LEM P§, that is, in the third and final post-MT
year under the LEM {natructional programme, Thus, at the end of PE,
the LEM poliéf of full and simultaneous MT effected in P4 was found
not fully implemented. In other words, the mismatch between LEM
policy formqlation as regarda the use of English for content-subject
instruction and the actual use of the language for the same purpose
by teachera runs consistently through all the 3 poat-MT years {(Section
6,2.3 and Table 6.4}, |

In the case of EEM, the mismatch between peolicy and classroonm
practice regarding MT and the medium use of English is much greater

than with LEM. 1In Pl, the declared point of NT by the EEM policy,
only 14,.81% of all content-subject instruction was in fact conducted
in English, For the subsequent post-MT years the rates of English
use were found to be consistently much lower than the EEM policy
expectationa (asee Fig. 6.5 below). However, at the end of PE, the
migmatch between policy formulation and its implementation
was considerably narrowed with the English use rate closing at
82.42%, This is a much better performance than the terminal 61,11%
for LEM. It should, however, be noted that EEM'a 82.42% English uase

rate in P6 is achieved over a G-year post-MT span, while the 61.11%
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for LEM is over a 3=-year poét-MT périod.

The LEM=EEM comparative English medium ugse rates as stated above
are repregsented in Fig., 6.5 below., It should also be noted that |
although the LEM English medium use span is officially only 3 years,
as haa earlier been atated, in practice (see Section 5.3.3 and
Fig. 8.5 below) scome use of English for medium functions is found in
LEM P1-3, when English has only a subject function. This explains,
at leaat partially, why LEM takes off with a higher English uae rate
{33.41%) at the declared point of MT (i.e. in P4) than that for EEM
(14.81%) at a corresponding point of MT in Pl. A partial explanatiocn,
too, for this trend is likely to be found in the influence of the
antecedent subject function of English over its aubsequent use as a

medium language.

6.4.2 LEM and FEM English scores at the individual content-subject

level
The hypothesis that teachers use much less English in teaching
contant-subjects than what each LEN-EEM policy specifiea or expecta
is also confirmed at the individual content-~subject level. In none
of the 7 content-subjects gurveyed was English used as the oral
medium of instruction in the first year after MT by up to §0% of all
the teachers surveyed in the LEM and EEM transition classes,
Similarly, no subject scored up to 90% of all use frequencies in P6,
that is, at the end of primary schooling. But the range of scorea
among the content-gubjects in each policy c¢lass is, in some cases,
gigniticantly wide., In the first year after MT, that is, in P4
under the LEM policy, English use frequency scorea ranged from
43.66% for Mathematics to 12.96% for Cultural Aetivities (Section

6.2.5 and Fig. 6.2). In EEN Pl, that is, EEM's firat poat-MT year,

There is thus a possible language planning value to be derived from a
data-based comparison of the merita of introducing the subject functions
of an L2 i) prior to, or (ii) concurrent with, its medium functions. In
our data, LEM ia associated with (i), and EEM with (ii).
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the range was from 32.74% for Mathematies to.3.81% for Religious
Knowledge (Section 6.3.5 and Table 6.18 above).

The inter-gubject range tended to be steady to the end of PE.
For instance, in the EEM policy classes the PS English use scores
ranged from 87.5% for Mathematics, Social Studies and Primary Science
to 52% for Religious Knowledge, a gap of 35.5% between the highest and
the lowest. The gap was wider in the LEM policy classes where the P8
range was from 85.71% for Mathematics to 2B,.57% for Religious Know-
ledge, a gap of 47.14% between the highest and the lowest scores
(Table 6.29). Thus, in both policy cases, the inter-subject range
in the use of English for medium functions widened, rather than nar-
rewed, from year to year with reapect to certain content-aubjects
{(e.g. Physical Education/Mathematics vs R.K./Cultural Activities),

On the whole, the following trends were observed at the subject
level,

{i} In each subject the English use ascores increase steadily

{fast in some subjects, slow in others) from year to year, al-

though the miamatch between policy expectation and actual use

remaina at the end of PE. There was no case of regression, that

is, an alternation between a rige and a fall below the previous

level, in the use of English in succeeding classea (more of

this under Hypothesis 3 in Section 8.8),

(i1) Some subjects started in the first post-NMT year with
relatively high English use frequency acores, while some started
with relatively law =scorea, These positions were maintained
till the end of PE; that is, consistently relatively high
throughout the post-MI' years, or consistently relatively low.

Thig tends te imply that certain subjects are associzted more
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with English instructicn than with instruction in other
medium languages; and conversely, that there are others assgoc-
iated more with Nigerian language inatruction than with Engliah

(to be taken up in Section 6.6 below).

(1ii) The ranking of content-subjects in terma of their English
frequency scores la maintained, not only from class to class
throughout the post-MT primary span, ag has been sugpested in
{(ii) above, but in the same order in both LEM and EEM claases,.
Mathematics, for instance, maintained its lead over all the othef
subjectas from class to class in both LEM and EEM policy schoola.
Similarly, R.K. has the lowest English use scores in all post=MT
classes under both policies7 {Table 6.29 below), A sgimilar

inference to that drawn in (ii) above can alsc be drawn here.

{(iv) The English use terminal scorea (that is, in P6) by LEM
and EEM are significantly different at the class level with a
gap of 21,31% (EEM 82.42%-LEM €1.11%) between thewm. In contrast
.at the subject level, finishing points at PS between matched
content~subjects in both policies were very close with some sub-
Jects (e.g. Mathematics - EEM 87.5% va LEM 85,71%; Creative
Activities ~ EEM 66.67% va LEM 62,5%) and far apart with other
subjects (e.g. Cultural Activities - EEM 60% va LEM 33.33%;

R.K. EEM 52% vs LEM 28.57%).

T Except in LEM P4 where R.K's 19.05% English score exceeded the
12.96% scored by Cultural Activities, This was, however, an isolated
case that can be treated as a chance occurrence,
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To conclude thig section, the trends identified above tend to
suggest that the use of English for content-subject instruction is
influenced more by the nature of each content-subject than by policy
formulation differentials. Secondly, Engliah as a medium language
increases its strength with each succeeding year from gradual with
some subjects to slightly fast with others., In no case is Enplish
a full medium from beginning to the end of the post-MT primary stage,
Thus, both at the class level and at the subject level, the hypothesis
13 proved that teachers use much less English than the amount suggested

and expected by both LEM and EEM policies.

6.4.3 The Influence of Primary Education Improvement Project (PEIP

on the Engligh Frequenhcy Scores

Contrary to expectations, the PFEIP has had no traceable effect
on primary teachers' choice and use of medium language, in particular
Engliah, regardless of the educational languapge policy and instrue-
tional programme being implemented. Both at the class and content=-
subject level, at the early or later post-MT stage, under either LEM
or EEM policy, the pattern of choice and use of English for content-
subject inastruction by PEIP teachers was in almost all casgses similar
to that by non-PEIP (or UPE) teachers (Sections 6.2.6; 6.2.8; 6,3.4
above). Only in P6 was the PEIP-UPE language choice/use difference
statistically significant at P£.,05. Table 6.20 shows the
significance level of the PEIP-UPE difference in each poat-MT class.

Conaidering the fact that PEIP has access to, and does use, the
best qualified of available teachers in each of the northern states,
it seems surprising that this staffing advantage, inter alia, was
not reflected in the way the PEIP teachers were found to implament

the language policiea (LEM and EEM) adopted by PEIP and in the
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PEIP=-UPE (P1-6) Differences

Primary Medium Statistical
Class Policy Significance

Pl EEM P70

2 EEM P£.20

M EEM P<.9%

P4 LEM P<.,og

M EEM P<.o0

P4 LEM-EEM P< .99

P5 LEM~EEM P<.,30

Pé LEM-EEM P<.05

Table 6,20: The significance levels of the

FEIP-UPE differences at the class
level in each post-MT c¢lass under

each medium policy,

efficlent use of which they receive conastant on-the-job tra.i.ning.
and on-the-gpot assistance of mobile teacher trailners appeinted for
this purpose.

PEIP's lack of influence on ita. teachers! choice and use of
English for instruction purposes, in spite of its better teacher
supply than the UPE, tends to reduce the importance of educational
qualificationa of primary school teachers as a variable by which to
account for the low English use frequency scores in our data. Strong
a8 the suspicion might be that low educational attainments by teachers
and their reluctance to teach in English were related (not proved in

this atudy), the opposite seems unlikely, that is, that high educa-
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tional qualificationa by teachers and a faithful implementation of
_the existing medium policies are necessarily related.

.The most plausible explanation for the failure of PEIP to in-
fluence its teachers' ugse of English for medium functions relatea to
the adoption by PEIP of the existing lanpuapge organisation implicit
in both LEM and EEM policies. As Omojuwa (1978: 368) puts it:

“"In terms of its language policy and planning, the PEIP has

broken no new ground. It has merely followed the existing

order, with some modifications."

By adopting the existing language policies and therefore their
abrupt and simultaneous approach to MI', PEIP has found 1itself working
on the wrong dimension of the MT profile, given the Nigerian Inglish
use gituation (1,5-1.6 above, 8, below). It has thus made it
difficult, 1f not impossible, for its teachersa to effectively explolt
both wnglish and ML for medium and other practical communicative fumciiona.
Finally, in the PEIP failure can be seen a practical illustration of
the futility of attempts, even by projects equipped with fairly up to
date gadgets, at operating an instructional programme based on the
wrong approach to MT, particularly in a language learning and use
situation far removed in space from the communities for whom the tar-

get language 1s a native tongue.
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6.5 Hypothesis Two: Analysis of Data

6.5.1 The Hypothesis

The sacond research hypothesis is that teachers' use of a medium
is determined by the nature of a content-subject rather than by the
official medium policies obtaining in the schools in which they teach.

For the Hhypothesis to be confirmed, it was expected that
teachers' medium choice/use would be:

{a) undifferentiated along the LEM-EEX dimension. That is,

_ both LEM and EEM teachers would choose media of instruction
in the same way, or if differenily, choice differences
would not rerflect compliance with the LEM and EEM policies;

{b) similar with regard to apecific content-subjects irrespec-

tive of the medium policies underlying their instructional
programmes. That is, teachers' medium choice/use would
discriminate among content-subjects within each class or
primary grade gFther than between classes and grades as ig
consistent with LEM and EEM policies,

In operational terms, the following were expected.

(i) The differences in the language use frequencies scored by

IEM and EEM groups would be statiastically ncon-gignificant

(a) at the class level for the medium languages surveyed
and in each of P1 to P6:
(b) at the content-subject level for all medium languages
in ench of Pl to P6, p
{1i)} The differences in the language use frequencies sccred by
varioua content-subjects (e.g. between the highest and the

lowest scoring subjects) in each primary class would be

statistically significant , This pattern would be
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gimilar in both LEM and EEM policy groups.

6.5.2 LEM vs EEM Language Choice/Use Scores at the Class Level

The frequency scores for all languages in each of Primary classes
one ® six were compared between LEM and EEM policy groups. The dif-
ferences were statistically significant in each case, as can be seen
in Tables 6.21A-6,21F. The results for Pl-P6 are summarised in Table
6.22.

The frequency scores for each of the four "languages" surveyed in
all the primary classes (P1-6) were then separately compared between
LEM and EEM policy groups at the class level, The differences were
also found t© be statistically significant in each case, as shown in
Tables 6,23A-6,23D and also in the summary in Table 6,24,

Thus, with regard to this particular aspect (in 6.5.1 above)
of the prediction being considered, the research hypothesis was not
confirmed. In other words, the choice of a language of instruction by
the primary school teachers in our sample was found to be different-

iated along the LEM-EEM policy dimension at the class level. But the

class level is only one of two levels to be considered, The other is

the content-subject level, to which we now turn.

6.5.,3 Teachers' Medium Choice at the Subject Level

The pattern of #wachers' choice of media at the content-subject
level is slightly different from that revealed at the class level,
Although, on the whole, LEM-EEM policy differences are reflected at
the subject level, it is not with all the content-subjects that this
is the case. Whereas LEM-EEM difference at the class level was
highly significant at P« ,001 in Pl, in only two subjects (Creative

Activities and Physical Education) were similar differences
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significant at that level in Pl (Table 6.25). Medium policy
differences were least gignificant in Mathematics and Primary Science
in P1 (P< .50 and P<.30 respectively). A similar pattern of contrast
between class and content-subject differences between EEM and LEM can
be obaerved in P2. Only in P3 were medium policy differences highly
significant (Px ,001) in the majority of the subjecta (Mathematicsg,
Creative Activities, Physical Education, Social Studies and Science).
In P4 and P5 (chi squared test could not be conducted on P6 figures
because they were too small to be aensitive to it), in no subject

was the LEM-EEM difference significant at P<.001. This, again,
contrasta with the medium policy differences at the class level where
differences ware significant at P< ,001 in each of P1-P5 and
P£.01 in P8,

Two patterns of medium choice seem to have emerged at the
.contentnsubject level, The first, observed in P1-P3, shows betwecen
small and big differences along LEM=EEM policy linesa in the choice
by teachers of media of instruction. The second pattern, observed
in PM-P5, shows only very small differences along the same policy
lines. The two patterms that have emerged seem to be consistent with
the two stages of PE., The first stage is that at which by the LEM
policy Nigerian language ias the medium of instruction and by the EEM
pelicy English 1a the medium. The s=cond stage (P4-P6) is that at

which the medium (English) is the same for both policies.

On the whole, the differences in the LEM and EEM policies tend
to show in teachers' choice of media largely at the class level and

alsao to some extent at the subject level in P1-P3.
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Pl
LEM P1 EEM Pl |

langusge Used Frequencies ::0::1 Frequencies ’?‘o::l
English (L2) 17 1.50 108 14.81
Nigerian 633 55.67 193 26,47
Language (NL)

NL/L2 Mix 460 40.46 422 57.89
Arabic 27 2.37 6 0.82

- Total 1137 729

Table 6.21A: LEM vs EEM Class language use/choice
frequency scores in Pl,
LEM-EEM differences are statistically significant at P£,001

P2
LEMN P2 EEM P2
|
% of % of
Fr i Fr
equencies Total equencies Total
|
English (L2) 53 6.17 112 20.82
Nigerian ; 386 44.94 121 22,49
Language (NL) |
NL/L2 Mix { 416 48.43 298 55.39
I
Total l 869 538

Table 6.21B: LEM vs EEM class language choice
frequency dcores in P2: LEM-EEM differences
are significant at P <.001
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P3
LEM P3 EEM P3
Language Used % of % of
Frequencies Total Frequencies Total
English (L2) 71 9.92 242 40.60
Nigerian
L (NL) 312 43.58 69 11.58
NL/L2 Mix 320 44,69 271 45.47
Arabic 13 1.82 14 2.35
~ Total 716 596

Table 6.21C: LEM vs EEM language choice/use frequency
scores at the class level in P3. LEM-EEM differences

are significant at P<X.001,

P4
LEM P4 EEM P4
Peaouencien | T OF Fr 1 % of
Total equencies | rotal
English (L2) 150 33.41 263 45.90
Nigerian 65 14.48 52 9.08
Language (NL)
NL/L2 Mix ! 219 48.78 242 42,23
1|
Arabic 15 3.34 16 2.79
Total 449 573

Table 6.21D: LEM vs EEM language choice/use frequency
scores at the class level in P4, LEM-EEM differences
are significant at P<,001,
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PS5
LEM P5 EEM P5

lenguage Used Frequencies :o:: 1 Frequencies ;.o:: 1
English (1L2) 84 41.58 68 67.33
IN.:ng::i:: (NL) 27 13,37 6 5.94
NL/L2 Mix 85 42,08 27 26,73
Arabic 6 2.97 0 0.00
~ Total 202 101

Table 6,21E: LEM vs EEM language choice and use frequency
scores at the class level in P35, LEM-EEM differences
are significant at P<.,001.

P6
LEM P6 EEM P86
% of % of
Frequencies Total Frequencies Total
English (L2) 55 61.11 75 82.42
Nigerian 11 12.22 1 1.10
Language (NL)
[ )
NL/L2 Mix ( 23 25.56 15 16.48
1
|
Arabic 'i 1 1.11 0 0,00
Total J 20 91

Table 6,21F: LEM vs EEM language choice and use frequency scores
at the class level in P6, LEM-EEM differences
are significant at P<.0l1.
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Statistical

Primary Class Significance

P<.001
P<.001
P £,001
P<.001
P<,001
P=,01

F3 238"

Table 622; The statistical significance
of the differences in the LEM vs EEM
language use frequencies at the class
level in each of P1-P6,.
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LEM vs EEM ENGLISH Scores

Class LEM EEM Total
Fl1 17 108 125
P2 53 112 165
P3 71 242 313
P4 150 263 413
P5 84 68 152
P6 55 75 130

Total 430 BEB 1258

Table 6.23A: English scores in P1-P6 compared for LEM and EEM.
The differences are significant at P= ,001,

LEM va EEM NIGERIAN LANGUAGE Scores

Class LEM EEM Total
n 633 193 826
P2 386 121 507
m 312 69 381
M 65 52 117
PS5 27 6 a3
Pé 11 1 12

Total 1434 442 1876

Table 6.23B: Nigerian Language scores in P1-P6 compared for
LEM and EEM. The differences are significant
at P<,001.
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LEM vs EEM L2/NL M1X Scores

Class LEM EEM Total
Pl 460 422 882
P2 416 298 714
P3 320 271 591
P4 219 242 461
PS 85 27 112
2] 23 15 38

Total 1523 1275 2798

Table 6.23C: LN/L2 Scores in P1-P6 compared for LEM and EENM.
The ditferences are aignificant at P=.,001.

LEM vs EEM ARABIC Scores

Clasa LEN EEM Total
n 27 a 33
P2 4 7 11

"3 13 14 27
Pq 15 16 31
Ps 6 0 6
P6 1 0 1

Total 66 43 109

Table 6,23D: Arabic scores in P1-P6 compared for LEM and EEM,
The differences are significant at P%.01.
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The 4 language media: LEM vs EEM Pl1-6.

Medium of Statistical
Instruction Significance
English (L2) P=<.001
Nigerian £z
Language (NL) P 0m
NL/L2 Mix P£.,001
Arabic P=.,01

Table 6.24 The statistical significance of the
differences between LEM and EEM frequencies
in each language medium in P1-P6,



223

Content-subject

imary

Class ¢ Creative Cultural Physical Religious | Social Primary

Watha Activities | Activities | Education | Knowledge | Studies| Science

1 PZ .80 P <,001 P<,01 P <,001 P<.05 P&.01 P=.30
2 P£,30 P =£,001 P=.01 P<= .001 P=<.20 P<,02 P=<.20
3 P<£,001| P=,001 P< D2 P<.001 P<,056 P<.001| P<,.001
4 *» P£.01 P=.05 P<.30 P=<,20 P<£,10 P<.20
8 P=£,30 P=,70 P=.,30 P£,30 P<.99 Pe.l0 P<.50
6 e . " b P<.,70 » g

Table 6.25: Summary of 12 tests, and their statistical significance,

on the comparative frequency scores for content-subjects

in LEM vs EEM P1-P6,

test cannot be applied on account of cell figures being too
small, i.e. less than 5,

test is not necessary because the figures in all the cells in
each row of the contingency table have the same value: a case

of total non-significance of differences,
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6.5.4 Frequency Scere differences among content-subjects in each

Primary Claas

Our second research prediction, it should be recalled (see
6.5.1 (ii) above), was that, in apite of what the official policy
underlying their IPs gsays, teachers choose different media for
different content-aubjects within the same class, and that the
cholce variation between pairs of subjects within the same class would
therefore be statistically aignificant, If this is the case, it was
predicted, the pattern of language choice by both LEM and EEM teachers
would be similar. That is, language choice variations between
cantent-subjects in a c¢lass would be statistically significant alike
in both LEM and EEM groups,
| The assessment of the statistical significance of inter-suhiect
variations in Médium choice was made at the two levela of claas and
entire primary course (Pl-P6 cumulatively), At the latter level, a
wide gap clearly showed between the Scores of pairs of abjects in
each clasa in both policy groups. The acore differences were gignifi-
cant statistically in each caae (Table 6.27),

At the class-by-class level, inter-subject frequency score
differences were also found to exist, as can be seen in Tables
6,28A-6,28BD, But observed differences were widest in the early years
and tend to narrow progressively toward the end of primary schooling,
In no case did differences completely disappear between pairs of
subjects anywhere during the primary course. In aome cases like LEM
Mathematics va LEM R.K. in the English medium (Table 8.28A), the gap
remained wide from Pl through P6,

. The Null Hypothesis must therefore be rejected on thias pre-

diction.
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Class: P1-P6

Policy Statistical
Subjects Cospared Group Significance
Mathematics Vs Cultural
M o

Activities i P&.001
Mathematics Vs Cultural 2
Activities =N P=.001
Physical and Health Education LEM

Va Creative Activities P£.001
Physical and Halth Education EEM P< .001
Vs Creative Activities =¥
Primary Science Vs ”
Religious Knowledge r£.001
Primary Science Vs 2
Religious Knowledge EEM P<.001

Table 6.27: Summary of the x2 teasts on the ammulative Pl-P6
scores of individual content-subjects compared
in pairs th within and across language policy
groups.
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6.5,5 Language Choice and Hypothesis Two: Conclusions

The data presented in 6.5.2-6.5.4 above suggest that both the
official language policies underlying primary instructional programmes
and the nature of each content-subject in the primary school curri-
culum have had effects on the choice of media of instruction by the
teachers in our sample.

On the me hand, language choice tended to vary along the LEM Vs
EEM policy lines, particularly in the first 3 years of PE when LEM and
EEM officially select different media of instruction - English by EEM
and Nigerian Language by LEM. In these 3 years LEM teachers tended
to choose and use different media from those selected by EEM teachers.
For mstance, the frequency of the choice of English for content-subject
instruction by EEM teachers was gignificantly higher than that by the
LEM group (Table 6.23A). The difference is explained by the fact that
LEM is not supposed to select English for content-subject instruction
at all at this stage. In spite of the gap between LEM and EEM in
their choice of English as a medium, the full MT target officially set
for EEM P1-P3 was far from being reached.

in P4-P6 the difference in the pattern of language choice and
medium use tetween the two policy groups narrowed, becoming progress-
ively less significant. This is perhaps explained by the fact that
both policies officially select the same Mknguage (English) as the
medium of instruction at this primary stage. In spite of this fact,
the language choice difference between the two groups only narrowed
but did not disappear completely even at the end of PE. This suggests
that English, the common medium at the P4-P6 stage, was not being
fully used by, at least, one of the two policy groups. Indeed full

MT to English was not reached at the end of PE by either group,



231

On the other hand, teachers' choice of media of instruction
has also been found to vary, in some cases significantly, from
subject to subject within the same class, This cannot be attributed
to LEM Vs EEM policy effects, for both policies are concerned with
gimultaneous language choice at the class level., This means that all
content-subjects in the same class are taught in the saame language.

The inter-subject language choice variation was particularly sig~-
nificant between subjects like Mathematics, Physical Eduqation and
Primary Sciencé, on the one hand, and Cultural and Creative Activities
and Religious Knowledge, on the other (Tables 6.27 and 6.28A-C)}. The
variation pattern was the same with both policey groups, a fact which
suggeasts that the trend cute across language policy lines,

Aa Table 6,28BA shows with regard to the inter-subject variation
in the use of English, the differences between certain pairs of
subjects run through the entire primary course. For instance, Mathe-
mptics in LEM Pl at 2.30% and in EEM P1 at 32.74% contrasts with
R.K. P1 at 0.62% and 3.81% for LEM and EEM reapectively, This
difference ila maintained in M LEM at 43.66% and EEM at 61,90% as
against R.K. at 19.05% and 28.877% for LEM and EEM respectively in the
same class (P4), In P6 the MNathematics Vs R.K. choice variation
remains subatantial at 835.71 and 87.5 (LEM and EEM Mathematics reg-
pectively) as againat 28.57 and §2.00 (LEM and EEM R.K. respectively).
The rates quoted above (Table 6.28A) refer in each case to the per-
centage of the English scores out of the total for all languages in
each class in each policy group,

The educational and pedagogic significance of the observed pat-
terns of both inter-subject and inter-policy language choice variation

will be discuased in Chapter 7 below. Suffice it to say at this point,
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by wa; of summing up this section, that language choice by the primary
school teachers in our sample was found to be influenced partly by
official language policies (LEM and EEM) and partly by (the nature of)
content-subjects. However, the fact that inter-subject choice dif-
ferences within each primary class persist beyond the 3rd vear of PE
when the LEM and EEM policies become synchronically undifferentiated
in their selection and use of English ms the medium of instruction(in
P4-P6)tends clearly to suggest that the greater influence on language
choice is exérted by the nature and type of the content-subjecta in

the primary curriculum.
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6.6 ' HYPOTHESIS THREE

6,6.1 Defining the hypothesis

The research hypothesis No, 3 i3 that there 13 a predictable
pattern to MI and that this pattern is consistent with the gradual
and selective MT., The Null Hypothesia is that there i3 no such
pattern, Theoretically, LEM teachers use NL for content-subject
instruction until the end of the 3rd year. At the beginning of M
they all switch over to the English medium in all subjects. Thus,
theoretically, BEngliah was the language of instruction chosen by all
the LEM teachers sampled in P4, P5 and P8. Similarly, EEM teachers
thecretically choose English as the language of content-subject
instruction from the beginning of Primary One and this choice is
maintained to the end of PE.

By the research hypothesia, both LEM and EEM teachers would
chocse English in small measures in the lower classes and the rates
of use of Engliash would rise ateadily - fast with some subjecta, slow
with others - till the end of PE. PFurthermore, their choice of
English would be subject selective: that is, in any particular claas,
especially in the early years, teachers in both policy groups would
chocse the Engliash medium for some subjects and NL for others.

To reject the Null Hypothesis, the English language frequency
acofes from the pointa of MT specified by both LEM (P4) and EEM (P1)
should

(a) be much less than 100%, and should thereattér rise

{gradually) from c¢lass to class:
{b) vary from subject to subject, and the points at which
100% is obtained should also vary with different

saubjects.



234

6.6.2 Gradual Vs Abrupt MT

Points (a) and (b) have already been established - in both
Hypothesis One (6.4.1 - 6.4.2) and Hypothesis Two - (6.5.4).
Figure 6.6 (below) shows clearly that at meither LEM nor EEM point
of MT (P4 and Pl respectively) are the class frequency scores for
English near 100%. Far from this, they are 33.41% in LEM P4 and
14.81% in HM Pl, Figure 6.6 also shows a steady rise in the
English scores to 82.42% in EEM P6 and to 61.11% in LEM P6, In
neither the LEM nor EEM group does English score up to 90% of the
total scores for all medium languages. An additional fact revealed
in Fig. 6.6 is that although officially English starts being intro-
duced as the medium of instruction in LEM P4, a medium use of
English can be found in LEM P1 (1.50%, LEM P2 (6.17%) and LEM
P3 (9.92%) where English has only a subject function officially.
This fact is o importance at the subject level to which attention

will be drawn in the section that follows.

6.6,3 Selective Vs Simultaneous MT

Table 6.28A reveals the selective nature of MT to English as
effected by the teachers in our sample. In both LEM and EEM policy
groups the approach is the same. In the LEM group, where MT to
English is delayed until the beginning of the 4th year, Table
6.28A shows that the use of English for medium functions is in
practice not totally delayed till the 4th year and that English
is used, although restrictively, in content-subject instruction
in LEM P1-3. Ita use frequencies vary markedly from one content-
subject to another., For example, the range in P1 is from Physical

Education (2.94%) and Mathematics (2.30%) to Cultural Activities
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Fig, 6.6: English frequency scores at the

in both LEM and EEM.

Class Level in P1 - P&
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(0.97%) and R.X. (0.62%); in P2 from Mathematics (11.45%) to
R.K. (3.2%): and in P3 from Maths (13.45) and Physical Education
(13.46%) to Cultural Activities 7.44%. In the EEM group where
MT is officially effected in Pl, the range in the use of English
in Pl is from Mathematics (32.74%) to R.K. (3.81%). Through Pl
to P6 the range in both policy groups is between Maths (and/or
Physical Education on the one hand) and R.K. (and Cultural Activities
on the other). The mttern of the rising English use is, as can be
seen in figures 6.7A-6.7G, from 0.62% (R.K.) in LEM Pl to 87.5%
(Mathematics) in EEM P6. This makes R.K. the least sensitive to an

early MT, and Mathematics the most sensitive to it,

6.6.4 Summary and Conclusions

6.6.4.1 Selective mmd Gradual Vs Simultaneous and Abrupt MT

Figures 6.6 and 6.7A-G (above) illustrate pictorially the
gradualness of MT as effected in practice by the teachers in our
sample, In no subject is MT begun and completed at the same point/
class, contrary to what LEM and EEM policies suggest. Similarly, in
no subject is full MT achieved during the PE course.

The selective nature of "teacher-effected" MT is revealed by a
class-by-class comparison of the English frequency scores in various
content-subjects as in Table 6.29 (below). - This can be made more
easily understood by imagining, hypothetically, that MI to English
can be effected only at a fixed, minimal rate of observed English

use, Suppose, for example, 40% English use rate (frequency scores)

8 cof. Table 6.28A (above). Both show the mme figures. Table
6.29 is presented here for ease of reference.
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{8 fixed as that required before MT to English can be minimally
effected (as anything lower than that ia not likely to be an effective
transition), in what primary class will each subject be gelected for
inclusion in such a transition? Figure 6.8 (below) showa that at 40%
use rate, no subject 1z selected in Pl, not even by EEM. Only onhe
gubject, Mathematica, is selected in EEM P2, and that toward the end
of the year. Three wore subjects (PE, Sclence, and Soclal Studies)
are mlected in EEM P3, one subject {Creative Activities) in P4,
Cultuwral Activities in PS5, and R.K. in P8, Thus MT, as effected by
the HEM teachers in our sample, is selective, with Mathematics as the
tirst and only subject selected in P2 at 40% English use rate.
Cultural Activities and R.K. continue to be taught in languages
other than unmixed English until the 5th and 6th year reaspectively.
This ia in apite d the official EEM policy specifying simultaneous
MT in P1,

In the LEM policy group only with respect to 2 subjects - Maths
and Physical education - is MT to English effected at 40% use rate in
P4, the offticially recognized simultaneous and abrupt point of MT,.
Two more subjects - Science and Soclal Studiea - are further selected
for MT in P5. Creative activities follows in PG, Fip. 6.8 shows further
that MT at 40% rate o use cannot be effected under LEM at any stage
of the PE course in respect of two subjects - Cultural Activities
and R.K. That is, these 2 subjects continue to be taught in a
language other than English for over 60% of the inatruction time
avallable up till the end of primary schooling. 8o, at 40% English
use rate omly with respect to 5 saubjecta ia MT to English effected
under the LEM policy. The selection covers a span of 3 years, with

2 subjects being selected in P4, 2 in P5 and the last in PG,
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6.6.,4,11 Selective MT at 50% English Use Rate

' Suppose in order to make MT more effective, 50% and not 40%,
English use rate is hypothetically aspecified as the marker for
minimum MT, in what class will each subject be gelected for transition?
A higher English use rate implies a higher claas in which each
subject gets aelected. It also implies, as a result, the likelihood
of some subjects not meeting the selection criterion even at the end
of PE. In Fig. 6.9 a polygon ias plotted to show the selective |
pasition of each subject when MT ig effected at the point where each
subject scores 50% English Use rate. At this rate, in no subject can
MT to English be said to have been effected in EEM Pl and P2. Only
in Mathematics 1s MT effected in EEM P3; in PE and Science in EEM P4;
in social studies, creative aa well as cultural activities in P5 and
in RK. towards the end of P86, Similarly, at this rate, P5 is the
lowest stage at which MT im effected in any subject under LEM. Mathe-
matics, followed by Science and PE are those subjects in which LEM
effects MI' in P5; and Social Studies and Creative Activities in LEM
Pé. The position of two gubjects - Cultural Activities and R.K, -
remaina as it is when NMT ig effected at 40% English use rate; they
do not meet the gelection eriterion. In other words, they are sub-
Jects which more than 50% of the teachers in our sample said they

taught throughout the PE course in a language other than English.

6,6.4,1ii ¢ The pattern of teachers' approach to MT

In gum, then, the Null Hypothesis with regard to this topie
is rejected. There is evidence, as shown above, that
(a) There is a predictable pattern to MT as effected by both

LEM and EEM teachers;
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(b) This pattern is congsistent with, or more or less the game
as, gradual and selective MT;

(c) Transition to English is judged gradual because in no sub-
ject is MT effected and full MT achieved at omne and the same
point (Fig. 6-7A-6.7G)., English use rates increase
gradually, not abruptly, from 1,50% in Pl to 61.11% in P6
in the LEM group, and from 14.81% in P1 to 82,42% in P6
in the EEM group. This growth spans the entire PE course
(Fig. 6.6);

(d) Transition to English is confirmed as selective because the
primary stages/classes at which MT can be effected in the
various subjects, given certain English use rates, vary
widely (Fig. 6.8 and 6.9). Only in Pl does MT seem not
practicable (in our data) with LEM or EEM, given a 40%
English use rate;

(e) The mode under the selective approach based on 40%
English use rate is PS5 for LEM (2 subjects) and P3 for EEM
(3 subjects). Based on 50% English Use rate, the mode is
still P5 for LEM (3 gsubjects) and P5 for EEM (3 subjects).
The selective span for LEM based on 40% English Use rate
is 3 years: from P4 to P6, and 5 years for EEM: from P2
to P6. At 50% English use rate, the selective span for
LEM is 2 years from PS5 to P6, and 4 years for EEM from P3
to P6. In each case (40% or 50% use rate as a criterion),
MT is not achieved with respect to 2 subjects - Cultural

Activities and R.K. - under LEM,
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6.7 Medium Transition to English as it affects other Language Media

6.7.1 Language Medium Groups

Four languages were listed as possible languages of instruction
in the surveys the results of which are being analysed. The languages
are English (L2), Nigerian Language (NL), Mixed Language (NL/L2), and
Arabic. Under existing educational language policies English is the
common language to which medium transitionm is sought - either at the
beginning, somewhere before the end, or at the end of PE.

At the official policy level, the alternative to L2 at the
pre-transition stages is Nigerian Language. As used in this Survey,
NL denotes the category into which come all Nigerian Languages used at
the state or local level (Brann 1977A) to start formal primary educa=-
tion, More than 20 out of 300 possible Nigerian languages are at
present being used as full medium languages in early primary educationf;
Mixed language was listed and surveyed as a medium language because it
had been listed at the pilot stage by over a third of the respondents
(Section 5.4.7). It 1is the use of a mixture of NL and English in
teaching content-subjects (see Section 6,7.3 below).

Arabic was included as a possible medium language in the 1978
Survey because the National Policy on Education released by the
Federal Government in 1977 had urged the use of Arabic as a medium
for Islamic R.K. in areas where it was the wish of the parents that
the Koranic school curriculum, which their children had been used to

in their pre-primary school experience, should continue. This was

9 Not counting Kay William's over 20 Ijaw dialects in which primers
were being developed (Williamson, 1976: see also Section 5.3.1 above.)
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an assurance given to parents as a result of the integration of the
Koranic Schools with the formal full primary education system (see
5.4.7 above).

To be attempted in this section is the question., How significant
in the primary IPs is the role played by each of

(a) Nigerian Language (NL),

(b) Arabic ,

(c) NL/L2 mix
as medium languages, and in particular in the MT process? In answer-
ing the question, we limit ourselves to evidence from our data, at
least at this stage. Thus "significance" will be used largely in its

technical sense to mean "statistical significance" in this section.

6.7.2 Nigerian Language (NL)

Of the 6081 content-subject instruction lessons for which langu-
age use information was coded in our survey, Nigerian Language (NL)
was recorded as the language in which 1876, or 30.85%, were taught,
This, however, was for all classes and the two medium policy groups.
Since by the LEM and EEM policy, NL is a medium of instruction only
in (a) LEM, but not in EEM, and (b) Pl1-P3 (LEM) but not in P4-P6
(LEM), computing the NL use frequencies as a percentage of the overall
language use frequencies covering both policies and all primary
classes may distort the significance of NL as a language of LEM lower
primary education. For a better picture to emerge therefore, the
strength of NL will be examined in the contexts

(a) Overall LEM (i.e. P1-P6) vs Overall EEM,

(b) Class-by-class; LEM vs EEM.

(c) Subject-by-subject; LEM vs EEM:
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A. Overall LEM/EEM NL Scores: NL scored 41.53% in LEM as against

16.82% in EEM P1-P6 language use frequencies (Table 6.30). The

only surprise at this point is the fact that NL scored as high as
16.82% in EEM, where officially it is not recognized as a language

of instruction at any primary stage. The 41.53% scored by NL in LEM,
in the face of it, seems low, but judgement has to be reserved until
the class-by-class scores are known., Perhaps the 41.53% scores were
all recorded for P1-P3, the stage at which officially NL is the only

permitted medium language under the LEM policy.

B, NL class-by-class frequency scores: Figure 6,10 shows the

class-by-class LEM vs EEM NL scores., The following trends can be
observed from the pattern of the NL class-by-class scores,

First, at no stage during the pre-MT stage does NL achieve full
medium use., In LEM P1-P3, where it should be the only approved
medium language, English being only a subject in those classes, the
scores obtained by NL were 55.67% in Pl, 44,94% in P2 and 43.58% in
P3.

Secondly, NL continues to feature as a medium beyond the
stage (LEM P1-P3) where it is officially permitted. In LEM P4-P8
the NL scores were 14.48%, 13.37% and 12,22% respectively. This
observation holds for the occurrence of NL use in EEN classes where
NL is not officially a medium at any stapge.

Thirdly, the rate of NL use progressively decreases from Pl to P3,
There is a big dip between LEM P3 and P4, after which this trend (i.e.
a progressive decrease in NL use) continues from P4 to P6, The
pattern of use of NL is similar in both LEM and EEM groups except

as pointed out in the next paragraph.
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Cumulative P1-P6 frequency scores
LEM EEM . TOTAL
Language A
Used
% ot % of
Frequencies Total Frequencies Total
1298
English (1L2) 430 12.45 868 33.03 21.35
1876
Nigerian
1434 41,33 442 16.8
Language (NL) 2 30.85
2798
NL/L2 Mix 1523 44,11 1275 48.52 48,01
109
Arabic 646 1.91 43 1.6
3 1.79
Total 3453 56,78 2628 43,22 €081

Table 6.30: Cumulative language use frequency scores in Pl-P6 for

each of the 4 (medium)languages.
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Fourthly, the dip between LEM P3 and P4 (43.58 - 14.48) is not
paralleled in EEM, The dip marks a shift in the pattern of language
use and can be taken as evidence of MT being effected at this point,
However, the fact that NL continues to be used beyond that point
clearly suggests that the MT effected here is a partial transition,
not a full one.

Finally, although NL is found used in all the EEM classes (Pl-
P6) when officially it should not be used at all, the differences in
NL scores in Pl to P6 between LEM and EEM are statistically significant
(see Tables 6.23B and 6.24 above; p g .001),

Trends 1-4 strongly reinforce one of our research hypotheses
that MT to English as @ffected by teachers, in contrast to the
official policy apecifications, is gradual, and not abrupt as implied
by the LEM and EEM policies. The fifth trend, however, accords with
a conclusion reached on Hypothesis Two in 6,5.5 that "both the
official language policies underlying primary IPs and the nature of
each content-subject in the primary school curriculum seem to have
had effects on the choice of medium languages by the teachers in
our sample”.

C. NL Subject-by-Subject Scores

The NL subject~by-subject scores in each of the six primary
classes and for each of the two policy groups are set out in Table
6.31. The Table shows the following trends.

(1) NL LEM scores in each subject and in each class are higher than
those of EEM. In all the subjects, except perhaps R.K., the
differences in the LEM-EEM scores are statistically significant,

particularly in the first 3 years,



(ii)

(1i1)

(iv)
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In no subject does NL achieve full use (that is, 100%) in both
LEM and EEM, in spite of the fact that it is the official
medium in LEM P1-P3., The highest rates of use are
69.42%, 67.16% and 64.81% in Cultural Activities, Creative
Activities and R.K. in LEM Pl respectively,
NL Scores in both LEM and EEM subjects are highest in the early
years and pogressively diminish toward the end of PE; NL use
phases out completely in some subjects like Mathematics in PS
and P6 in both LEM and EEM; Physical Education in P6 (LEM and
EEM).
There is a wide inter-subject variation in the use of NL in
both policy groups and within each class. For instance in Pl,
the range is between 69.42/64.81% LEM Cultural Activities/R.K.
respectively and 39.66/38.46% LEM Mathematics and Primary
Science respectively. This is paralleled by EEM R.K./Cultural
Activities at 60% and 47.12% respectively, on the one hand, and
Mathematics and Physical Education at 4.42% and 11.50% res-
pectively on the other. The inter-subject use difference is
widest in the early years md tends to narrow, but does not dis-
appear, till towards the end o PE. Most of the content-subjects
tend to stand in the same "distance" relation to one another
from Pl to P6. For instance, Cultural Activities and R.K. in
both policy groups maintain their NL Use lead from the
beginning to the end of PE. On the other hand, Mathematics and
Primary Science seem to be the least sensitive to NL use right
from Pl in both groups until NL is completely phased out in P5
and P6 in Mathematics and in P§ in Primary Science both in LEM

and EEM,
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The above trends, on the whole, reinforce earlier observations;
in most cases they confirm our research hypothesea; in one instaﬁce,
they contradict them (gee the paragraph that follows).

1, The fact tat Nigerian Language LEM Scores in each subject are
consistently higher than the EEM ones and that this 1s gignificantly
ao statistically makes 1t difficult for the Null Hypothesis (65.5.2

and 6.,5.3) to be rejected that teachers' language choice differentia-
tion 13 strongly influenced by the official language policies re-
gulating their IPs. Rt the fact that there are very vide inter-aubject
variations which cut across the LEM-EEN policy bounds, as noted in
{iv) above, reinforce our conclusion on Hypothesim Two (6.5.5 above)

" that both official language policies and the nature of content-subjects
determine this choice differentiation. |

2. The fact that in no subject, not even in LEM P1-P3 when NL iz the
Official Medium, did NL achieve full use (the highesat being
69.42% in LEM Cultural Activities) suggesats that regreaéion in medium
language use is not likely always, contrary to widely held opinions,
to be from English to NL, The present data ahow that regression can
also be from NL to English, or to a mixture of NL and English {(NL/L2
mix),

3. The progressive reductien in the rate of NL use from Pl to P6

in both LEM and EEM reinforces our hypothesis that MT to English 13
gradually effected in practice by teachers,

4, Similarly, the wide inter-subject use variation observed in C {iv)
above supports the research hypothesia that teachers in practice
effect MT' aelectively, rather than simultaneously as specified by the
official policies of LEM and EEM.

To conclude this section @ NL medium use, the answer to the
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question how significant the role of NL is in primary instructional
programmes, and in particular in the MT process, may be summarised
as follows.

In LEM P1-P3 where it is officially the sole language medium, NL
is found to be wWBed as the dominant medium but not the sole one. The
overall scores recorded for it in P1-P3 averaged 48.06% of the scores
for all (medium)languages at this educational stage. Thus, while
proving to be both statistically and educationally significant in
LEM P1-P3, NL has mt been used as much as it ought to. 1In LEM P1,
where NL is expected to be maximally used, its observed frequency
scores managed to reach 55,67%, conceding the rest of the content-
subject mstruction lessons to other (medium) languages, in particular
NL/L2 Mix (40.46%), but also Arabic (2.37%) and English (1.50%). In
P2 and P3, where the NL use scores fell to 44.94% and 43.58% res-
pectively, English rose to 6.17% (P2) and 9.92% (P3). NL/L2 Mix
similarly rose to 48.43% (P2) and 44.69% (P3)., This tends to suggest
that in certain cases teachers had chosen languages other than the
pupils' LIs in an instruction situation clearly and officially marked
for pupils' Lls.

This fact is of interest to language planning and pedagogy since
it demonstrates, as has been noted in '2' above, that non-compliance
with rigid official medium policies such as LEM and EEM, need not
always be in favour of the mother-tongue; sometimes it can be against
Ll and in favour of L2, or other non-Ll (medium) languages,

Furthermore, the pattern of choice and use of NL supports our
rejection of the MNill Hypothesis that MT as effected by teachers is
unpatterned and inconsistent with the gradual and selective approach.
Rather, the pattern of choice of NL - by which

(a) NL is found used in EEM/LEM classes where it is not
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supposed to be used,

(b) in both LEM and EEM schools the use of NL is highest in the
lower classes and diminishes progressively toward the upper
end of PE,

(c) there is wide variation in the frequency of use of NL
between various subjects within the same classes and this
variation being systematic and consistent from class to
class in both LEM and EEM -

confirms one of our research hypotheses that MT is in practice

effected selectively and gradually.

6.7.3 Arabic

Arabic is not officially listed by any State Government in
Nigeria as a language with medium functions in primary schools.
Neither LEM nor EEM has any clearly defined provision for it as such,
although the Federal Government national policy on education (1977)
has stated that the use of Arabic as the language of Islamic religious
instruction would be encouraged in those areas where it is the wish
of the parents that this should be the case,

As our data reveal (Table 6.32 and Figure 6.11), Arabic is used
by some teachers as a language of R.K. instruction. Its use for
this purpose is highest after the LEM point of MI' (P4)., On the
whole, its use tends to be more closely linked with LEM than with EEM.
This is related to another observation that LEM tends to be permissive
in the use o languages other than English, particularly before the
point of MT is reached. The use of Arabic for R.K. instruction occurs
throughout the primary course under LEM, the range of use being
between 3.2% in LEM P2 to 23.81% in LEM P4, Within EEM, it is used

in P1 through P4 after which it completely dies out. The EEM range
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is between 5.71% in Pl and 16,.45% in P4,

At the class level, the use of Arabic, relative to other (medium)
languages, is statistically insignificant. The range of use is from
D,47% in LEM P2 to 3.34% in LEM P4, with no scores at all in EEM P5
and P§,

To conclude this section on Arabic, it seems cofrect to say that
Arabic has very restricted, if any, role to perform in primary
education in Nigeria judging from the low rates of occurrence in R.K.
What sericusly restricts the significance of its medium role is the
fact that it ia fighting a losing battle to NL as a medium of Islamic
R.K. Unless pupils have learnt it in their pre-primary Koranie¢ 8chools,
Arablc will be an entirely new language to them, just as English is.
Since R.K. instruction is best given in a language already understood
by learners, Arabic 15 not a likely choice by teachera for this |
purpose., As for those teachers in our sample who have chosgen Arabic
as the medium of instruction in Iglamic R.K., there is a strong
sugpicion that they must have equated Ialamic¢ religious instruction
with chanting and memorizing lines from the Koran, the meaning of
which may not be understood by pupils. An often used strategy is for
the meaning to be rendered fully in NL, This calls into question
inclusion of Arabic, rather than NL or Arabic/NL Mix,as the language
in which such instruction has been conducted. | -

Haa Arabic any significant role to perform in the MT pfocess?
The answer is both Yes and No. There is little or no aignificant
role atatistically. Yes, in the sense that its continued use at the
.ﬁost-ﬂT stage { beyond LEM P3, and in EEM P1-P4) amounts to a fair
sharing of MT functions with other (medium)languages and an indication
that full MT to English has not been achieved In R X. R K is one of

thos content-subjects that emerge from ocur data as being the least
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sensitive to MT to English 10(899 Figures 6.8 and 6.9 above). By the
nature of its content (i.e. moral instruction appeals to the soul or
intellect, and thus needs a homely language, a language fully under-
stood by learners, one that closely links the instruction situation
with the moral life of the home), R.K. seems more appropriate to NL
or Arabic instruction than to English. Hence MT (at 40% rate) in
R.K. eould not be effected till the end of PE with the LEN group and

till P6 with the EEM group (Fig. 6.8),

10 The others are Cultural Activities and Creative Activities.
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6.7.4 NL/English Mix

Unlike the ather medium language categories (L2, NL, Arabic)
covered by the present study, NL/L2 Mix is a term used by us to
degcribe a pattern of language choice and use fairly distinct from
the others treated earlier. This pattern was observed at the pilot
survey stage. Although the componenta of the language mix (see
6.8.1) are NL and English, it seems appropriate, for the purpose of
this study on language policies and MT problems, to treat NL/L2 Mix
as a category distinct from these two languages because in planning
for MT, for instance, full transition to English implies the use of
English as a distinct language for instruction., Similarly, NL medium
implies content-subject instruction in the mother-tongue as a langu-
age distinct from English, If therefore certain instruction lessons
are fbund conducted in a mixed medium,perhaps partly in English and
partly in NL, or in some other form, a problem of classification
arises. Should mixed medium be classified as NL or English? The
problem relates to the criteria for assigning mix to either language.
Is mixed medium, for instance, NL when more NL than English is used
during the lesson, and vice versa? Or is mixed medium to be cate-
gorized as NL when the lesson being conducted is officially supposed
to be conducted in NL, and as English when it is officially marked
for English? The latter criterion would have falsified the true
medium situation in the classroom and obscured the distinctions that
later turned out to be pedagogically and educationally significant.

It was therefore not adopted. The former criterion would have re-

quired different field research techniques and sets of equipment (e.g.
massive sound recording of lessons, followed by a statistical count of
all utterances used in each lesson) from those appropriate to the aims

and design of the present astudy. It was therefore thought best to
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treat leasong in which language alternation has been used as
having been conducted in mixed medium . OQur description of mixed
medium here is functional, not linguistic.

We shall return to this point in Section 6.8 when we examine
the structure and the pattern of use of language mix. However, for
the avoldance of doubt, it should be stated here that by mixed medium
or mixed usage is meant the use of one or a combination of the
following types of language alternation: mixed speech occurring
intro=gzententially, code switching, and translation (6.8 below).

Now to the recle of NL/L2 Mix in the MT process. It wag stated
in 6.2,11 that the use of NL/L2 Mix "is an indication that full MT
to English has not been achieved"™, This statement sums up what can
be observed from the pattern of choice of NL/L2 mix in our data.

An examination of the pattern of use at both clasa and subject levelsa
seems Iinvariably to lead to such a conclusion. Before we take a |
brief look at each level, the following points should be noted.

Mixed Usage recorded the largest number of choice frequencies
among the four language media surveyed: 2, 7 9 8, or 46,01% of all
fecordéd frequencies of 6081 (Table 6.30). Within the LEM Group,
mixed usage had the largest number of frequencies at 1523 or 44.11%
of 3453 for all languages. It is also the language with the highest
number of frequencies within the EEM Group at 1275, or 48B.52% of all
the 28628 frequenclies for the group., It thus seems from thig that
mixed usage comes handy as an instruction medium to a sizeable number
¢of teachers in the two policy groupa. The distribution and spread
of these frequencies at both claas and subject levels point to the
significance of the contribution of NL/L2 Mix to primary LPs in

general and the MT process in particular.
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The Class-by-Class NL/L2 Mix Scores

It is to be noted from Figure 6.12 and Table 6,33 that

(a) Under EEM, NL/L2 mix choice rate is highest in P1 (57.89%)
which is EEM point of MT, and falls slightly but consist-
ently from class to class until P8 when the use rate stands
at 16.48%.

(b) Under LEM, NL/L2 mix choice/use rate is highest in P4
(48,78%), which is LEM point of MT, and falls on both sides.
In other words, the use of NL/L2 mix rises in LEM Pl
(40.46%) to its Peak in LEM P4, the first post-MT year, and
falls to 42,08% in P5 and to 25,56% in Pﬁ.*:

It can be inferred from observations (a) and (b) that mixed usage
and LEM-EEM points of MT seem very closely associated. NL/L2 mixed
usage appears highest in the first year after MT has been effected,
The conclusion can be reached, then, that simultaneocus and abrupt MT
gives rise to the use of NL/L2 mix, But this does not at first look
like an adequate explanation, for it does not seem able to account for
the high occurrence of the language mix phenomenon in LEM P1-P3
(40 .46, 42,43, 44.69), i.e., at the pre-MT stage, when the medium
language is officially NL. Further investigation will be required
here. However, the occurrence of mixed usage at the pre-MT stage may
be a retro-active effect of an inappropriate approach to NT. By this
is meant that teachers are stampeded into an unusually early prepara-
tion for MT in anticipation of the official transition which comes up
in P4 in a rather abrupt manner. This can be described as an MT pre-
paration strategy, a concept further elaborated in 6.8.,7 below. By
this concept speech mixing is the main type of language alternation

that features at the pre-MT stage (6.8.5 below). An inappropriate

The isolated distortion in P2 (48+43) does not, in my opinion,
invalidate this observation,
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Fig, 6.12: Polygon showing NL/L2 Mix Use Rates in Pl-P6,

approach to MT also accounts for the notion of regression mentioned
in 6.7,2 in connection with the non-compliance of teachers to inap-
propriate medium policy even when the language officially specified
is the pupils' Ll. We now take a look at the occurrence of the mixed
usage at the subject level before saying more on the contribution of

NL/L2 mix to the MT process.

Subject-by-Subject NL/L2 Mix Scores

The subject scores reflect trends (a) and (b) observed under the
clagss-by~class frequencies above (Table 6.33). That is, the EEM

scores progressively decrease from Pl to P6, while the LEM scores, on
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the whole, bunch at between P3 and P4. Therefore, the inference made
earlier with regard to the NL/L2 class frequencies that mix scores
tend to be highest at the points of LEM and EEM MT also holds for
most of the content-subjects. One exception is R.K., whose mix scores
do not fit into this pattern just described. This is explained by the
presence of Arabic as a possible medium of R.K. Instruction. The effect
of Arabic seems a plausible explanation for the distortion of the
NL/L2 Mix frequency pattern only with regard to the LEM scores, For
as can be seen in Table 6,32 the LEM Arabic socres in R.K. bunch at
P3-P4, This is the region at which the NL/L2 Mix (LEM) scores in R.K.
fall. In other subjects Mix scores bunch in this same region, It
might therefore be concluded that regression occasioned by MT failure
or incompleteness, in the case of LEM R.K., is in the direction of
Arabic, and not of NL/L2 Mix as is the case with other subjects. As
with the NL/L2 Mix scores in RK under ERM, these seem to be maintained at
roughly the same rate from Pl to P5. The EEM policy-adopting states
also happen to be the states in which christianity is the dominant
religion and the one taught at school. Arabic is not likely therefore
to be of great instructional value in EEM R.K., in which case regression

is in the direction of NL/L2 Mix.

Summary on Mixed Usage

The NL/L2 Mix Scores pattern at both the subject and class levels
highlight the importance of this medium in primary IPs and in particular
in the MT process. Statistically the scores are the most significant
of all the languages surveyed. Its high rate of choice/use in spite
of its not being a recognized or known medium option at the official
policy formulation level testifies to its practical value to primary

school teachers.
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As regards its role in the MT process, thig role can be described
ag crucial. As has earlier been observed when examining both class
and subject mix use scores, the use of NL/L2Z mixture is highest around
the point of MT in both policy groups (Fig. 6.12 and Table 6.,33),
higher than the use of English into which medium transfer is sought,

A plausible inference from this pattern of choice is that, unable to
achieve full MT in the abrupt manner specified by the LEM and EEM
policies, teachers settle for something less and use NL/L2 mix to fill
the gap between expected and achievable MT. NL/LZ mix is thus an
"approximate system", an "interlanguage" in this special sensej1

It can be concluded, on the basis of the foregoing inference,
that MT approached abruptly breeds the use of mixed speech and that
this is the case with the LEM and EEM policies as revealed by our data.
The fact that this pattern of choice of NL/L2 mix is common to the tweo
policy groups supports our hypothesis that MT is in practice effected
in the same way by teachers irrespective of whether LEM or EEM under-
lies the IPs being implemented by them.

Finally, as Table 6.33 and Figure 6.12 show, mixed usage continues
to feature in primary instruction right up to P6, although its
use is greatly reduced (the inter-subject range in P6 is 30.77 - 14,29
Social Studies Va Mathematics respectively under LEM, and 30 - 12.5
Cultural Activities Vs Maths/Social Studies/Science under EEM). This
implies that transition to English is short of being fully attained by

the extent to which mix usage still occurs in different subjects.

cf, Corder's term "teacher talk" (1976, 1979) used to describe the
output of the teachers' classroom strategy for achieving communication
with the classa,
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This is also true of the prolonged use of NL (and Arabic) beyond the
officially specified primary stage. In all such cases, their degrees
of use in continuation mark the extent to which MT to English falls

short of being fully achieved.

HL‘Englinh Mix as a transitional medium

If Mix is seen as a transitional medium, it follows that what it
does is mediate between the home language (NL) and the language to
which transition is sought (English). Whether this intervention is
educationally and pedagogically desirable is at this point not a rele-
vant question. However, one implication of this medium function is
that "the route of acquisition" (Hyltenstam, 1977:383) of the second
language becomes essentially NL - Mix - English. Another implication
is that transition along the NL - Mix - English 'route' can only be
gradual, not abrupt: a movement, rather than a switch., It follows
from this last statement that a patterned movement of transition is
also at work in Mixed Medium. The pattern,we suggest, can be described
as follows:

(a) more NL than English in the early years;

(b) more English than NL in the later years.

(c) more NL than English at the beginning of each class;

(d) more English than NL towards the end of each class.

This implies that mixed usage in the early years is not the same
as mixed usage in the later years of PE in terms of the proportion of
NL Vs English constituents used. For example, Mix in P6 (Table 6.34)
is to be interpreted as containing, say, over 80% English and under
20% NL, while in Pl the proportion will be over 80% NL and under 20%
English. The implicational pattern in the movement of transition

within NL/English Mix as suggested above is represented in Fig. 6.13.
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Language Media
Class and
Policy
English Mix NL Arabie
Fl LEM 1.50 40,46 85,67 2,37
: EEM 14.81 §7.89 26,47 0.82
P2 LEM 6.17 48,43 44,94 0.47
' - EEM 20.82 55.39 22.49 1.38
P2 LEM 9,92 44,69 43.358 1.82
EEM 40,60 45.47 11.58 2.35
P4 LEM 33.41 48.78 14.48 3.34
EEM 45 .90 42.23 9.08 2.79
PS LEM 41.58 42.08 13.37 2.97
EEM 67.33 26.73 5,94 0.00
P& LEM 6l.11 25.58 12.22 1.11
EEM B2,.42 16.48 1.10 0.00

Table 6.34; The state of use of the

medium policy.

four language media by class and

1t alsoc means that within each primary clasa, mixed usage early in

the year is different from mixed usage later in the year.

The pro-

portion of the NL constituent will be much higher early in the year

than at the end of the year,

By the same token, the proportiocn of the

Engliah constituent of Mix will be higher at the end of the year than

at the beginning of it as more pupils move from one end of the trans-

iticenal medium continuum to the other and then cut of it,

While the texts of the lessons obgerved support suggestions (a)

and (b) above,

(c) and (d) could not be verified from our data. Our

research inatrument was not designed to handle information of the (c)

and (d) type.

Indeed, the whole concept of '"movement of transition"”
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and the '"route of acquisition" of L2 under classroom conditions in
Nigeria deserve separate and full scale research, What we have
suggested above 1s tentative and needs further investigation using

techniques and instruments appropriate for longitudinal studies.

Piiss % ENGLISH

80 70 60 50 40 30 20
R === |
===l
M == == |
P3 — { ——— f
e —————— = | L'.l
n_ — = [l

10 20 30 40 50 60 70 80
% NL

Fig, 6.13: Implicational Pattern of the Movement of Transition

within mixed medium.

English Constituent
NL Constituent
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6.8 NL/English Mixed medium

6.8.1 The need for participant observation,

In the preceding section, questionnaire responses on NL/L2 mix
conputed as frequencies were analysed and interpreted. The frequency
gcores were used to answer the question: "How aignificant is the role
of NIL/L2 mix in primary education IPs and, in particular,imn the NT
proceas?" The anawer was that, judging by the very high incidence of
use which cut across the LEM Vs EEM policy lines, NL/L2 mix has been
performing a cruclial role in the MT procesa, though this role is not
of ficially recognised. The data used was cholce frequency scores, the
game as were used in analysing and interpreting the patterns of choice
and use of the other languages of instruction surveyed. |

However, NL/L2 Mix is a different type of mediuvum from the other
three (NL, English and Arabie¢). In terms of language planning, mixed
medium 1s "unknown" and unrecognised at the official formulation level,
unlike the other three media, Pedagoglecally, the value of mixed usage
23 a medium of instruction has not been asseased in the
Nigerian situation, This is made difficult partly by a lack of aware-
nesa at the ofric§a1 Formulation and Syllabus Decision Levels of the
extent of teachers® dependence on mixed usage as an MT strategy, and
partly by generally unfavuufable attitudesof educationists to mixed
usage. The argument advanced by those defending the ‘'‘purity' or
international nature of English is that such usage will reduce or make im-
possible international intelligibility, Nigerian language and culture
defendera, on the other hand, argue that to encourage the use of aixed
usage for classarcom instructicon is to hasten the decline of the slowly
growing Nigerian languapes. In the rest of this Section we attempt a

brief descripticn in functional terma of the mixed medium found used
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by the teachers in our sample. The functional description will
include

(a) types of language alternation constituting mixed medium,

(b) pedagogic and other functions,

{(¢) patterns of use, and

(d) strategies underlying teachers' use of mix.
Finally, we examine some of the issues involved in the debate on the
use of language alternation for instruction. Because the present study
is not centrally on language alternation, the linguistic properties of
mixed usage could not be investigated, useful though this would have
been. We are therefore unable to attempt a linguistic description of
mix. Questions such au'%o what grammatical system does a mixed utter-
ance belong, NL or English, or other?“ (Oke, 1975) will not be posed,
for they cannot be satisfactorily answered using the resources avail-
able to the present study. This is a subject for separate research.
The participant observed lessons and the light they throw on NL/L2
mixed medium are analysed and discussed in the sections that follow.
Further discussions of the roles of all the four medium languages
surveyed as well as other issues about MT problems will be found in

Chapters 7 and 8 below.

6.8.2: Mixed medium: Elicitation Techniques

When the questionnaires for the language use survey were piloted
(1976) and responses that were obtained listed mixed usage as a medium
of instruction, it was thought that mixing did occur and could be
captured for analysia at two broad classroom discourse levels: viz
those instances occurring

(a) at the Level of Transaction (following Sinclair and

Coulthard, 1975), and

(b) at Levels below Transaction (Exchange, Move, Act) (Sinclair
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and Coulthard, op.cit).
At the Level of Transaction the relevant distinctions, for our
purpose, are the lesson stages of opening, middle or end-part;
and/or the stages marked by oral work, reading, and writing as
separate activities. By thigs is meant that mixing would occur with
the languages in the contact situation kept distinctly apart. Diff=-
erent languagesa or constituents of the mixed medium would be used at
different stages of a lesson either the opening part of the lesacn or
the middle or end part of the lesson, Alternatively each language
congtituent might be tied to a bread language learning skill, either
oral speech or reading and writing (literacy skills)., For example
where this pattern of mixed usage obtains, English may be found more
sengitive to the aoral apeech part of a lesson in a particular
content-subject than NL and is therefore often used for this purposa;
Within this same lesson, reading and/or writing part of the lesson
may then be conducted in NL, and not in English. The entire lesson
aituation ma?.be reversed with other coﬁtent-subjects. in which case
English 13 used for the reading and writing parts of the lesson, and
NL for the oral speech part, In asa much as more than one languasge
is used in conducting the same lesson, although the languages used are
kept discrete, the medium used remains mlxed,

By language alternation occurring below the Level of Transaction
is meant that all the languages or language consatituents involved in
the contact situation are used inter-changeably or mixed within each
stage of the lesson or within each language skill, oral or literacy
skill. In this case mixing could occur intra-sententially or in
larger discourse unita, such as Move and Exchange. For example, in

a fully oral Cultural Activity lesson, both English and NL might be
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ﬁséd; the teachef awitching frbm NL t¢ English or injecting English
into NL, and the pupils using NL where necesgsary.

In order to find out at which of these discoursgse levels the mixed
medium used by the teachers in our sample could be analysed, two
types of elicitation techniques were used, The firat was response
'probing' and the second waa participant observation, as was earlier
mentioned. Probing was thought possible with the mixing that occurs
at the Transaction Level, participant observation was thought suitable
and was therefore to be used for the mixing ocecurring at any Discourse

Levelsa,

6.8.3 Response Probing

Respondents who had indicated that they used NL/L2 mix in a
sectiom of the questionnaire (1978) for the survey were asked in a
later section of the same questiocnnaire to state, by putting a 'tick?
or 'ticks' in the appropriate column or columns, at what stage during
the lesson (in which mixed medium was used) they used English., Listed
28 lesson atages under each content-subject were Oral Speech, Reading
and Writing. But the responges obtained were highly suspect, most of
them having falled our reliability tests (see 5.4.8 above), For in-
atance, in the lower primary classes, content-subjects are, apart
from mathematics, almost sll invariably taught orally, But some of
the responses listed reading and writing as the stages of the lessons
on Physical Education, Cultural Acticities and Religious Knowledge
taught in English, the oral speech stage of such lesacna having been
taught in NL, Some response cases were the exact oppoaite of this.

Ancther 'internal' check which revealed low response reliability
on thias same issue was putting the same ﬁuestion twice.but af some

distance from each other and then correlating reasponses te hoth (ase
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5.4.8 above). In thils particular case, respondents had been éarlier
on asked to indicate in which of the four listed media (English, NL,
NL/LZ2 Mix, Arabic) they taught each of the also listed content-
subjeects, A little later on they were aaked a filter question:

HIf you have indicated in section ..,.. above that you teach

any of the following listed subjects in NL/L2 mix, at what

stage during the lesson (in which you use NL/L2 Mix) do you

uae English, and not NL ,..7" :
When responses to both queationa from each respondent were compared ,
discrepancies were observed. For instance, in a number of casea
subjects not earlier marked for NL/L2 Mix were found marked later
for oral speech, reading or writing.

In view of the doubtful reliability of the "probed" responaes,
the decision was to treat them as distorted and therefore to set them

aside in favour of the participant cobserved lessons described and

analysed in the sections that follow.

6.8.4 Participant observation.

What was done here was to obgerve or record somé lessons taught
by a few of the teacher-respondents who had indicated that they used
NL/L2 Mix in content-subject instruction. The logistics and reorganisa;.
tion of these participant observed activities have been described in
6.4.9 (above) and will not be repeated here. As Table 5.8 (Sectiocm
5.4,9) shows, a total of 40 lessons were obgerved; some of these weré
tape-recorded, that i, those not directly watched by the researcher

himself but by his research assistants.

Featurea that were looked for

The questions we hoped the particpant observed leasgons would help

ua angswer include those liated below.
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O Officially what language is the teacher supposed to be using
in the class he was teaching?

it. What is the inter-language direction of mixing as used by
each teacher being observed?

iii, What is the nature (and type) of the mixing? Is it, for
instance, language "mixing", "code switching" or other?

iv, What is the mixing pattern like? That is, is mixing
gystematic with regard to its occurrence? For instance, do
all content-subjects, both LEM and EEM policy groups, and
all primary classes tend to select the same features or
differentiated ones? In short, can alternation features,
types, and circumstancea of their use b2 analysed along
the dimensions of, for example, (a) LEM Vs EEM classes,

(b) pre-MT stage Vs post-MT stage, (c¢) content-subject A
Vs content-subject B?

V. Does the use of mixed medium tend to be 'mode' bound?
That is, is the use of it a feature of only oral speech
or of reading and writing as well?

vi, Can the communication and/or pedagogic strategies under-
lying the teachers' use of mixed language be inferred from
the observed pattern of the use of NL/L2 Mix?

vii. How do pupils respond to their teachers' use of mixed
language? Do they also use it?

viii, Is the strategy underlying NL/L2 mixed use of positive peda-
gogic value? 1If it is, should the use of NL/L2 medium be

encouraged?

Some of the questions above, e.g. (i), have been answered in the

analysis and interpretation of the NL/L2 mixed medium features that
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were revealed between the 4 subjects obgerved, that is, Mathematics,
Physical Education, Social Studies and Primary Science12 (Table 5.8)
and in corregponding classes and medium policies (LEM and EEM),

Similarly, mixed speech features revealed in each subject{ were com-

pared for primary classes 1=5 in LEM and P2-5 in EEM and in corres-

ponding LEM Vs EEM classes,

6.8.5 Results
When the observed lessons were analysed for the features listed

in 6.8,4 above, the following were found.

1. Types of Speech Alternation

Mixed medium as used by the teachers whose lessons were observed is
of three types. Type A is sapeech mixing, as defined in 8.7.3 and
8.7.5 below, in which alternation between NL and English occurs both

within and between sentences, largely at the Levels of Move and Act.

Type B 13 code switching in which alternation between NL and English
cccurs essentially at the Levels of Transaction and Exchange. T?pé
C 1is direct block translation from Engliah to NL and als¢ occurs at

Transaction and Exchange Levels,

I1. Pattern of Use of Speech Alternation

Speech wixing (Type A) was the main feature of the mixed medinm used
by teachers in the LEM Group in pre-MT classea. Code switching was
found to have been used moatly by teachers in EEM P3-P5 and in LEM

P4 and P5; that is, by teachers in the late post-MT classea in both
pelicy groups (LEM and EEM). Direct block translation was used by
teachers mostly in EEM Pl and P2 and in LEM P4; that is,by teachers in

the early post-NMT classes,

12 The four subjects were those with the highest NL/L2 Mix freguency
acores in our data (Table 6.28C).
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11I1. Inter-language Direction of Alternation

A: Mixed Speech: The inter-language direction of mixed speech in all
cases of its use was NL-English. That is, the base language of
communication when mixing occurred was NL, into which English expres-
sions were injected at irregular intervals,

B: Code Switching: In contrast to mixed speech, code switching was

found to be in the direction English-NL, That is, the base language
of communication in which code switching was used tended to be English,
with constant 'regressions' to NL.

C: Block Translation: Like code switching, translation was found to

be in the direction English-NL. Initial communication was almost
always in English; then a regression to NL occurred in which every-
thing said in English was repeated in NL.
The observation described in A. B. and C above is consistent with
that in sub-section I1 above that
(a) mixed speech was used mostly by LEM teachers, specifically
those teaching pre-MT classes (LEM P1-P3); and
(b) both code switching and translation were used largely by
teachers in post-MT classes. The pattern was the same

in both policy groups (LEM and EEM).

IV. Alternation and Oral/Written Modes: All three alternation types

were observed to have been used in oral instruction by teachers.
There was hardly any instance of their use in the written mode. In
all the classes observed at both pre-MT and post-MT stages, teachers!
lesson notes and other records were prepared in English. Pupils!
content-subject reading materials in post-MT classes were all in
English, and pupils were helped to write or copy notes in unmixed

English when it wasnecessary for any notes to be copied. In the
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pre=-MT classes, reading and writing, where these activitiea were
found going on, were done in NL. No materials were.founa written in
mixed medium. However, language alternation occurred in reading or
writing whenever the teacher intervened to explain anything pertain-
ing to the reading or writing activity going on. This again would be
an oral transaction.

On the whole, then, mixed medium as used by the teachers observed
occurred at the Oral Transaction Level. The patterning of language

alternation with oral and literacy modes can be summarised as follows,

Mode
Primary Stage
Oral Written
Pre-MT Mix NL
Post-MNT Mix English

Table 6.34: The patterning of mixed medium
along the dimension of mods.

V. Underlying Strategles

Two main strategies seemed to be at work. One was to maximize com-
munication between the teacher and his class and consolidate MT, The
other was to prepare for, or anticipate, MT. The first strategy
underlies the use of code switching and translation and waa found used
chiefly by teachers in the post-NT classes in both policy.groups. The'
gecond strategy underlies the use of mixed speech found mzinly in the

pre-MI' ¢lasses, that is, in LEM P1-F3.
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6.,8.6. Langggge Alternation as a Communication Strategy

As all the analyses in the present Chapter have shown, abrupt and
simultaneous MT specified by LEM and EEM policies does not in practice
achieve the full medium target they aim at. Neither in the early nor
in the later post-MT stage is this target achieved (see Fig. 6.6
above), Yet all IPs are designed on the assumption that an MT suf-
ficient to sustain English medium instruction has been achieved in
each post-MT class. Since this is not the case and teachers have a
mission to ensure that communication takes place between them and
their classes and that pupils understand their content-subject lessons,
a means of bridging the communication gap seems to be to use code
switching or translation from English to NL. Code switching was used
in the lessons we observed in the following way. The teacher started
the lesson in English. Having made what to him was an important point,
he quickly surveyed the class to gauge pupils' understanding of what
he had said. If he thought further explanation was required, he, more
often than not, gave this not in English but in NL without actually
repeating what he had said in English. The explanation could be an
illustration starting with "For example" followed by the illustration
itself in NL. As to use a medium in this way requires some knowledge
and comprehension of English, on the part of learners, it is not sur-
prising that code switching was found used largely at the later
poat-MT stage.

Translation in the lessons observed was used as follows. The
teacher presented the lesson in English. When he had come to the end
of what looked like each lesson step or group of steps, he stopped and
then repeated everything he had said but this time in NL. The teacher

used translation as many times during the lesson as he judged necessary.
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Since the use of translation in this way implies very little know-
ledge of English on the part of the learners, the very low English
scores recorded for the early post-MT classes in our data (Table
6.28Aa and Fig. 6.6 above) and the use of translation in the same

classes appear to be closely related.

6.8,7 Alternation as an Ml Preparation Strategy

The use of Mixed Speech in an NL-based medium could not have been
motivated by the teacher'a desire to maximize communication between
himself and his class, as it is the case with code switching and trans-
lation. This 1s because regression in Mixed Speech is to English,
which is still new to the pupils at the pre-MT stage and which isg
therefore likely to complexify, rather than simplify, the instruction
medium,

| However, a close look at the text of all the recorded lesscns
(see below) containing Mixed Speech reveals that a large number of the
English expressions injected into the NL-basecd medium are those com-
monly associated with specific content-subjects in which they had been
used had the subjects been taught in unmixed English. On the whole,
the underlying strategy seems tc be to anticpate, or prepare for, MT
to English by introducing to pupils some of the expressions that they
would sooner or later have te learn or listen to after transition
would have been effected.

Whether these two strategies are pedagogically and educationally
sound and whether the mixXed usage they underlie needs therefore to be
encouraged for use for instructional purposcs are points that are dis-
cussed in 8.7 below,.

A8 an 1llustration of some of the features of mixed speech dia-

cusged so far in this section, here below is text of an observed
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lesson conducted in mixed medium. The features are essentially of

the speech mixing type.

Edited text of a recorded 30-minute lesson conducted

basically in Yoruba, a Nigerian language, but with a
large amount of language alternation of the mixed speech

type.

Clags: Primary Year Two. Age of learners: 7 years
(average)

Medium L1, Yoruba.

Educational role of English for the learners in this class: as a
subject in its second year of study.

Subject being taught: Arithmetic.

Teacher's personal data: female, 30 years of age, holds Teachers'
Grade II Certificate, with 6 years of teach-
ing experience, three of these in this class,

one with the present learners.

1. Teacher: E ghe iwe yin s'ita fun mental work, Se e ti gbe e?
(Take out your books for mental work. Have you taken
them out?)

Class: Be e ni, Ma

Yes, Ma (Yes, Ma'am)

2. Teacher: E ko number one to ten, (Pause) 0.K.? O ya o.
(Write Nos one to ten.) (Let's begin)

Number one: e pin twenty-four s‘ona meta. E lo ni?

E ko o.

(Divide 24 by 3, What did you get?
Write it.)
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Number two; sorry, kini answer number one, Abiodun?

(What is the answer for No. 17)
Pupil: Seven.

Class: No, no.

Teacher: Tani mo o 0? E ma pa 'riwo. Yes, Adeleke?

(Who knows it? Don't make a noise. Yes Adeleke?)
Pupil: Eight.

Teacher: Good. E paro iwe yin ki e mark. Eight ni answer o.

(Exchange your books and mark. Eight is the
answer. )

One Pupil: Ma, Ajai ko mark iwe mi dada. Mo gba anawer re, o si
mark e wrong.
(Ma'am, Ajai did not mark my book correctly. 1 got the

correct answer, but he marked it wrong.)

Teacher: On da? 0.K. (She marks it right.)
(Where is 1it?)

Number two; E f'eti sile dada; mo fe pe gbogbo re lati
number two lo de number ten.

(Listen carefully; 1'm going to dictate everything from
No. 2 to No. 10)

Number two; mew lona meta.

(ten times three.)

Number three; e yo mewa kuro ninu twenty-nine.

(Take away ten from twenty-nine.)

Number four; E ro mejo mo nineteen,

(Add eight to nineteen.)

Number five; E pin forty oranges fun omo meji; elo
1l'enikankan gba?
(Divide 40 oranges between two children; how
may will each get?)

(... and so on to number ten.)
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85, Teacher: O0.K., stop writing. E paro iwe yin k'e, mark ni kiakia.

Nibo 1la pe e de?

{(Exchange your bookg and mark gquickly, Where did we
stop?)

Pupils: A ti mark number One.
(we have marked number One,)
7. Teacher: All right, number two; kinl answer re, tani mo o o?
| (what is the anawer, who knows it?)
Some pupils together:; thirty.
8. Teacher: en ....yes, thirty. E wmark re.
(well ,. Mark it.)
Number Three, Bola?
Pupil: Nineteen,
Pupils: No., eighteen,
Some other pupils: No, nineteen. (Some mild argument,)
_ 2. Teacher: No noise., Answer 18 nineteen. E mark,
Number Four; answer 1g twenty-seven, E mark re.
{(Mark it.)

{.... and g0 on till the end of the exercise.)

E da iwe pada fun eni t'c ni. {eeeses.Pause)
(Return books to the owners,)

E dide, Ten-ten sit down, Very good. Class, e pa

'tewo fun won.

{(Stand up. Tens, git down .... Class, clap for
them, )

Nine? Yesa, good. Eight? Seven? ........ Zero? ({the
last 4 pupils sit,)
10, Teacher: E need lati ko times table yin sorl dada.

(You need to memorise the multiplication table

thoroughly,)
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E ko gbodo tun gb'odo lola o. S'e gbo? (addressed

to the zero scorers.)

(You mustn't score zero again tomorrow. Do you hear

that?)

Some notes on the Text

i) The teacher's notes underlying the lesson recorded above were
prepared in English in spite of the fact that the medium of instruction
was a Nigerian language. This practice was obgserved to be general

among primary school teachers irrespective of the language used.

ii) It has been suggested above that the English lexical elements
injected into the Ll-based teacher-talk are essentially those that
are required for instruction in appropriate content-subjects later in
English. Some of the instances of the use of mixed speech in the
leagon recorded above can ba justified on thisg ground, others cannot.

Thoge that cannot include, for instance, 'need' in
"E need lati ko times table yin s'ori dada" (paragraph 10).

In general the English expressions used in the text gseem to fall into
3 categories, as follows.
1. Expressions closely related to mathematics and mathematics
instruction, e.g. (a) number bonds (plus, minus, divided by,

times etc). numbers and numerala;

(b) mark, wrong, right, correct
1i. Expressions related to c¢classroom organisation, e.g. 'stand up‘,
'ait down', Clasa, good, clap for them, 0.K., 'Yes?'

iii. Miscellaneous expressions, such as 'need' (cited above).
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For a fuller examination of categorieas of English expreasions in the
mixed usage in our data and which categories should be tolerated, see

Section 8, 7 of the present study.

iii) Although most of the talking in this lesson is done by the teacher,
pupils also participate verbally, to some extent. They are seen

following the teacher's model by using mixed speech in paragrph 4:

"Ajai ko mark iwe mi dada; mo gba answer re, o si mark e wrong"

and in paragraph 6:

"A ti mark number one",

This answers one of the questions listed in 6.8.5 about whether pupils
also use alternation features. However, it was only in mixed speech
that active use of speech alternation of the types earlier desecribed

by pupilas was observed.

iv) Wwhat looks like a random use of number expressions in both NL

and English sometimes within the same sentence can be observed, as in

"E pin twenty-four s'ona meta ..." (meta = three).

It may thus be asked whether there is a consistent selectional pattern
underlying the use of English expressions in the text., It seems, on
the whole, that two-digit numbers are mostly said in English, while
unit digits are said sometimes in English and sometimes in NL. When
to say it in English and when in NL seems also to be a deciaion
prompted by rhythm. With regard to two-digit numbers and more, Yoruba
(the NL used in the text) is notorious for its lack of economy in the

way number words are expressed in it. The larger the number, the
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longer the amount of time and energy needed to say it. This may
explain why the text being examined avoids Yoruba (NL) number words
above one digit even when the medium language is basically Yoruba
(see Section 8,7 of this study for Nigerian educationists' views

on this subject, in particular that of Oredugba, 1977),

6.9 Summary of the Findings on the Language Choice and Use Surveys

6.9.1 The Three Hypotheses

The 3 hypotheses tested sought to find out
1. the extent of the teachers' compliance with the official policies
of LEM and EEM with regard to the use of English as the medium of
instruction at the post-MT stages specified by each policy;

2. whether in practice medium language choice by teachers reflects
any particular official policy and whether it is not in fact deter-
mined by the nature of each of the content-subjects in the curriculum
of PE; and

3. whether, in case of non-compliance by teachers with official
policy decisions on MT, a systematic patterning of the teachers'
approach to MT could be traced.

With regard to Hypothesis One, the majority of teachers (in our
data) were found not to comply with the official LEM and EEM policies
that English should be used as the medium of instruction at the be-
ginning of P4 (LEM) and at the start of primary education in P1 (EEM).
The use of English at P4 LEM classes stood at 33,41% of all (medium)
languages used in this LEM class, and at 14.81% in EEM Pl. Even at
the end of primary education, English never managed to achieve the
target full medium use. It stood at 61.11% in LEM P6 and at 82.,42% in

EEM P8 (see Fig. 6.6). Hypothesis One was therefore confirmed.
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With regard to Hypothesis Two, the teachers' language choice
was found to be influenced by official policies as well as by the
nature of each content-subject., However, teachers were found to have
been influenced in this choice more by content-subjects than by
official policies. This conclusion was based on the fact that inter-
subject choice variations continued beyond P4 when the medium choice
specified by the two policies i8 synchronically the same (6.5.5),

With regard to Hypothesis Three, MT was found to be effected
by teachers gradually in time and selectively on content-subjects
(6.6,4), This reinforces the claim already established that teachers'
language choice is determined more by the nature of the content-subject
than by official policy directives, The use of NL, Arabic and NL/L2
Mix was found to be such as lends support to the hypothesis that in

practice teachers approach MT gradually and selectively (6,7).

6.9,2 The use of Mixed Medium

The mixed medium (NL/L2 Mix) used by teachers was found to be egsent-
ially oral speech-based and to be of three types: mixed speech, code
switching and block translation (6.8). It was also found that the
patterning of these language alternation features is such that mixed
speech is associated largely with pre-MT use, while code switching and
translation are identified mainly with post-MT use.

Two main strategies were found to underlie the use of the mixed
medium. These were communication strategy underlying the use of code
switching and block translation, and MT anticipation strategy under-
lying the use of mixed speech. A close textual study of recorded
lessons containing mixed speech (6.8.7) tends to suggest that there are
aspects of the use of this alternation type that are pedagogically

sound, and others that may be counter-proddctive. It should be made
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.clear at this point that the present study did not set out to investi-
gate language alternation as a main concern., It was not therefore de-
signed specially to handle a thorough and systematic investigation of
this subject at anything but a none-specialized level. There are
important questions on language alternation and its significance as a
medium of inatruction that cannot be anawered on the scant evidence
drawn from the data analysed above., Language alternation asgs a mixed
medium is a subject for full scale regsearch. Some areas in which
further investigation i1s conaidered vital are suggested in Chapter 7

belaow,

6.9.3 PEIP and other Variables

FEIP was found to have had practically no effect on teachers' language
cholce and use (6.2.8, 6.2.8, 6.3.4, 6.4.3), This is thought to be
due to PEIP basing ita IPs on the existing policies of LEM and EEM
(5.3.3 above) and therefore inheriting the latter's wrong approach to
MT,

Similarly, the level of teachers' education and professional
training was found not to have greatly influenced their choice and use
of medium language. Teachers' educational variable, in the medium
choice circumstance, appears to have been overridden by language
learning/use situational factors (1.6-1.7 above). In other words,
if the use/learning gituation is lnappropriate for the medium se-
lected, a high educational qualification by the teacher alone cannot
make it leas so, The case of the PEIP using highly trained primary'
education ataff and yet unable to influence the compliance of ita
teachers with the policies adopted by 1t shows that the language
learning/ugse situation haa to be right first before high qualifications

can be used to advantage.
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7 Findinga and Discussion

7.1 Restatement of the Study Aims

Since it is not the aim of this study to examine the effects of
~the existing medium policiea on pupils' educational attainmentsl, we
have, at the end of the Language Use Survey reported in Part Two, come
to the end of our investigation of the various levels of deciaions re-
lating to the choice and use of a medium, The aim of the Survey was
to find out the extent to which primary school teachera comply with the
official medium policies of EEM and LEM, It had been hypothesized that
they did not, to a large extent. The overall aims of the study are
{a) to esgtabligh that there is a mismatch between the formulation
of medium policy at the Political and Administrative Levels
and its implementation at the IM amd Classroom Levels, and
that the MT problem can be explained largely in terms of this
mismatch.
(b) to argue that thia mismatch is the consequence of a mig-
understanding ef the procesaes involved in MT and their

implications for educational practice, and

{¢) to suggest a new way in which MT might be appreoached.

7.2 Mismatch between Policy Feormulation and Poliley Implementation

7.2.1 Policy Formulation/Elaboration Versua IM Exponents:

| By extracting inatructional features implicit in each of the
existing medium policies and evaluating English course-books in terms
ol which of theae features they develop, it was possible to assess the
extent of the mismatch between policy as formulated and elaborated, on

the one hand, and as realized by IMs for implementation by teachers

1 For this see Hawkes, N. (1973). See also l.f; above for the reascn for

not deoing so.
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and learners, on the other., The instructional features profile in
Table 4.7 shows that all the course-books examined tend to exhibit
the same pattern of features in spite of the fact that these
course-books are associated with three different MT policies. This
suggests that the distinctions which hold between the policies at the
Formulation Level no longer exist at the IM Level. In all, of the 14
instructional features identified in Chapter 4 as characterizing the
3 existing MT policies, only three could be traced in four out of the
five courses studied; the fifth course adds two more features (Table
4.7). There is therefore a serious discrepancy between the stated
aims of educational policies on the one hand and their realisation in
practical classroom materials and procedures on the other,

It can be argued that language courses cannot capture everything
that is implied by educational policy, and that the effects of a medium
policy had not always been transmitted via a course-book but through
the total learning situation, which includes teacher-talk, interaction
among the learners within and outside the class and the types of
activities engaged in within the school and the language in which these
activities are carried on. In such cases, it can also be argued, the
effects of a medium policy on learners should not be measured merely
in cognitive terms but in affective terms as well, and that, while a
language course-book may play an important role in the child's cognitive
development, it may be unable to play a comparable role in the develop-
ment of affective behaviour,

The above argument is conceded. Course-books should not be held
responsible for the mismatch referred to in 7.1 above. Indeed, it has

2
been stated in defence of English courses that their production

2
See Section 4 ; also Omojuwa, R.A. (1978A) Appendix A2 of this Study.
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ante-dated explicit policy formulations. Furthermore, as will again

be mentioned in 7.3.1 below, almost all the instructional features
omitted in English courses are also omitted in the English syllabuses

on which course-books are based. However, these arguments in defence

of course-books do not invalidate the point to which attention is drawn:
that there is a noticeable mismatch at the IM Level between medium
policy formulation and medium policy implementation. Establishing that
a mismatch exists, as has been done in Chapter 4, is one of the stated
aims of the present study.

The most important aspect of the conflict between policy formula-
tion and policy implementation is the failure of course-books to
distinguish instructional features characterizing the particular medium
pelicies they seek to implement and the effect of this failure on the
classroom. As was mentioned in 4.3.2, the course-book provides the
model for the English taught and learnt during the English lesson.3
The consequences of what it specifies and what it fails to specify can
be seen as profound on both teacher and pupils. If the course-book
fails to translate a policy feature in a practical way, the primary
teacher, whose classroom English-lesson language is derived from it,

cannot be expected to correct its inadequacies. He in fact perpetuates then.

7.2.2 Policy Formulation and Elaboration Versus Implementation at

the Teacher/Classroom Level
The results obtained from the survey on Teachers' choice and use

of medium languages (Chapters 5 and 6) confirm that a mismatch does

3
There seems to be a separate model for the use of English as the

medium of content-subject instruction (4,3.2 ; and 6.8),
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exist between medium policy decisions at the Political and Admini-
strative (Syllabus) Levels and medium use decisions at the Classroom
lLevel (6,9). The nature of the mismatch at this Level is similar to
that observed at the Instructional Material Preparation Level (7.2.1).
In both, the instructional features that characterize the distinctions
between policies tend not to be reflected in practical teaching, pro-
cedures and materials. They also tend to be selected on a basis that
is not derived from the language needs of these policies. In the case
of medium policy implementation by teachers, three hypotheses were
formulated and tested. Two of these clearly confirmed the predictions
that
(a) the post-MT target of full English medium function was
attained neither in LEM nor in EEM, and
(b) teachers effect MT to English gradually over time and

selectively in different content-subjects at different

times during primary education.
Both of these contradict the instructional features of the LEM and EEM
policies.4 The third hypothesis tested was partially confirmed. The
prediction was that teachers' choice and use of a language for medium
of instruction functions was determined by the nature of each content-
subject taught, rather than the requirements of educational policy.
This was partially confirmed because although the nature of each
content=-subject was found to be the dominant influence, regard for
policy provisions was also found to carry some influence, though a

minor one (6.9),

7.3 Explaining the Policy Formulation Versus Implementation Mismatch

4 PEM was not probed at the Teacher/Classroom Level. See 5,2 above

for reasons,
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7.2,1 Mismatch observed at the IM Preparation Level

Two major explanations for the mismatch at this decision level
were given in 4.3.1 and briefly mentioned in 7.2.1 above. The first
is that English course-books ante-dated most of the primary syllabuses.
This can be easily verified from available state primary English
Syllabuses. The second is that the instructional features implicit
in the existing medium policies and which were ignored in course-books
were also ignored in all of the Syllabuses examined. Since course-
books monitor medium policy features via syllabus specifications, the
omission in course-books of instructional features characterizing each
medium policy is to be blamed on the failure of syllabuses to specify
them. What explanation can be given for the omission of these instrue-
tional features from the syllabus? The explanation seems to be that
most of the features unaccounted for by English Syllabuses relate to
approaches to MI'. By selecting the wrong apprecach, that is, abrupt
and simultaneous MT, the existing policies make it difficult for
syllabuses to fully specify the features implicit in the policies.
Their demands are unrealistic. For instance under the LEM policy, when
full English medium instruction has to begin in P4, pupils have their
first contact with English in a learning situation in which English is
not used except by their class teacher.

In other words, the mismatch obgserved at the IM Preparation Level
seems iraceable, partially, to existing policies selecting the wrong
approach to MT, The claim of this study is that if it selects the
wrong dimension of the MT profile, a medium policy will be difficult

to implement at all Decision Levels.
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7.3.2 Explaining the Mismatch at the Teacher/Classroom level

It is our argument that the teachers' departure from the official
policy guidelines in their choice and use of a medium is attributable
to the approach to MT adopted by these policies. This is evident from
the observed pattern of choice of languages for medium functions made
by the teachers in our survey sample (Chapter 6). They rejected in
almost all cases the simultaneous and abrupt approach to MT and adopted
the gradual and selective approach. This implies that they found this
approach impracticable in the language situation in which it is adopted

(6.6.4), that is, in Nigeria.

7.4 The Significance of the Formulation Versus Implementation Mismatch

7.4.1 Educational Significance

Non-compliance with policy formulations has been observed at all
the Levels below the Political Level at which broad policy decisions are
made, Syllabuses which should spell out the instructional features of
a medium policy have consistently left out those that characterize each
individual policy, specifying only the ones that are common to all
policies. English course-books have gimilarly omitted those features
that are not specified in English syllabuses, They treat only the
instructional features common to all the three existing medium policies,
Any English course can at present be used in any school - and this
indeed happens, irrespective of the medium policy adopted for the school.
Teachers have been found to implement largely thosge features common to
all the existing policies, omitting those that characterize and distinguish
the policies one from another. However, in one major instance teachers
have rejected a common feature of all existing policies. This is the
simultaneous and abrupt approach to MT, which is believed to be a major

cause of non-compliance with medium policies at all the decision levels
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mentioned earlier, Thus, non-compliance, which was found to be
statistically significant in teachers' language choice, assumes an
educational significance at all decision levels below that of policy
formulation. Since it seems to point persistently to the impracticable
nature of major aspects of existing policies, it is our argument that
the single most significant aspect of policy that accounts for, and,

in effect, causes non-compliance is the adoption of an abrupt and
simultaneous approach to MT by all three policies., The effect of this
error (along with pragmatic features of the educational and learning
situation) characterizes the medium transition problem in language
planning at the primary education level in Nigeria. Tackling this pro-
blem, therefore, involves looking for a new approach to transition
which is appropriate to the English use/learning situation as categorised

in the MT profiles in Tables 1.2 and 1.4 (pages 8 & 12) above.

7.4.2 Mixed Medium as Inappropriate MT Policy

Mixed medium (NL/English mix) was found to be widely used by the
teachers in our Language Survey Sample (6.7.4)., The pattern of use
is such that it could have been
(a) the result of the wrong approach to MI' (i,e. abrupt and simul-
taneous) taken by the existing policies;
(b) a necessary feature of MT effected in stages (selective and
gradual transition); or
(¢) an indicator of language deficiency among teachers (both in
English and NL).
These possible causes of the use of language alternation as a medium of
instruction are fully examined in 8,7 below. However, two sets of
strategies - communication strategies and MT preparation strategies -

were found to underlie the teachers' use of mixed medium (6.8.6 -
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6.8.7). The description of how these strategies are applied makes it
fairly clear that the use of mixed medium is largely a consequence of
wrongly effected MT. It would therefore be possible to reduce its use
if MT were appropriately effected. The use of language alternation as
an instructional strategy is, nevertheless, considered by the present
study as pedagogically sound. It will be suggested that, pending
further research, its use should be officially controlled, (8 7.7.; also
Omojuwa, R.A., 1979). At present in Nigeria the existence of alterna-
tion is officially denied at governmental level. This is dangerous,
because it does not allow for the effects of mixed medium on pupils to
be assessed and its use to be accordingly regulated or checked.

Because of the high incidence of its use, language alternation as
a medium of instruction is an area for full scale research. So little
is known about it - for instance, (a) how general it is throughout the
country, (b) its impact and effects on pupils' attainments, (c) its
causes, and (d) its pedagogic value -~ that the comments and suggestions

offered in the present study have to be regarded as tentative.

7.4.3 1ssues involved in adopting a new approach to MT

The first issue seems to be a decision on what constitutes an
appropriate approach to MT in the Nigerian situation. Using the
English learning situation profile in Tables 1.2-=1.4% above, it seems
fairly clear that the gradual and selective approach is poten-
tially the most appropriate choice. This is confirmed by the system-
atic, gradual and selective way the teachers in our Survey Sample were
observed to effect MT in contrast to the official policy approach of
abrupt and simultaneous transition.

However, in adopting a selective and gradual approach, the major
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decisions will relate to i) how "gradual"‘ is to be defined and deter-
mined, and ii) the criterion for determining in which content-subject(s)
MT should be effected at a particular stage in the primary education
process, Further research will be required to make such decisions
theoretically sound and empirically validated.

"Gradual" is defined in terms of the three stages identified in
the MT process in 1.2.3.,With regard to content-subject MT selection
criteria, this study has not drawn up any theoretical formulations.
This is a topic for separate research. However, what is proposed in
this study is based on the results of the medium use survey described
in éhnpter 6. The particular aspect of interest here is the approach
to MT effected by the teachers in the sample. These results indicate
(as a possible guide on content-subject selection for MT) a consist-
ency and systematicity in the rising rate of English use for each
subject (i.e. gradual transition) and in the inter-subject score
variations (selective transition). In applying these results, the
crucial decision to make is "At what rate of English use should MT be
effected? There is no reason why the same rate (40%, 50%, 60%, for
instance) should be fixed throughout the country, even though this means
effecting MT at different primary stages in different parts of the
country. The principle of selective approach still holds irrespective
of the English use rate fixed. Suppose a very low rate of 40% English
use was fixed, MT would be effected with respect to each content-subject
in the classes specified below (Table 7.1; see also Fig. 6.8). The

relevant figures can be seen in Table 6.20,

5 It needs to be pointed out that 'gradual' has been used in two senses
in this Study: demographically, to characterize frequencies in the choice
of language media (i.e. the number which uselNL, for instance, and that
which used L2 in the same or successive classes), and pedagogically, in
terms of how teachers talk to pupils. In the latter sense, 'gradual'
realizes the demographic sense as an instructional feature character-
izing a medium policy and its approach to medium transition.
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Primary Classes

{laing LEM Results

Using EEM Reaults

primary level

Pl NIL NIL
2 NIL 1. Mathematics
3 NIL 2, Physical Education
3. Science
. 4, Soelal Studies
bPg 1, Mathematics
2. Physical Education 5, Creative Activities
Ps 3. Science
4, Social Studies 6. Cultural Activities
Ps 5. Creative Activitiegs 7. Religicus Knowledge
MT cannot be « Cultural Activities -
h
effected at the 7. Religious Knowledge

Table 7.,1:

Classes at which MT is effected in each content-subject

at 40% English use rate (baged on the results of the

Survey conducted for this study (Chapter 6).

Figure 6,8 above,

See

6
The mean LEM-EEM results may be used gince the integrated policy does

not make the LEM-EEM-PEM policy distinctions at the class level.

The

mean results yield the following classes (Table 7.2) in which MT is

8

The name by which the policy underlying the selective and gradual
approach is called in Chapter 8,1 ig Integrated Policy
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aeffected in each subject.

Based on LEM~EEM

Primary Clasges Mean Results

Pl NIL
P2 NIL
<] 1, Mathematica
P 2. Phyaical BEducation

3. Science

) ] ' 4. Creative Activities

5, Social Studies

P8 6., Cultural Activities

7. HReligious Knowledge

Table 7.2: Classes at which MTI is effected in content-subjects

at 40% English use rate based on the LEM-EEM mean.

The higher the Engliash use rate fixed, the higher the point at which
MI' is effected in each subject (see Fig. 6.9 for the pointa of MT
based on 50% English Uge Rate). Further research 1is required to deter-.
mine what constitutes "the nature™ of each content-subject which makes
it respond to early, late or postponed MT. However, the following
trands were observed from the patiern of the survey resulta.
(a) PBExpressions required for content-subject instruction are
still largely in English, and NL equivalents are either
not available or not popularized {e.g. in textbooks and

syllabuses) for formal and graded instructional purposes.
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(b) A content-subject is oriented towards the local culture or
directly derived from the repertoire of local idioms of
speech characterizing indigenous culture and local
institutions .
(¢) Instruction in a content-subject involves both physical

demonstration and set expressions or formulae.

Subjects in categories (a) and (c) will, on the whole, yield easily to
early MT to English, while those in category (b) tend to resist this
and only yield to late or postponed transition, Content-subjects will

fall into categories A, B, and C as specified in Table 7.3 (below).

Selective MT Subject that can be
Category feature effected
(‘) Relatively Mathematics,
early Science
(b) Relatively Cultural Activities
late Social Studies

Religious Knowledge

Relatively Physical education
(c) early Creative_Activities
Science

Table 7.3: MT Selective categories with the subjects that ecan be

effected in each category (based on our survey results).

Science is a subject that fits into ‘two Categories,
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The above tentative categories are those that can be set up
using the results of our language survey; further discrimination will
be required to determine the order of precedence between categories A
and C ("relatively early"). For this as for the rest of the suggestions
made in thus sub-section (7.4.3), further research on a national scale
involving controlled experiments as well as participant observation ias
required. Such research should extend beyond the northern sgstates to
which the present atudy is restricted.8 Although the reason for this
is sound (5.2 above) and the population sampled i3 fairly repregentative
of the entire country, restriction to the northern states has meant
that the effects on teachers' medium use of Southern Nigeria-
baged educational language projects, such as the Rivera Readers Project
(Rivera State), the Itsekri Language Project (Bendel State), and above
all the Ife University 6-year Primary Education Project (QOyo State),
could not be aasessed.g

Another limitation of the preaent study which suggeats the need
for further research intoc & gradual and selective approach to MT is
the smallness of the sample representing Primary 5 and 6 variables and
contingency table cells. This contrasts with the relative size of the

sample in Primary 1 to 4 (Table 5).

7.4.4 Implications of the adoption of gradual and selective approach

for Syllabus and Ingtructional Material Preparation.

These will be considered in detail in Chapter 8. The followlng

There are 19 states in the country, 10 of them from the former

Northern Region. See map on page 54.

9
All of these projects are reviewed in Chapter § of this Study.
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points should, however, be noted. A selective approach should lighten
the burden on English as a medium of instruction and simplify both the
specification of the English syllabus and the development of course-
books., As was seen in Chapter 4, neither the English syllabuses nor
the English course-books examined at present reflect the instructional
features characterizing each of the three MT policies. This is largely
because with a simultaneous and abrupt approach, MT has to be prepared
for and serviced with respect to all content-subjects at the same time.
It is an impossible task for a course to provide for the language needs
of all content-subjects in one year ar less, depending on the length

of time each book in the course is intended to last, whereas this is
possible over a stretch of time such as that spanned by a selective
and gradual MT. Not knowing which subjects to begin with or how to
establish priorities, English courses and syllabuses "play it safe'" by
regsorting to vague generalities. But with a selective approach (when
MT affects perhaps only one or two subjects a year: see Table 7.2),
course and syllabus contents can be oriented towards each content-subject
in turn (e.g. Mathematics in P3). The pre-transition books in the
course can provide for MT preparation in a similarly systematic order.
In practice,there will hardly be any primary class, except perhaps

Year One, in which English is taught as a subject unlinked with real
communication within the classa in the shape of content-subject instruc-
tion, This is what some sociolinguists and language planners, notably
Widdowson, H.G. (1975, 1976), Wingard, P. (1963), Fathman, A. (1977)

Tucker, G.R. (1977) have called ror.9

The arguments advanced by both Widdowson and Wingard are examined in
some detail in 8.8 below.
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7.5 Conclusions

Although the suggested order in which selective MT ahould be
effected is based on the observation of what teachers do in practice
{Tables 7.1 and 7.2), this should not be taken as an optimum order,
We are aware of the fact that what teachers do in practice is not
necessarily the right thing, and that there are other factors that
influence or inform medium policy decisions apart from a pattern of
behaviour forced on classroom practice by transient social conditions,
However, the concept of a selective and gradual MT itself does not
regt merely on what teachers were obgerved to be deing. It has, to us,
a sound theoretical juatification., So, while we affirm our belief
that a selective MT is more appropriate in the Nigerian situation than
an abrupt and simultaneous MT', the particular order in which a selective
MT should be effected is a decision appropriately for each state
educational authorities to take., If the procesases leading to such a
decision included or took account of the trends reported in Chapter 6
of this Study, then the order we sugpested in Tables 7.1 and 7.2 would
be a useful guide,

Asg aspecta of the present conditiona which influence the teachers'
cholce and use of language medium wmay change with time, go should 1t be
possible for a suggested selective order to be revised in consocnance

with prevafiling educational and social forces.lo But a change in the

10 Factors, such as higher education qualifications of, and i{mproved

training facilities for, teachera, availability and efficient use of IMs
and other learning/teaching facilities, an increased exposure of pupils,
their parents and teachers to medern standards of living and to the use
of the mass medla (radio, TV) at home, and a greater application or
effect of modern ingtructional technology, may indeed introduce a
selective MT sequence different from what is suggested in this Study,
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selective MT sequence does not invalidate or weaken the principle
underlying a selective MT, It is quite possible, though, for a
future condition to make a selective and gradual MT inappropriate for
the Nigerian primary instructional programmes and curriculum organiza-
tion, That might come, for instance, when English was used as a home
language in an average Nigerian home, or when social mobility were such
that an average Nigerian town/village was a polyglot community, or if/
when educational authorities decided to adopt a monolingual IP without
English, or indeed for any other reasons. If an abrupt and simultaneous
MT were found appropriate on account of any of the conditions stated
above, the principle governing the choice of an MT approach would still
hold. It would be argued, rightly, that the change from selective to
simultaneocus MT was in accordance with this principle.

In Chapter 8 below, the gradual and selective approach to MT is
described in more detail and the implications of its adoption for
primary school curriculum organization as well as for English and NL

instructional programmes are examined in some detail.
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Chapter 8 : Guidelines on the Adoption of the Integrated
Medium Policy

g,1+ Introduction

The BIP proposed in this study 1s a transitional one in the direc-
tion Nigerian language to English. By transitional is meant that the
medium of instruction moves gradually from NL to English. It is neither
monolingual with English as the only language, which the EEM BIP adopts,.
nor monclingual without English, which is the poliey adopted by PEM. It
is LEM regtructured into what is best described as an integrated BIP in
the aense that it is derived from a synthesis of EEM, LEM and PEM

policies and the varicus instructional programmes which realise them,

8.1.1 Features of the Integrated Policy

The integrated IP i3 centred on a new approach to medium trangition,
by which transition from NL to English is effected gradually over time
and aelectively over ccontent-gubjects, This approach, described
in the sections te follow, has certain crucial implications, also
examined in the succeeding sectiona, for the following aspects of language
planning, as well as language teaching and learning;

i. the roles of English as a subject and amalsoc as a medium langu-~

age;

ii., the roles of Nigerian Language as a medium language and alsc in
preparateory instructional prograpmes for medium tranalition;

iii, the process and stages of transition and the means by which
these are facilitated;

iv. the organisation of initial literacy and literacy development
programmes for all stages of primary education in general; and

v the organisation of apecial instructional programmes for lin-

guistically complex urban and minority areas.
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8.1.2 Assumptions

In propesing this instructicnal programme, the following assump-

tions are made,

(a)

(b)

(c)

Both Nigerian Language and English are jointly involved as
languages of primary education., The joint involvement means
and therefore requires a close relationship and an inter-
change of functions between them both.

Formal education at the primary education level should, apart
from the cases referred to in 8.1.1(v) above, be started in
the L1, and althcugh there is to be gradual transition to
English, the mother tongue or Nigerian Language should be
maintained, though with reduced functions,for the rest of
primary education.

It 18 in the interest of every primary pupil, whether he is a
potential post-primary sachool entrant or leaves the formal
educational system at the end of primary education and then
takes a low-level job, that he acquires literacy and numeracy
in both English and Nigerian Language. This increases his
chance of success in the age of technology when the

country is being progressgively transformed into modern
communities by the introduction of mechanised farming and

integrated rural development schemes,

8.1,3 Feasaibility Criteria

To gain entry to the instructional situation for which it is

deaigned,

to have a chance of being seriously tried, and to

achieve its objectives, an instructional programme must satisfy certain

criteria,

gome of which may conflict with each other to some extent.

An IP is sometimes foreced, in order to resolve such a conflicgt, to com-
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promise on otherwise very powerful and sound pedagogic principles,

The criteria include the following.

(i} An IP must gain official government recognition. This is

erucial if it is intended that the IP be allowed into
schools, for as Tucker (1977:16) puts it in one of his

conclusions:

", .. despite regearch, experimentation or innovation, second
language teaching programmes will not succeed or thrive
unleas they are consistent with government policy, whether
explicit or implicit, or with the carefully and clearly
expressed goals of local educational authorities”.

To gain official recognition, in the Nigerian context, an IP muat

{ii)

(a) expreas principles and objectives consistent with, and
promote, the educational objectives enunciated by the
competent educational authority;

(b) be economical to implement in terms of ita demands on
both financial and manpower resources of the atate
adopting it;

{c) promote the state's cultural values explicitly or
implicitly.

An IP must be acceptable to, and gain the confidence of, the

majority of the teachers who will be involved in its implemen-

tation. For although an IP is recoghised and prescribed for
use by the educational autherities, unlegs it gains the
acceptance of teachersa, it iz unlikely to be effectively
implemented. This is what is happening with regard to the
official language pelicies of EEM, LEM, and PEM. They are

not being sericusly implemented by teachers for recasons that

have been stated at different points in this study. To gain
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the acceptance and confidence of teachers, an IP

(a) must be capable of being implemented at the classroom
level, The level of teaching required should be such as
takes account of the qualitative as well as quantitative
pattern of teacher supply;

(b) must not in its implementation involve such an amount of
labour as attracts the hostility of teachers by being
excessive compared to what these teachers have been used
to, unless there is a compensatory form of incentive tied
to the adoption of the IP, such as oppertunities for
further training for teachers;1

(¢) must be realistic in terms of its aims and the means by
which these are realised. For example, teachers find it
difficult to implement simultaneous and abrupt medium
transition because it seems unrealistic, and

(d) must be introduced to and fully discussed with the
teachers to be involved in its execution. Short or
medium induction courses are often necessary,

(i1i) An IP should consider and make provision for issues such as

the following:

The Primary Education Improvement Project (PEIP) run by the Institute
of Education of Ahmadu Bello University, Zaria, on behalf of the northern

states' governments experienced a similar problem at the initial stages.
The Project teachers complained that they were being made to work
harder than their non-project counterparts for equal pay and with no
other form of compensatory incentive, The resentment grew as teachers
resisted being posted to Project classes. The Institute then drew up

a number of highly prized non-degree courses for teachers, admiasions
to which give preference to project teaehers. On completion of their
courses, trainees come back to the Project or to the civil service at

a much enhanced salary point and increased social status.
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(a) the various social and educational functions performed
by the language for which the 1P is drawn up;
(b) the fact that only limited language attainment objectives
should be aimed at;
(c) that an IP for primary education should be concerned as
much with L2 as with all other languages involved in PE;
(d) an IP should be implementable from the point of view of
syllabus design and instructional material preparation;
(e) it should be possible to evaluate the extent to which
the expected outcomes have been realised or are realis-

able,

8.1.4 Conflicts and Resolutions

It was stated under Feasibility Criteria (above) that an IP may
have to satisfy and reconcile conflicting criteria. Two such criteria
relate to recognition by educational authority and acceptance by class-
room teachers. An IP must, for instance, gain official recognition
before it has a chance of being adopted for use in the school. But it
must also gain the acceptance and confidence of teachers before it can
be faithfully and effectively implemented at the classroom level, Yet,
as has been pointed out, there are in EEM and LEM two officially
recognised and imposed policies that do not gain the acceptance and con-
fidence of teachers involved in their implementation. The result is
that these policies fail to achieve their stated objectives. Tucker's
conclusion quoted in (i) under 'Feasibility Criteria' therefore needs
to be qualified., It is not enough for a programme to be consistent
with government policy; its success at the implementation level rests
largely with the teachers, whose acceptance it must therefore also gain.

The underlying principles of the proposed IP are consistent with
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officially deeclared primary educaticnal objectivez, They differ, how-
ever, in the means by which these objectives can be attained, that is,
by adopting an integrated, rather than EEM, LEM, or PEM,approach to
educational language planning., Both financially and in terms of man-
power need, the proposed programme does not impose additional strains
on the resources of educational autherities.

Teachers are the greatest barriers in the Nigerian context to the
success of IPs, however well-planned this may be, This is partly due
to their inadequate educational and professional qualifications. Thus,
the conflict between what is pedagogically desirable and what teachers
can cope with is a conatant "threat" to theoretieal principles, scme of
which may need to be modified to make them applicable, and a challenge
to language planners and programme designers.

However, with reapect to the IP proposed here, no extra demand on
teachers is likely to be involved, This and the fact that it accords
with what the majority of them have uncfficially been practising,
should increase its appeal to teachers. The need for "introductory"
courses for teachers has already been stressed in the section on
Feagibility Study above. The IP propogsed here contazins certain in-
novations that will make such courses necessary (see 8.2-8,7 below).

With regard to instructional material preparation, the proposal
adds a new dimension to planned instructional programmes, namely that
cach content~subject ayllabus should specify its own language require-
ments along with the relevant body of facts and concepts. Conventionally
in Nigeria a content-subject ayllabus specifiea only the latter and
leaves the question of lanpuage open. The present study has revealed
that language-as-subject programmes have proved unable to accommodate

the language requirements of all content-subjects. English-as-subject
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programmes should base whatever "service" they provide for content-
subjects on the lanpuage requirements drawn up for and by each

gontent -subject.

B.1.5 Limitations

Strevens (1977) and Stern (1970) have both warned that there is no
single appreoach that can claim to have found the solution to language
teaching and learning problems. It should be said, in heeding this
warning, that what ia proposed in'this study relates to only one area
of language teaching and language learning, an area enriched by insgights
from sociology and sociolinguistics, linguiatics, education, anthro-
pology and paycholinguisties. The present study and what it proposes
can be described as a sociolinguistic and pedagogic contribution to the
gearch for a solution to the problem of language planhing and language
teaching/learning at the primary education level. There are other
aspects of language teaching and learning, for instance, those derived
from ingsights in psychology and psycholingulstica, which the study
need not account for since it is concerned, by and large, with primary
teachers' language behaviour, rather than with languapge learning and
achlevement by pupils,

Te summarise, the pregsent gstudy is not an attempt to design a
course, nor is it an attempt to write a detailed language syllabus. Ity
aim is to study ways in which the procesas of medium transition from NL
to L2 can be aeffected smoothly and effectively in terms of principles
of policy formulation, syllabus design, IM preparation and classroom
practice, It is, however, expected that these will be useful bases
from which detalled syllabuses and instructional materials can be

derived.
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8.2 The Instructional Programmes (IPs) for the Selective and Gradual MT

The IPs realizing the selective and gradual MT consist of
(i) Principles and objectives,
(ii) Syllabuses:
(a) NL,
(b) English,
(c) Content-subjects .
(1) content ,
(2) graded language requirements (both NL and English) -
(ii1) I Ms
(a) Language: 1. NL
2. English .
(b) Content-subject text-books in both NL and English
(iv) Teachers and Classroom Practice -
(1) Introducing the new approach to
(a) teachers already in service, and
(b) pre-service teacher trainees.
(2) The means by which this is done.
(v) Evaluation:
The effects of the new approach on
(a) teachers' use of medium and how this also affects the
quality of their teaching ,
(k) pupils' cognitive achievements and affective behaviour.
(vi) some implications of the new approach on aspects of instruc-
tion and the curriculum organization of PE,
The present "Guidelines'", however, cover only the following aspects of

the comprehensive programme.

1. Basic Principles (8.3)
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2. Objectives (8.4},
3. The English Syllabus (8.5} ,
4, The English Course-bock (8.6).,
5. Scme implications and issues :
(a) English as-a-subject versus English as-a-medium of
inatruction ¢8.7) ,

{b) The place of mixed medium under Selective MT (8.8) .

8.3 Bagsic Principles

1. The initial medium of instruction is NL in all content-subjectsz.

2. Transition to English is gradual. By gradual is meant that the
change-over from NL to L2 is not a switch started and completed
at a point or in a class within the PE continuum. It is a
procéss that stretches over a length of tine,

3. The process of MT neceds instructional direction., That ig, MT
needs to be systematically prepared for., For this purpose,
three stages can be pedagogically distinguished. These are:

{(a} Preparatory (pre-MT),
(b) ninimum transition (MT), and
(c) full transition {post-MT).

4, To make the gradual transition effective, preparation for MT |
should last for 2 years,

5, Transition to English is alaso selective. This means that MT
i3 not effected in all content-subjects at the same time,

6, The order in which MT is effected in each conhtent-subject

2
This refers to the 85% Nigerian primary school population for which

the Selective Approach is relevant, BSee 1.2,8 aboave,
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may be determined by one cor a combination of the following

factors

(a) 1linguistic,

{b) cultural, and/or
(e) practical.3

Each state government decides this order for the schoola within

the state.

7. It gseems important that MI' should not be effected in the first
two yearsa. Thia is to increase the chances of effectiveness
of MT preparation (which in each subject should be 2 years)
for the firat subject in which MT is effected since there
should be a c¢lear 2-year period for its preparation. In this
atudy Mathematics is the first subject to be taught in English
in P3.

8, Decisions at all the various Formulation and Implementation
levels are to be harmonised. Each level is to realize or
implement the features of the policy {and its IP)as stated in
the objectives and illustrated in Figure 8.1 below. What can=-
not be realized at any of the levels is to be excluded as a
feature of the 1P.

9. The objectives of the Integrated Medium Policy and ita IP are
to be spelt out at each Decigion level., This is of great
importance at the Classroom Level, Teachers need to be fully
and unambiguously informed of the purpose for which Englisgh is

to be taught in each class.

The order suggested in Chapter 7 of this Study was based on the

results of the language use survey in Chapter 6 and seems to have been
influenced by all of the factors liasted above.
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8.4 Obiectivea:

8.4.1 The objectives of the Integrated Policy is to pursue the goals

of a transition IP, by which

(a)

(b)

(e)

(d)

(e)

()

literacy is initially in pupils' NL and thereafter in knglish;
the medium of instruction (oral and written) is initially in
NL and then, in the manner described in (¢)-(f) below, in
English;

by the end of PE (1) minimum transition to English is

achieved in all content-subjects, and (2) full transition is
achieved in some content-subjects. Decisions on which
subjects belong to either category (1) or category (2) or
indeed any new category that may be created is to be reviewed
from time to time at the Political or Syllabus Level);

MT to English is selective and gradual (see Principles in

8.3 above);

Minimum transition will not be effected in any subject earlier
than in P3, That is, NL will be the medium of instruction in
all content-subjects in the first 2 years of schooling. After
P2 NL will transfer some of its medium functions to English

at the rate of 2-3 subjects transferred to English a year
(except in P3 when only one subject is transferred);

NL will remain as a full medium of instruction in selected
gubjects until the end of P5 and as a subject throughout the
primary course. By "full medium" is meant that both oral and
literacy skills are available in NL in those subjects in which

it is the medium of instruction.
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8.4,2 Means
The means by which the stated objectives are to be achieved
include the following.
| (i) The instructional features of the objectives stated above are

elaborated in syllabuses in a form in which they are
realizable by IMs, It ig therefore expected that languapge
courses as well as content-subject text-books are derived
from syllabuses. Syllabuses are alsc to be designed in a
form in which they can be read, understood and interpreted
by primary school teachers. They can then be used as a
basis for direct classroom instruction either as a supplement.
to, or substitute for, language course-books and content-
subject texts.

" {ii) Syllabuses are tc be written in writers' workshops by a
selected number of
{a) language planners,
(b) language experts and content-subject specialists,
{c) primary school teachers,
(¢d) educational administrators and school inspectors,
{e) IM writers, and
(f) Mobile Teacher Trainers.

(i1i) The NL syllabuses should specify separately
(a) NL as a medium,
(b) NL as a subject.

(iv) The Engligh gyllabuses should specify and clarify the functions

ot
{a) English at the pre-MT stage, generally and specifically

with respect to each primary classa;
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{¢c)
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English at the minimum transition stage, generally and
with respect to each content-subject and each primary
class;
English at the post-MT stage, generally and with respect

to each content-subject and each primary class,

In each case, beth content and methodology are to be specified,

{v) Each content-subject syllabus should specify

(a)

(b)

(c)

content (concepts, baliefs, notions ete) and methodo-
logys
in addition, a language component consisting of graded
vocubulary and syntactic items required for instruction.
This is to be done for both ML and English, depending on
the class for which the syllabus (or a section of it) is
intended; and
in the very language (NL or English or Arabic) in which
ingtruction in the content-subject is to be delivered.
Thus, each content-subject is to observe the following
two MT stages:
(1) Pre-NT: when the language of content-subject
instruction is NL. The ayllabus for this stage is
to be specified in NL. In saome subjects (e.g.
Mathematics) thias stage is relatively of short
duration (2 years), while in other subjects (e.g. |
R.K. and Cultural Activitiea), the pre-MT |
ingtruction lasts for 5 years;

(2) Minimum and post-MT: When the language of

content-subject instruction is English. The
syllabus for this stage iz to be specified in

English.
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{vi) The language components of content-subject syllabuses

(v(b) above) are to be written jointly by content-subject
gspecialists and language experts, the latter in an advisory
capacity. Similarly, components (a) and (b) of the English
Syllabuses (iv above) and component (a) of the NL Syllabusges
(iii above) are to be written jointly by language specialista,
including teachers, IM writers, etc., and content-subject
specialists; the latter in an advisory capacity. This is
designed to make content-subjectgand the language/languages
in which they are taught relate closely and meaningfully to
each other, It increases the effectiveness with which the
languages (English in particular} potentially perform their
medium and medium-preparation functions.

(vii) It will alsc be necessary for what is specified in the English
ayllabuses to be expanded and translated into lesson-by-lesson
{or period by period) units; that is, in a form in which
teachers can use them directly or with modifications for.
claasroom teaching. This can be done in the ahort term by
the same procedure as suggested in (ii) (8.4.2.} above.
In the long term, commerc¢ial publishers are keen to, and will,
£ill this gap.

(viii} The new IP and its methodology are to be introduced to teachers
and schools step by step in the following order.
(a) Mobile Teacher Trainers (MTTs)q.are given a geries of

short courses on the objectives, principles and imple-

mentation of the selective and gradual approach. Some

4{ NTTa are describad in Chapter 5 (5.4) of this atudy.
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' of them have taken part in writing syllabuses and
courses {ii-vii abovel},

(b) MITs return to their centres and run a series of short
courses for the teachers under their supervision, In
addqition, as part of their work, they teach at least one
lesson a week in each of the classes under their command.
As teachers and MTTs interact daily, it ia fairly ecasy
for an MTT to continue to assist his teachers until he is
satiafied that they have confidgnce in the new approach
and are willing to try it.

{c) After its introduction to primary schools, the selective
and gradual approach is next introduced to teachers’
collegea. A geries of workshops and short courses are
run for tutors in these colleges. Some of them have also
taken part in the writing of syllabuses and IMs (ii-vii
above), The new approach is then included as a feature
of the primary method programme of the teachers' college
curriculum,

(d) The selective and gradual abproach is similary introduced
to the study programmes cof the variocus courses at present
run for primary schoecl teachers by the Institute of

Bducation, A.B.U. Zaria.

It shonld be mentioned that the different ways by which the
selective IP ig introduced to teachers and to schoocls as described
above are not new, They are the means adopted by the Primary Education

5
Improvement Project (PEIP) to link IM writers, MTTs, classroom teachers,

teachers' colleges and school inspectors; and has proved effective,

5 See 5.3.3 above - for a desceription of PEIP.
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€.4.3 Lvaluation

Evaluation of the effectiveness of the selective approach should

be conducted at the two levels of teacher and pupils.

(i)

(i1)

Implementation by teacher: It should not be too difficult

to asseas the effectiveness of the appreoach from the point

of view of teachers' compliance. Do teachers proceed with

MT according to the principles lald down and the instructions
in their manuals? If they do not, what do they do in practice
and why? As the gurvey in Chapters & and 6 of this study has
ahown, what teachers do in practice is sometimes a reliable
comment on the inadequacies or impracticabllities of an
approach, Evaluation at the Teacher Level may involve the
use of questionnaires, interviews and participant observation.
Teachers are also to be introduced to self-evaluation by which
they constantly complete checklists conaisting of what they
are ideally expected to do. By going through the checklists
they become aware of the gap, if any exists, between expected
and realized outcomes. AMITs are the most effective means by
which project evaluation at the Teacher Level can be carried
out.

Achievement by Pupils

Evaluation of pupils' use of language and achievement in
general should be consistent with the system currently in

force : that ir, continuous assessment.

cf Sinclair (1978: 109). "There is little available material for
guidance, and often a project has to take account of an asscssment
system in an institution, whether or not it is appropriate.”



326

It should, in addition, relate to the language use
objective in each content-subject. For instance, the unequal
levels of English use (pre-MT, minimum transition and post-MT
or full NT) in content-subjects should be considered for each
clasa, and for each subject when evaluation is being carried

ocut.

8.4,4 Iwmplications of the gelective and gradual MT for

(a) the subject-versus medium functions of English, Should English
remain on the Time Table as a separate subject at both
minimum transition and post-MT stages? Thig la examined in
8.8 below:

{b) the use of mixed medium. Will the selective MT encourage the
use of mix? Whether it does or not, is there any provision
for the use of the mixed medium for content-subject instruction?

This issue is discussed in some detail in 8,7 below,

8.5 The Syllabus Level

The principles and objectives apecified above are realized by the

9
English syllabuses ag follows (only guidelines are given).

8.5.1 English Syllabus cbjectives

The English Programme caters for the communicative needs listed
below:
{a) general communicative needs; that is, non-subject specific

language, especially that focussing on the domains of school

and home;

7 Only English syllabuses are examined, Apart from the English Sylla-
buses, there are other syllabusea-content subject, NL - both of which, too,
realize aspects of the principles and objectives of the selective MT,
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{h) pre-MT communicative needs; subject-related language;
(c) minimum transition communicative needs: language required
for content-subject instruction;
{d) post«MT communicative needs: as for (c) but with the

addition of fcatures to consolidate MT.

In each of the upper primary classes, all of ohjectives (a)-(d) are
aimed at and realized. In the lower dasses only some of the objectives
can be reflected in the relevant English programme for each class.

Each of the communicative needa is now briefly described.

Communicative Needs

Most of the language required for primary education is non-aubject
specific in a broad sense, That is, it is "common core" lanpuage,
However, it is quite possible to relate the common core to different
areas and demains of need and to group syllabus specifications in terms
of such areas/domains. The English requirements of the primary course

can be gimilarly grouped into two main areas: general and subject-oriented,

8.5.2 General English: This relates to the communicative needs that

are not particularly content-subject oriented., In the first two years
of school, when the medium of instruction is Nigerian Language, an ex-
clusively content-subject-oriented English may be found to be of second-
ary interest to pupils. Of more relevance is English relating to

{a) sachool or classroom organization (e.g. open your books,

sit down, please, open the window, go out, clap for him,
what's your name),

(b} home (e.g, eating, drinking water, washing, plates, cups,
kinship terms),

(c) social behaviour or social interaction {e.g. greeting/formulae,
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dancing/singing, playing football. What's your name,)}

In the present syllabus, this is called General English, Its need is
felt in the first two years when, as has been said, the medium of
inatruction is NL. General English is needed essentially in oral
communication. Pedagogically this simplifies the instructional process 3
a consideration of the suitability of items for graded reading and
writing will not be a conatraint on the salection of items to be taught
under General English. -

Another factor which simplifies the teaching/learning of General
English at the pre-MT stage is that its use does not have to wait
till MT is effected since it is not tied to any subject. Pupils do
not have to wait until the 3rd year (F3) when MT is effected in
Mathematics before being a participant in the following speech events
occurring in natural (unsimulated) communication:

Teacher: Class, go out - and play.

Teacher: 9Qjo, what are you eating?

0jo: Groundnuts, .
Teacher: Stop eating them now.
Teacher: What's today's date?
Classa: Tuesday 7th
Teacher: Good morning, claas

Class: Good morning, Sir.

The above utterances are Lnstances of General English which is to be
taught as soon as pupils atart school., It satisfies pupila’'® initial
curiogsity as well as part of parents' expectations.

In the English Syllabus realizing the selective and gradual MT,
Geﬁeral English is specified in units. In P1, 3 units of General

English are to be taught. There are 2 units in P2 and 1 unit in P23,
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The progressive reduction of General English and its discontinuance
at the end of P3 reflect the increasing orientation of PE English to
éontént-éubject needs.

A unit of General English consists of work lasting for about

3-4 weeks, or 15-20 lesaon-periods of about 30 minutes each.

8.5.3 Subject-Oriented English

As the descriptive term implies, subject-oriented English relates
to the communicative needs of the learners with regard to their
learning of content-subjects, Under the selective MT, no content-subject
is taugh£ in English until P3 and here Mathematics is the only subject
that 1s so taught., This implies that subject-oriented English is not
required for active, communicative use by learners until P3. It also
implies that subject oriented English is for use with the English
medium. This contrasts with General English (8.5.2 above), which 1s
related to the needs of the learners mainly, hut not wholly, when the
medium of content-subject instruction is Nigerian Languape.

It should be stresaed that the English taught under this heading
ig not 'specialized' or 'technical! in the restricted sense, Most of
the language belcngs to the 'common core'. It is subject-oriented
largely in terms of "domalns" of uge or “fields of discourse".

A subject-oriented English programme is designed to cater for three
stages of the communicative need sequence. These stages, which relate
to the gradual MT process (see 1.2.3 above), are

i) Pre-MT (or MT preparatory) stage,

ii) Minimum tramsiticn, and

1ii) Post-MT (or MT consclidation) stage,

8.5.4 Pre-MT Emglish

The programme of subject-oriented English is available in each
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content-subject and covers the three stages outlined above. The
Pre-MT stage prepares learners for the MI atage when the medium of
instruction is English with reference to the content-subject to which
Fnglish is oriented. This makes it clear that the Pre-MT English
sub-programme is for use when English has only a ’'subject' function
and the medium of instruction is NL in the subject being prepared for.
Preparation for MT begins two years hefore transition 1s effected and
consists of

(a) intrcduction and teaching of some of the important and most
recurring lexical and syntactic features of the English
agssociated with or required for instruction in the relevant
content«subject at the minimum transition stage;

{b) exemplification of these features in utterances/sentences
conveying the notions, concepts, skills, etc. apecified in
the ayllabuses of the appropriate content-subjects,

What is stated in (a) and (b) above implies a close familiarity with thé
syllabuses of content-subjects, and in particular with that component of
each syllabus in which the language requirements of the aubject are
specified (see iv and v in 8.4.2 above), The Pre-MT sub-programme is
apecified in two parts. Part 1 congistg of work lasting between 3 and

4 weeks, or between 15 and 20 lesson periods of 30-minute duration each,
This part is taught in the first year of the sub-programme. Part 2
consists of work to last between 6 and 8 weeks, or between 30 and 40

legasons of a similar duration,

8,5,5 Minimum Trangition English

Minimum transition English relates to the communicative needs of
learners in the first year after MT haa been effected in a content-subject.
This means that MT English is taught for immediate practical use. In

this respect it contrasts with Pre-MT English which, after being taught,
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can wait for up to 2 years before it is used for the communicative
purpose for which it has been taught. The oral and written demands
on English at this stage increase the value of the service provided
by the MT English sub-programme. Some of its instructional features
include:
(a) recycling and use of the features taught by the Pre-MT
English sub-programme,
(b) additional language items (lexical/syntactic items) not
taught at the Pre-MT stage but which are specified in the
content-subject syllabus for the minimum transition period,
and
(c) increased practice and use of reading comprehension and
writing skills in addition to the oral skills, which are
the dominant features of the Pre-MT sub-programme. The
reading and writing objectives of the MT stage realised early
in the PE course (e.g. for Mathematics and Physical Education)
are limited. Very elementary skills are aimed at.
Methodology is very important at this stage. As English is the medium
of both oral and written instruction, the question can be asked whether
there should continue to be separate 'English' lessons on the Time Table.
Should not, for instance, the teaching of English be included as a
feature of its use for content-subject instruction, in which case there
is no need for English lessons to be separately marked on the Time Table?
The answer, from our pocint of view, is that both the practical use and
most of the teaching aspects of the MT English are to be realised as
features of content-subject instruction., The integration of the teaching
of English with content-subject ‘instruction is facilitated by the fact
that both English and content-subjects are taught by the same teacher.

This instructional situation contrasts markedly with that in secondary
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schools where teachers are subject (not class) teachers, and where
therefore such integration has always proved difficult to implement.

Furthermore, in primary schools teaching content-subjects in an
L2 (English in this case) and teaching an L2 for content-subjects are
largely inseparable. Integrating English with content-subject
instruction in a selective and gradual MT aids the smooth development
and exploitation of the relationship between the teaching/learning of
English and the use of it for instruction as well as for c¢her practical,
communicative purposes,

What has been said so far relates to the methodology of the minimum
transition English, most of which, as suggested, should be realized in
content-subject instruction. However, this is not to say that there is
no need for separate English lessons. It will still be necessary to
retain English as a subject on the Time Table for the following reasons.

(i) There are a few language items that will need to be formally

drilled and practised. The type of practice considered
appropriate for language drills (e.g. repetition, imitation,
pronunciation practice, reading recognition, print script
writing, spelling and dictation, controlled writing practice,
etc.) is not likely to be considered as the type that can be
integrated with content-subject instruction without distract-
ing attention from the content (concepts, notions) of such
instruction,

(i1) In the context of each primary class (as contrasted with each
subject), a look at Table 8.7 below shows that subject-oriented
IEnglish at the 3 different communicative need stages (8.5.3
above) is taught in each class from P3 to PA. Some of this
is to be realized at the Pre-MT stage, when English has only

a 'subject' (not medium) function. It is only if English as
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a subject is separately marked on the Time Table can this
gervice be provided. Apart from this, General English
(8.5.2) continues to be taught until the end »f P3, when
English has minimum medium functions in Mathematics
instruction., A wider dimension of the subject versus medium
functions of English is examined in Section 8.8 below.

The unit of instruction allocated to the minimum transition
sub-programme should be in relation to the other functions performed
by English in the same class (see 8.6 below for the structure of the
English Syllabus). Since most of the use of MI English is tied to,
and realized in, content-subject instruction, the rest of the
sub-programme (see (i) in this section) should carry a unit weight

equivalent to that carried by Part 1 of Pre-MT English.

8.5.6 Post-MT English

The Post-MT English sub-programme aims at consolidating MT and the
use of English for content-subject instruction., It builds upon
minimum transition English (8.5.3) and extends it to wider areas
of communicative use. As its descriptive term implies, post-MT English
is available in each content-subject from the gecond year after MT has
been effected in content-subject. Its instructional features include

(a) a contination of the skills provided by the minimum
transition programme;

(b) increased development of the skills of reading and writing
especially on topiecs related to the appropriate content-
subject. This is to be achieved by, among other devices,

1, graded supplementary reading materials,
2. workbooks, and

3. well-planned, guided writing courses.
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Instrucfion unit weighting for Post-MT Engliah is as suggested for
minimum transition English. So is the organization of the teaching of
English. Separate English lessons are retained on the Time Table,
although the use aspects of the Post-MT sub-programme are realized in

content-subject instruction.

8,5.7 The Structure of the English Syllabus

Although in 8.5.2 - 8.5.6 above, syllabus objectives and com-
municative needs were described in terms of programmes and sub-programmés,
in practice a combination of these objectives and communicative needs
are realized in each primary claass. The realization segquence should
be flexible. Two treatment orders can be adopted: concurrent and con-
secutive, By consecutive order is meant that the different communica-
tive needs are taught one after another, until all the needa for each
clasgs are covered, By concurrent order is meant that each group of
lessong consists of a little of each communicative need specified for
the different sub-programmes in each c¢lass. Either order is pedagogi-
cally sound, though the latier is to be preferred, especially in the
lower primary clasaes,

The English syllabus structure is now summarized in Table 8.1 in
terms of

(a) the different communicative needs specified for each class,

and

{(b) the number of units to be taught in each c¢lass and in each

programme,

Tables 8,2-8.7 contain a clags-by=-class puide on the communicative
needs that are provided and the content-subjects to which English is
oriented (and at what MT stage). Fig. 8.1 summarizes the structure

of the entire English syllabus/programme under the selective and
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and gradual MT in terms of

(i) the class at which MT is effected in each centent-gubject,
{(ii) the claas at which each stage of the subject-oriented
English programme is begun,
(iii) the types of communicative needs which knglish sub-programmes
cater for in each class and in each subject, and
(iv) the weight (or number) of the instructional units specified
for each claas.
Primary Communicative Needs
Claas Minimum
General Pre-MT Transition Poat ~-NT
mn + (3> + (1) - -
p2 +  (2) + (4) - -
P3 + (1) + (6) + (1) -
P4 - + (6) + (2) + (1)
PS5 - + (4) + (2) + (3)
P - - + {2) + (5)
Key: + presence of feature
- absence of feature
{ ) number of units is in brackets
Table 8.1 Types of compunicative needs embodied in the primary English

syllabus,
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A Class-by-class English Syllabus Guide

ary| Language
33 Function

Communicative Needs

Skill
(oral/
literacy

General
(i.e. Non-sub-
ject specific)

Pre-MT
preparation
for

Minimum
transition
in

Post-MT
consolida-
tion in

Subject

Oral

1. Domain of
School :
(a) daily routing
and classroom

organization
{e.g. stand up,
go out, clean

the blackboard)

(b) formulae
(e.g. greetings
good morning)

c)
my name
t-..)

naming (e.g.
is John

Mathematics
(Part 1)

Nil

Nil

Table 8,2:

Pl English Syllabus Guide
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A Class-by-class English Syllabus Guide

aryl lan ge Communicative Needs
is Function Skill General Pre-MT Minimum Pos t-MT
(oral/ (i.e. Non-sub- preparation | tranaition | consolida-
literacy ject specific) for in tion in
Subject Oral and| 1. Domain of . .\tnthvmatiml
literacy School (contd.) |[(Part 2)
2. Physical
Education Nil Nil
(Part 1)
3. Primary
Science
(Part 1)
e 8.3: P2 English Syllabus Guide
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A Clasa-by-clags English Syllabus Guide

v Language Communicative Needs

s Function Skill General Pre-MT Minimum Pogt-MT
(oral/ (i.e. Non-sub- preparation | transition | ¢onsolida-
literacy ject apecific) for in tion in
i) Subject Oral 1, Domain of i) Physical Mathematics
and School (contd, Y Education
llteragy 2. Domain of (Part 2) i1
ii) Medium Home {contd.} {i} Primary
Science
. O
3. Other (Part 2)
iii) Creativse
Activities
(Part 1)
iv) Social
Studiey
{Part 1)

le 8.4 P3 English Syllabus Guide




339

A Clasa-by-class English Syllabus Guide

|

Communicative Needs

hry| Language
ks Function Skill General Pre-MT Minimum Pogt-=MT
{aral/ (i.e. Non-sub- preparation | transition | consclida-
literacy ject gpecific) for in tion in
. . 1, Creative
1) Subject ::21 - Activities i} Physicall Mothomatica
) (Part 2) Education
. . literacy
ii) Medium
2, Social {i) Pri
Studies ; . Sary
{Part 2) cience
3. Religious
Knowledge
(Part 1}
4, Cultural
Sctivities
(Part 1)

AL 8.5:

P4 English Syllabus Guide
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Communicative Needs
Iary Language
&8 Function Skill General Pre-MT Minimum Post-MT
{oral/ (t.e. Non-sub- preparatiocn | transition | consolida~
literacy jeect apecitic) for in tion in
i) Subject Oral 1. Religious 2) Mathema-
- . l. Creative tics
and Knowledpre Activities
ii) Medium literac Part 2)
y ¢ b) Physical
ii. Cultural |2. Social | ‘ducation
Activities Studies .
(Part 2) ¢) Primary
Science

17le

8.6:

P5 English Syllabus Cuide
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N 1_
\mary| Language Communicative Needs :
lass Function Skill General Pre~MT -Minimum Poat-MT
: (oral/ {i.e. Non-sub- preparation | transition | congsolida~
literacy ject specific) for in tien in
‘ . . . Mathematics]
i) Subject Oral i. Religioug
and - - Knowledge 2. Physical
ii) Medium literacy . Education
ii,Cultural
e 3. Primary
Activities
Science
4, Creative
Activities
5. Social
Studies
i 8,7 P6 English Syllabus Guide
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b1 Generad Mathe-

. Physical Primary Creativel Social R.K Cultural
ks | Englias] matics K,

Education Science JActivitie Studies Act.

ﬁ

General (non-subject
specific) English.

; English medium begins
ey : ] (minimum transition?
oY — . - 1 unit
Post-MT English [
E E - 2 units
Pre-MT English 1L
= Part 3 ali - 3 units
-4 H
- Part 1 1T
Ll
Figure B8.1: The structure of the English programme/syllabus under the

selective and gradual medium transition.
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8.6 Implications of the Selective and Gradual Medium Transition for

Instructional Material Preparation

It was seen in Chapter 4 that there is a mismatch between existing
English course-books and LEM/EEM/PEM at the Formulation and Syllabus
Levels., Course-books were found to be incapable of realizing the
instructional features of any of the 3 policies in depth, One explana-
tion given for this mismatch is that the simultaneous and abrupt MT
underlying LEM/EEM/PEM policies is inappropriate for the average Nigerian
situation and that on account of this its instructional features are too
unrealistic and too vague to be effectively realized by course-books,
With the selective and gradual MT, only a few instructional features
need be realized in any one class. Each book of a course-book is aimed
at the specific communicative needs identified for the primary class for
which the book is written. Fig, 8.1 and Tables 8.1 through 8.7 specify
the needs of each class, the instructional features of the English
programme to cater for such needs, the weighting of each unit of instruc-
tion in each programme and in each class, and the educational role of
English (subject vs medium) in the class (e.g. in Pl and P2) and for each
subject taught in the class (e.g. P3-P6) to which some of the English
taught is oriented. A guide on two method aspects has also been provided
at the Syllabus Level. The first is concerned with whether English
should be taught as an independent activity detached from the content-
subjects to which it is oriented (8.5.5 above). Our suggestion is that
English should be taught, used and practised as a feature of content-
subject instruction if English is the medium of instruction for the
particular subjeect to which it is oriented. We also suggested that
English lessons distinct from content-subjects should remain on the Time
Table since there are aspects of English that will continue to receive

concentrated attention, the type that is not appropriate when a content-



344

subject is being taught. A course-book should show by its methodology,
content and instruction to teachers in what inatructional situation (e.g.
content-sub ject lesson or English lesson) a unit or part of a unit should
be pregented. This information is crucial to the effectiveness of the
teaching of English under the selective and gradual MT.

The second method aspect referred to above relates to the organisa-
tion of units of communication needs for which English is designed in

each class. We suggested two possible approaches (8.5.5), which will not

be repeated here. Whichever approach is taken by a course writer, what is

important iz that

(a) there i3 a communicative purpose for which English ia to be

taught,

(h) the communicative purpose is clearly defined in the book, and

(¢) the material and method used are those capable of realizing

each specified purpose.

The information provided by the Syllabus is the one a course-book
needs to obtain to be able to realize the instructional features of a
medium policy. As was found in Chapters 3 and 4, this information is
not provided by existing syllabuses and in consequence course-hooks are
unable to realize more than 3 of the 14 instructional features of the
current medium policies (LEM, EEM and PEM). The result is a mismatch
between policy formulation and its realization at the IM Level and

between it and its implementation at the Classroom Level,
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8.7 Medium Transition and the Problem of Mixed Medium

8.7.1 The Unknown Factors

The debate whether language alternation should be officially
recognised and approved for use in the formal instructional process will
remain inconclusive until the following can be satisfactorily explained.

(a) The factors to which language alternation can be attributed
as it is at present found to be used;

(b) an examination of what constitutes speech alternmation; in
particular, the relationship between alternation types on one
hand and pidginized or reduced forms, on the other; also
the merits and demerits of each of them as features of a
language of instruction;

(c) implications for IPs of the use of mixed medium.

What is stated in the rest of this gsection is not an attempt to

answer the above questions but to draw attention to

(a) the inconclusiveness of the debate, and to

(b) certain trends that have been observed in the Nigerian
classrooms with regard to the use of the mixed medium and
some tentative opinions on how these can be turned to good

account.

8.7.2 The use of language alternation by teachers

If teachers at the PE level use reduced forms and language
alternation, there is likely to be at least one of the following reasons
behind it.

(1) The use may be an attempt by teachers to come to the communication
level with their class. That is, language is reduced, mixed or

alternated deliberately so that communication may take place between
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them and their pupils (Corder, 1978:12: also 6.8 of this study).
It has been claimed that for the communicative referential functions of
language, language in its reduced or pidginized form is all that is
required (Schumann 1974; 1976; Widdowson, 1975; Corder 1975, 1977;
Valdman 1977).
(2) The use of reduced forms and language alternation by classrcom
teachers may represent the teachers' own fossilised competences, in

which case, the choice is not deliberate, not an option from a varie-

ties repertoire. In other words, the use is imposed by the need, not

of pupils, but of the teacher users themselves since the variety is the

only one available to them. It is important to know which of the above
reasona accounts for the use of speech alternation and pidginized forms

in considering the question whether mixed medium should officially be
recognised and approved for use.

Theoretically, the teacher whose use of alternation is on com-
munication grounds is assumed to command the standard English variety.
He is therefore also assumed to be able to make use of this at the
right time. With this category of teachers the use of speech alternation
seems able to serve its purpose of bridging a communication gap at the
appropriate MT stage. Once this stage is over, the teacher ideally
switches over freely to standard English.

On the other hand, with the teacher whose use of reduced forms
and speech alternation represents his transitional or fossilised
compe tence, complexification and standard forms when required may not
be available because they are not part of the teacher's repertoire,

The teacher therefore perpetuates the use of speech alternation which
he teaches directly or indirectly to his class, With this latter class

of teachers, speech alternation is a permanent feature of their class-
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room language use,

1t is thus clear that if language alternation is officially
approved where the 2nd category of teachers is in the dominance,
language alternation becomes a permanent feature and a national
standard, for it becomes difficult to remove it.

Before we proceed further, the terms "language alternation"
"reduced registers" and "pidginisation" have to be defined. Each will

be discussed from the point of view of its use in the classroom,

8.7.3 Language Alternation as transitional medium

Language alternation types are well known, and have been described
by various researchers and ethnographers (Blom and Gumperz, 1972;
Sankoff, 1972; Fishman 1972; Mfonyam 1976; Ure 1974; Oksaar 1972,
Funso Akere, 1977). Most of the studies done on language alternation
are in relation to their use in various bilingual/multilingual com=-
munities in natural social settings, that is, settings in which the
languages involved in the contact situations have been acquired in a
natural, non-formal setting. The exception, among the quoted studies
above, is Ure, who reports a study conducted on the use of language
alternation by teachers in primary schools and teachers' colleges in
Ghana.

The most frequently described language alternation type is code
switching. Language 'mixing' has also been studied but it has been
referred to by several names such as "lexical interference" (Fishman,
Gumperz, Mfonyam, Oksaar; 'mixing', 'mixed speech' 'speech mixing',
mixed language (Ure, 1974) or sometimes ‘'metaphorical switching'
(Fishman).

Attitudes to language alternation in general are both positive
and negative (Fishman, 1972) . In some specific cases, hostility has

been reported (Whiteley, 1968); in others, language alternation is
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reparded as part of the community's total language repertoire to be

drawn upon when required {(Sankoff, Gumperz). There has also been a
mixed reception of its extension to schools as "teacher talk", 8
Wingard on the whole, views with disapproval the use by teachers of
language mixing (Wingard, 1963). Ure (op.cit), on the other hand,

declares her approval and indeed, encouragement, of both code switching

and mixed speech in the classrooim.

8.7.4 The Nigerjan Context

Funso Akere's study (1977) reveals an extensive use of speech
alternation of the code switching type inh social encounters at various
levelg of formality and in both public and private domains outside of
the formal gschool system., IHis ethnographic study was not aimed at what
happens in schools. Nelther 1a Oke's (1875).

The only glimpse of the type of language primary teachers use was
in a paper presented by Oredugba to the Kaduna National Language
Sympogium in 19?7, In it she states that in Mathematics leason, which
officially is supposed to be taught in Yoruba (NL), teachers used langu-
age alternation of the gpeech mixing type most of the time, the pattern
being that all number bonds and numerals are expressed in English while
explanations and the main thread of discourse are in Yoruba. 8She sees
thig development as natural and suggests that, because of practical
utility and later learning, number bonds and numerals should officially
be allowed to be expresaed in English and that theae English expregsiong
gshould be incorporated into an integrated common liat of techniecal/

scientific terms to be drawn up for the major Nigerian languages.

The term 'teacher talk' is borrowed from Corder (1978).
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The present study observed 3 types of language alternation in
primary teachers' use of English (see section 6.8.5), namely,
{(a) mixed speech which was used when the medium was NL,
(b) code switching/translation which were used when the medium

was English,

8.7.5 Language alternation and pigginisation

Is language alternation related to pidginisation?

Pidgins, Creoles, Foreigner-talk, baby-talk, reduced registers,
inter languages, have been characterized as having the following
features in common (Schumann 1974; 140-147):

(a) a radically reduced lexicon,

(b) absence, in general, of tense markers,

(c) deletion of the copula and also sometimes of definite and

indefinite articles,

(d) elimination or non-use of certain grammatical transformations,

such as for interrogatives and negatives.
Corder (1975: 3) reorganises thege features into three broad significant

(plus/minus) features of reduction, admixture and intergroup use, and

uses these to characterize and classify ‘'pidginization', 'reduced
registers' and 'interlanguages.'

The relationships between language alternation types and pidginisa-
tion and other forms of reduced language can be quickly shown by using

Corder's significant feature matrix to characterize them as follows:
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reduction admixture inter-group use
A 1 Pidginisation 2 + + +
2 Reduced Registers * - +
3 Interlanguages" + - +
B Language Alternation
4 Code switching - = 2
5 Mixed speech - + +
6 Translation - - ?
Table 8. : Features of Pidging and language mix.

It can be seen from the above table that speech alternation is
different from pidginisation and reduced registers. However, in terms
of the communicative functions they perform, both seem to aim at maximi-
sing "the chances of successful communication'" with the learner (Corder,

1978:12).

8.7.8 Pidginisation as mixed medium and instructional model

Opposing views have been expressed on this, Widdowson (1975)
suggests that learners are behaving in a purely natural way when they
use reduced language and that they should indeed be encouraged to do
so, Learners' errors, he say, "should be exploited rather than
corrected., Correction will tend to force the learner back from use to

usage and to thereby reverse the natural process" (p.17). He goes oni

? Corder's classification (Corder 1975: 3)
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", .. errors are evidence of success and not of failure, that the
failure to conform to given reference rules is the consequence

of success in developing expression rules, .... the learner focus-
ses on strategies of use rather than on norms of usage. In this
way, he is in effect providing the language he is learning with a
communicative significance which the actual teaching very often
does not allow for ." (Pp 16-17).

Widdowson uses 'errors' in the gense of 'interlanguage' and louks at the
issue from the point of view of learners' use of reduced forms, a view
supported by others, such as Schumann (1974, 1976, Corder (1975, 1877,
1978) and Fathman (1977),

But there is a difference between learners using reduced forms or
being allowed or even encouraged to use them and designing instructional
programmes to teach these forms. The questions should be whether pid-
ginisation, etc should be permitted or encouraged in the speech of
learners within the classroom, and if it should then be used or taught
or both, by the teacher in the classroom, In so far as interlanguage,
pidginisation and reduced registers are seen as representing the
natural process by which a new language, including L1, is learnt,
question (a) is, on the whole, answered in the affirmative by Widdowson
(op e¢it), Schumann (op cit), Corder (op cit), Valdman (1977). Valdman,
however, distinguishes two language use situations; one positive, the
other negative with regard to learners' use of pidginised forms. He
says:

"eesuo in formal second language courses where communicative com-

petence is a highly valued intermediate or terminal objective,

insistence on the part of the instructor on well-formedness becomes
both unjustified and paradoxical. The paradox hinges on the nature
of circumstances where stigmatisation is attached to atructural
deviance, In communicative situations where contact vernaculars

are used, deviations from the base language norm are not stigmatised

since the latter is the native language of none of the participants.

On the other hand, the use of pidginized versionsof a language in a

natural learning situation is highly stigmatised, for it is per-

ceived as indicative of either/or, or both, low socio-economic

status and lower than average intelligence. It condemns the
learner to depreciated status and has a perpetually cyclical
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negative effect on learning in that it renders integration with
the host(69) community difficult"(p 70),

Considering the school domain, Valdman adds:

"“In the classroom situation no stigma is connected with the use of

deviant, even highly pidginized, forms since the learner seldom

has occasion to employ these forms with 'normal’ speakers of the

target languapge in authentic communicative transactions™ (P 70).
Using distance from the native apeaker's community as the grounds on
which the use of reduced forms by learners are permitted is a departure
from Valdman's earlier argument using the natural language learning
process, By the natural proceas explanation, reduced forms will ccme as
a stage in the learning process, irrespective of the situation. It is
so with both mother tongue acquisition and 12 learning/acquisition in a
natural setting., So the use of pidginised forms is not by choice, unlike
what Valdman now suggests,

Valdman'a argument seems to have stemmed from the fact that he
lumps together two different issues: one is the use of language by
learners, the other is the formal teaching of it.

Hisa main theais is a proposal of a pidginization model of
instructional programmes. The pidginization model, he says, is designed
for "syllabi compatible with early stress on communicative competence"™
(p 70). Valdman does not provide any samples of what this model consists
of and its methodology. We are informed that

"Practice in the use of well-formed utterances that meet the

criteron of situational appropriateness within simulated situations

serves to prepare the learner for ultimate participation in genuine
communicative transactions.™

Then an explicitly defined position:
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"In these types of courses, not only must learners be allowed

to communicate with the use of deviant utterances but the ayllabus
degign and the classroom environment must differ markedly from
that of general language courses,"

and finally:

"Only the questicnable belief that the use of deviant forms will

inhibit the acquisition of well formed version of the target

language can be invoked for this paradoxical behaviour" (p 70).
The pidginised version of the language is to be taught and alsc used as
the medium of inatruction on the grounds that it is aafe for learners,
who will not come in contact with the native users of the language. An
implicit reason is that gstarting with the pidginized forms is an
approximation to the natural learning broceas.

This argument is untenable for two reascns, Firat, assuming, as
Valdman has gstated, that learners need the reduced forms as a model
because they will not come in contact with the native speakers at the
stage when the reduced forms are being learnt, how will this process be
reversed later in the case of learners who may find themselves in contact
with native speakers? If reduced forms and pidginisation are deliberately
taught, when will the complexified forms be taught and how easy will it
be to help learners get over this imposed stage?

Secondly, Valdwman's proposal amocunts to saying that since a baby's
first attempt at using language consists of prattling and incoherences,
the mother should gimilarly prattle and be incoherent. And in the case
of the formal language learner, that since some interlanguages consgist
of forms such as "1 did not went yeaterday", "They was go yesterday"™,
the teacher should similarly teach these forms as his transitional
model? Neither of this reflects a natural situation, and neither is

therefore tenable. Corder (1978) is well aware of the danger in the kind
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of model being proposed by Valdman when he warns:

"One thing we can rule out straight away, mothers and native
speakers do not revert to using what I have called a simple
grammatical system. They do not use 'baby-talk' or 'foreigner-
talk' to infants and language learners., The grammatical system
they use is the full complex adult target language." (p 12).

He goes on to speculate on the strategy of communication used by teachers,

mothers, and native speakers:

"The grammatical system they use is the full complex adult target
language, It is their way of using it that is simplified. They
restrict the range of their discourse, the topics selected, the
vocabulary and range of speech functions ...... They probably
restrict the range of structures they employ. These simplifica-
tions, let me insist, are rhetorical not grammatical"™ (p 12).

8.7.7 Language Alternation as Mixed Medium

What we have been considering so far is a pidginization model of
instruction, Our opinion is that such a model aims at, at best, a
transitional variety, with no suggestions on how to overcome the trans-
itional stage. It is therefore to be rejected. Does the same opinion
hold for speech alternation?

Speech alternation types and pidginization types have been shown
above as digsimilar in two of their three main features (ie using Corder's
matrix), It may be useful to draw attention to the situations in which
language alternation has been found to be used by teachers and also the
purposes for which alternation has been observed to be used. These
gituations and purposes were analysed in Chapter 6 (see in particular
6.8) and will therefore not be repeated here,

It is important to stress that language mixing was found to be used
when the subject being taught was not language itself. When, for
instance, English was taught as a subject, usage rather than use was

taught. That is, the standard variety of English, in syntactic
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and lexical terms, was taught, and not interlanguage, Neither did the
teacher's language use during such English lessons contain alternation
features. The following observations can be made.
A: Mixed Speech
Mixed speech as used in oral instruction by teachers does not seem, in
view of the foregoing, to pose any threat to the teaching of the
Nigerian standard variety of English, The fact that teachers seem able
to use the standard variety when teaching English implies a possession
of more than one code or variety in their repertecire. Their use of
each would seem to be dictated by the purpose for which language is
required at each occasion when a choice of code is required.

The purpose for which mixed speech is used by primary school
teachers seems pedagogically and pragmatically sound. There is on

this ground a case for its use,but not its teaching, in formal

instructional situations, However, such use has to be instructionally
guided. The instructional guide will assist the teacher to clarify and
specify the situations when it may be necessary and justifiable to use
mixed speech. The need for an instructional guide can be illustrated by
reference to the indiscriminate use of mixed speech in some of the
lessons recorded and reported in Part Two of this study. Some of these
lessons show that English expressions injected into oral instruction in
NL fall into the following categories:
(1) expressions associated with specific content-subjects and which
therefore are judged required for instruction in such subjects when
minimum MT has been effected. In Mathematics these include numbers
expressed in words as well as number bonds and mathematical

notations;
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(il) expressions required and used for c¢lassroom organisation,
for instance, "git down", "don't make a ncise", "mark it", 'what
is the answer";
(iii) miscellaneous expressions, c¢.g. "e need lati ke ... sori
dada", e pin forty oranges ..."
While category (i) expressions can be defended as pedagogically sound,
as haa bheen argued above, the same argument cannot be extended to the
third category. Teachers will also need to be advised on whether
catagory {(ii) expressions can be used in this way. An instructional
guide will thus have the task of drawing up for each subject such
expresgions in English whose occurrence in mixed usage can be jusatified
on pedagogic or other grounds that may be agreed by educational planners
and administrators. 1In the specific examples given above, categery (i)
expressions are likely to be listed as permissible, while those in
category (i11i) seem to be unacceptable. Category (ii) expressiona are
likely to be tolerated only in whole sentences. That is, the sentences
in which they occur should be unmixed English sentences in which case
what is injected into the NL oral medium is whole English sentences, and
not just lexical items. The following examples will clarify the
distinction further, “Mark" and "“answer" belong to category (ii)
expressions as listed above. They are now used in two different langu-
age mixing contexta:
Context One: Lyi ti e se na ti to., So stop and start to mark,
(What you've done is enough. 50 ..vvviresesrnnna)
E f'eti s'ile dada, e ma a ko nkankan mo, Just listen..
{(Listen carefully, and den't write any thing more,

Just .......) to the answersa.



357

Context Two: Eyi ti e se na ti to. E stop ki e bere se mark.
E f'eti s'le dada, e ma a ko nkankan mo. E sa

listen si answer won,

As can be seen in Context One, there are two blocks of English expres-
sions injected into instruction in Yoruba. Each block is coterminous
with a full sentence in English. The use of the lexical items mark and
answer is likely to be acceptable in this context involving an injection
of whole sentences. The use in Context Two above of these same expres-
sions involves each of them being injected in isolation into a Yoruba-
based speech. This seems unlikely to be tolerated. The use of mixed
speech in this way smacks of indolence on the part of the user.

The above detail is an attempt to illustrate the need for guidance
and the areas in which it may be required. The next important issue is
the form and source of such an instruction guide. Should such a guide,
for ingtance, be drawn up as a component of

(i) Nigerian Language as-a-subject programmes,

(ii) English as-a-subject programmes, or

(iii) content-subject programmes?

A guide has to relate to the situation with which the alternation
phenomenon is linked. Since mixed speech is used when content-subjects
are being taught in NL, any guide drawn up to regulate its use should
appropriately be closely linked to content-subject programmes, It
should be stated here again that language alternation is not observed
with the teaching of English as a subject. It ia therefore not reason-
able to expect an instructicnal guide on its use to derive from or be a
component of English programmes., It is also doubtful whether relating

such a guide to NL as-a-subject programmes will be acceptable to
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educational planner&10 The researcher's opinion is that it is most
unlikely this is acceptable to them. The main argument will be that
doing so militates agninst the conscious attempt to develop NL to that
stage where it can be used for whatever purpose without a regression to
language mixing. But since content-subjects do not teach language per
se, instruction in them seems to accommodate and tolerate the use of
mix in the interest of communication and pupils' comprehension. It is
therefore in the content-subject area that a slot can be found for an
instructional guide regulating the use of language alternmation in oral

instruction.

B. Code Switching and Translation

With regard to the other types of language alternation, that is,
code switching and translation, these are used by teachers when the
language of instruction is English. These alternation features were
observed in those classes in which MT had just been effected officially.
The purpose for which they were used seems to be to maximise
communication between the teacher and pupils. Like mixed speech,
code switching and translation were also observed to be used when
content-subjects, not language lessons, were being taught. When English
as a subject was taught, code switching and translation were not observed.
Their use decreased progressively towards the end of primary education,

more true of certain subjects than others.

10 Report on the Ife Project (Afolayan, 1976:125) shows that a sizeable
number of English expressions in content-subjects like Mathematics and
Science have been injected into Yoruba for retention as assimilated words,
e.g. 'matimatiki' (mathematics), 'jiometiri' (geometry), 'nomba' (number),
'rekitangu’ (rectangle), 'digiti' (digit), 'sukua' (square). Technically
the difference between this process of borrowing and mixed usage is that
in the former the injected English words become part of the language to
which they are assimilated, especially phonologically; the utterances
in which they occur in NL are thus not mixed ones, The borrowing into
Yoruba of these English expressions goes to show that one of the factors
that lead to or encourage mixing may be absence in NL of certain
English expressions required in content-subject instruction.
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8.7.8. Conclusions
It can be concluded from the above that the use of these

features does not affect the learning of English in terms of both use

and usage!1

Since its purpese is increased understanding of facts and
concepts on the part of learners, it is the researcher's feeling that
their use by teachers in the instructional situations described in

the foregoing paragraphs can be defended. In the context of the IP
proposed in this study, it means code switching and tranalation can be
turned to good account at the minimal transition stage when NL support
for communication in instruction given in English is still needed. But
mixed medium will not be specifiled for the reasons given in 8.7.1 above.

To summarise this section,

(i) pidginisation and reduced registers are distinguishahble from
language alternation in terms of both their linguistic
structurea and purposes for which they are used.

{(ii) The former are found to be of little pedagogic value if used
by the teacher for classrocom instruction. Their being
consclously taught as a transitional language is considered
unproductive and therefore it is to be discouraged.

(1ii) Conversely, lanpuage alternation is found to be useful at the
early stages of MT. Itg continued use by the teacher may bhe
allowed provided there can be drawn up an instructional guide

to regulate its use,

11 Corder (1979:3) (also Widdowson (1978)) distinguiashea between use and
usage in the analysis and interpretation of interlanguage. Corder
argues that while teacher-talk 1s an inastance of both use and usage since
it involves "a selection by the speaker out of the total repertoire of
forms generated by the grammar of their complex code™ {p. 2), inter=-
language, foreigner-talk, mother-talk, or reduced registers are by the
aame definition instances of language use, not usage, in the sense that
they are not generated by the grammar of the native apeaker adult complex
code, While the former is a simplified code, the latter are just simple
(not simplitied) code, for "you cannot simplify what you do not possess"
(p 5).
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(iv) One can see the use of language mix as occurring at
different classroom discourse levels {(using Sinclair and
Coulthard, 1973)., Its occurrence at some of the levels will
be acceptable, while in others it will not, For instance, at
a high discourse level of 'Transaction' {(and 'Exchange’
perhapa), the mix features of code switching and translation
may occur without any objection from educational language
planners. This is because the language boundaries are likely
to mark the end of one, and the beginning of another, trans-
action or exchange. Furthermore, the different languages in
the mixed utterances are kept apart. However at the lower
classrcom diascourae level of ‘'Act' {(or even 'Move'), the mix
feature that is likely to occur in use is mixed speech, which
invelves intra-sentential mixing. Because of the "threat"®
thias type of alternation poses to the full development of the
weaker of the languages involved (i.,e. NL),Nigerian educational
authorities seem certain to reject any suggestion for its use
in formal instructional situations.

(v) However, it is posgible to avoid or at least minimise the
incidence of aspeech alternation by the way in which medium
trangsition ia approached and effected. The approach proposed
in this study, that is, selective and gradual, to match the
appropriate English use situation in the country, is one that
i3 capable of achieving the primary education language
abjectives without a recourse to an excessive use or support

of language alternation,
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B.B English Lessons: Should they be retained?

In view of the seeming ineffectiveness of language-as=-a=subject
programmes even in a situation in which the language is also the medium
of instructicn, there have been suggestions that such programmes are
indeed a waste of time and that they should be dropped (Wingard 1963;
Widdowzon 1975:)., To Wingard "It is useless to hope that merely by
giving a daily English lesson for a given number of years, we can
prepare children adequately for the use of English as the medium -—--—-
One'or even two dally lessona of English do not in themselves produce
a high degree of skill and command of the language. The only way to
gcquire such skill is by actually beginning to use the English language
for some real purpose" (P, 113)1? Widdowson argues that

“Therelis no need to work out a syllabus for the teaching of a

foreign language as a separate operation -~--~ language syllabuses

should be derived from the syllabuses of other subjects, and
represent alternative versions of them".

He goes on

'such a proposal means, in effect, that language would cease to
be taught as subjects in their own rights.”

Widdowson maintains, in support of his proposal, that languages ought

not to be considered as subjects,

"In fact, language is only a subject in linguistics, not in
language learning. Thus, 1if one wishes to teach usage it is
possible to treat it as a separate subject, but if one wishes to
teach use {as 1 assume as language teachers we do) 1 do not see
how it can be considered otherwigse than as an aspect of some
other subjects, whose methodology must be established before hand®
{p. 19).

12 Fathman (1977) also argues against the need for L2 teaching without ga
real communicative use support, So does Tucker (1877:25).
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Wingard and Widdowson do not seem, hoﬁever, to have the same language
use aituation in view in their criticism of English-as-a-subject
programmes. Wingard seems to be concerned not with English being a
subject of study on the time table as such, but with the situation in
which no additional functions, such as medium ones, are agsigned to
English., The lack of such additional functions renders the English
as-a-subject programme ineffective, Thus to Wingard English as-a-
subject programwe does not work unless English is actually being used
for real communication within the school., Widdowson, on the other hand,
considers English as-a-subject prepgramme totally unnecessary, with or
without additional medium functicns. To him English should not appear
on the Time Table as a subject. Rather, the teaching and use of English
should be functions exercised within the content~subject programmes
themselves,

The two suggegtions have one important thing in c¢ommon, This is
that English is learnt/acquired when used in real genuine gituations
and that it is only in such situations that language should be learnt
in the school (Widdowson) or that such real communicative use gsituations
should be provided to make English language instruction effective
(Wingard). Widdowson suggests that English as a subject is unnecessary
and 'self-inflicted' and ashould therefore be diacontinued, Wingard does
not go so far. We shall not pursus this now. Thelir views about
English as a subject will be evaluated in the light of the Nigerian
PE language planning situation,

A3 has been specified earlier, English as-a-subject is taught in
two sets of language planning situations: one in which English has no
real use function in the classroom other than as a subject on the time
table, the other in which English has medium language functions and it

iz used as such in the teaching of content-subjects. With the
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suggestions by Wingard and Widdoﬁson, there.wnuld be no English éf any
kind at the PE level with the PEM policy, English would be introduced
only from the 4th year with the LEM policy. Only with LEM would the
use of English be considered at all from the 15t year., One important
function associated with the English-subjccet programmes is as a pre-
paration of learners for MT to English. It might have to be considered
whether this function can be performed by some other means if language -
subject programmes are abolished, It is my opinion that although this
preparatory function has not been performed satisfactorily by the
exlsting programmes, the principle underlying the inclusion of English-
ag-a-subject lessons in the curriculum is sound and that English
subject lessons should be retained. They should, however, be planned

as suggested under "Principles" and "English Syllabuses" above.
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8.9 Summary and Conclusions

In spite of the seeming optimism expressed in the opening section of
this Chapter (8.1), official reluctance to adopt the proposal is to be
expected at the initial stages, particularly at the Syllabus Level. The
task involved in specifying the instructional features of the selective
and gradual MT at both Syllabus and Instructional Material Preparation
Levels seems enormous and should not be under-estimated. However, a
close look at the pguidelines above shows that the task involved is not
greater than that involved in any properly design IP, be it "selective"
or "simultaneous"; 'gradual" or "abrupt". Admittedly, the adoptiecn of
the selective and gradual NMT is not "smooth" from the point of view of
official inspection in the sense that transition to English is staggered
rather than "clean cut", It is much easier to declare, for instance,
that the medium of instruction should change from NL to English at P3,
without any qualification, as it is with an abrupt and simultaneous MT,
than to match classes and subjects and to need a note in aid of memory
each time an MT declaration is to be made, This disadvantage, if indeed
it is, is trivial compared to the pedagogic superiority of the selective
and gradual MT over the simultaneous and abrupt approach,

From the point of view of IM preparation, the selective/gradual
approach makes the functions of the medium of instruction very specific
at each primary stage and therefore easy for the communicative needs for
which a medium is required to be realized by course-books. This is
further helped by the fact that the medium function of English (and also
of NL) is not 'loaded’' at one point (e.g. in Pl or P3)., But course-books
have also to be specific and explicit with regard to which communicative
functions of English (and where necessary of NL) they set out to realize
at each primary stage. This is because under the selective approach

multiple communicative functions overlap and need to be catered for in
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each primary class. There is little doubt that this will make the task
of IM preparation more demanding than it is at present, But it will
equally make the use of IM more effective,

One major implication of the selective approach for IM preparation
and use is that no longer is it possible to link a course-book with a
specific medium policy out of three, or to exploit medium policy
differences among the Nigerian States for political, commercial or any
other non-educational ends. Rather, a course series can only be linked
to specific primary stages, or specific communicative needs, or specific
content-sub jects, or to all of these. They, and not medium policies,
constitute the features that are distinguished in the instructional
process.

One important instructional point emphasized by the selective MT
is the need for content-subjects to specify their own language require-
ments. This simplifies the work of a course writer in this respect, for
he becomes aware of what he should realize in a course,part of which
should be oriented toward content-subjects. Another value in content-
subjects specifying their language needs is that doing so induces
teachers to be aware of pupils' communicative needs and of their
(teachers') responsibility to cater for these needs not only during a
language lesson, but also when content-subjects are taught. The tra-
ditional notion that specifying the language requirements for non-
language areas is the exclusive function of language specialists may
need to be replaced by one which favours a total involvement of all
participants in the instructional process. These include teachers, who
should he involved not only in the use of IMs but also in aspects of
their production.

The selective and gradual MT also has implications for the relation-

ships between NL and English. At present these two arc seen as rivals
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and in an unhealthy opposition to each other1§ In the proposgsed 1P
both NL and English are fully exploited for instructional Dpurposes
throughout primary education. In this way the eftect of the language
contact is very much less ‘subtractive’ than it is at present.

However, the effect of the integrated medium policy and the IP
tﬁat realizes it on pupils' attainments will net De known untiil the IP
has been tried and an evaluation econducted. Since it is not designed
as a longitudinal study, the present Study has no means (in particular,
time) by which pupils' attainments can be measured.

8.9.2

We would like to repeat that what we proposed above consists of
guidelines on how an 1P realizing the selective and gradual MT can be
produced. It was not the aim to design an IP either in full (consisting
of syllabuses, course books, textbooks, etc) or in part (e.g. syllabuses
alone), The guidelines provide information without which the realization
of a medium policy at the Syllabus and Instructional Materials Levels and
ita implementation at the Classroom Level seemgunlikely to be effective.
A lack of such information also leads, as has been seen in Chapters 3 and
4, to a wismatch between policy formulatioh and its realization or/and
implementation. It is the consequence of not providing the relevant
decizion levels with an underlying frame of reference. The information
referred to above includes

(a) principles underlying the selective and gradual MT,

(b) set of objectives and the means by which they are to be achieved,

{¢) instructional features of the selective MT to be specified

| by syllabuses and realized by course-books; also the sequence and
combination in which they are realized, and |

{d) the restructuring of the primary curriculum in tune with the

selective and gradual approach,

13 af The age long classroom practice by which a punishment is imposed on
pupils who speak NL at any stage during the school hours.
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With the informatiocon provided in the guidelines, the task of designing
syllabuses and IMs for specific classes, for specific subjects and

communicative needs should be fairly easy to achieve.

8.9.3 The Selective and Gradual MT as a solution of the MT Problem

In Chapter 1, we described the MT problem as the incapability of
IPa to achieve the main objective set by the existing medium policies,
This objective is that Ehe process of the home=sachool language switch
should be begun and completed within PE, Although the process isg in
practice begun at different points along the PE continuum, it is far
from being completed at the end of the PE course (a fact confirmed by the
language use survey), It was alsoc stated that the MT problem is attribut-
able to several factors, of which the adoption of inappropriate medium
policies is one.

S8ince the present study ig mainly an investigation of the contribu-
tion of medium policies to the problem, the solution we have suggested
is in relation to this contribution., That is, the adoption of the
selective/gradual MT may only, at best, eliminate that part of the MT
problem ;hich is traceable tec inapprepriate medium policies and the IPsg
.which attempt to realize them, A selective/gradual MT may not on its own
solve that part of the MU problem caused by factors unrelated directly to
inappropriate medium choice (such as teacher supply, overcrowded claasses,

supply and distribution of IMs, equipment and other facilities, including

space, desks, seats). Separate studiesz will be required to inveatigate
the contribution of these other factors to the primary education attain-
ment problem in general and the MT problem in particular.

However, it 13 our belief that the adoption of inappropriate medium
policies is a major cause of the MT problem, Since it is the claim of
this Study that the selective and gradual MT is appropriate for the
Nigerian learning situation, {t follows that its adoption ia potentially

a major solution of the problem.



(A

Al.

A2,

0.

D3.

368

APPENDICES
= articles and conference papers in connection with the Study)

"Problems in language planning for bilingual education at
the primary education level in the norihern states of
Nigeria® (1977).

"Prends in Bnglish language teaching in the northern staies
of Nigeria for the last ten yeara" (1978).

"Using language mixturs as a transition from the mother
tongue to English in a second language situation: Tmplications
for syllabus design and instructional material preparation”
(1979).

Survey questionnaires (1978).

Teachers' educational qualifications.

Content aubject language frequency scores,

PEIP Vs UPE class frequency scorea.

Cumulative P1-P6 language frequencies in each subject:
LEM and EXM compared,



Aprendix Al

Problems in Language Planning for
Bilingual Education at the Primary Education Level
with Particular Reference to the
Nigeria's northern states'

gituation

by

Ralph Anjola Cmojuwa,
Institute of Education,
Ahmadu Bello University,
Zaria. Nigeria.

Bamgbose, A. (ed) Proceedirgs of the (1977)

MB&EE‘«\_EELM.%E Lagos, National
Language Centre (Forthcoming)

369



370

Problems i age Planning for Bilingual FEducation at the Prima
Education Level with Particular Reference to the Nigerian (northern

statgsl situation

by
R.A. Omojuwa
Institute of Education

Ahmadu Bello University
Zaria.

Abstract

This paper describes attempts made to improve bilingual education at
the primary level in the northern states of Nigeria. Since at this
level (primary level) formal education is inseparable from the language
medium by which it is transmitted, these attempts can be seen as in-
variably directed to identifying and solving the problems of language
planning occurring at the various decision and implementation levels.
By far the boldest of such attempts is that embodied in the Primary
Education Improvement *roject (PEIP) launched by Ahmadu Bello University
Institute of Education on behalf of, and in association with, the

vernments of the northern states and with assistance from UNICEF
?ginancial) and UNESCO (technical). The goals, strategies, outcomes
predicted, perceived and real) of PEIP are placed in the context of
educational developments at both nationel and state levels and language
planning situetions obtaining before, during, and after its (PEIP)
implementation.

1.0 A survey of language planning in Nigeria, and in the northern
states in particular, shows persistent conflicts and opposition
between the home and the schcol. The language of the wider community
and the language of the home have had little chance of performing
any educational functions.

In the far northern states, although Hausa is officially the
medium of instruction in the first 3 years of primary schooling, in
practice the language is made to perform only subsidiary educational
functions, such as functional literacy, rocutine classroom instruction
and story telling. In the entire ten northern states, neither Hausa
nor indeed any other Nigerian language has been seriously involved
in the process of formal education beyond the three functional
areas just mentioned. The inherited assumption has been that
scientific and mathematical concepts cannot be expressed in any

Nigerian language. This explains, in part, the delay in introducing
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subjects like science, mathematics, social studies, etc. till the
secondary school stage or the last 2 years of primary schooling, if
at all, since these are not likely to be clearly understoocd except
in pupils' mother tongues, and since pupils' mother tongues have not
been equipped for the task.

l.1 This is not to suggest that English has successfully assumed the
functions denied the Nigerian languages. There are conflicts all
along. Contrary to expectation, the approach to the teaching and
learning of English at the primary, as indeed at all the education
levels, has failed to reflect the proper functions of and the peed
for the language. English as a subject and English as a medium
language are not distinguished (see 2.6.4 belcw).

The above situations have been the same since the sixties (and
long before then). The effect of this ineffective language planning
and use of language for education genmerally is the slowing down of

the rate of learning.

2.0 The language situation was as described above when the Primary
Education Improvement Project (PEIP) was planned in 1970 and launched
in January 1971 by Ahmadu Bello University Institute of Education,
Zaria, in 66 selected primary schools in the then six northern states
of Nigeria. The aims of the project, which was joeintly sponsored by
all the northern states Governments, UNESCO and UNICEF, included the
following:

(a) to develep a curriculum that is more modern in its approach;

(b) to create a curriculum that is for Nigerians in Nigeria,
suitable for life in towns and in rural areas;

(¢) to develop children as individuals, imparting self-discipline,
basic skills and strengthening literacy;

(d) to encourage the utilisation of the environment;

(e) to accept that primary education for some 90% of the
children is terminal: and to establish an education that
will see to their development as useful citizens in town

or country.

2.1 At the launching of the project, education in the northern
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states was still at a very low ebtb, quantitatively and qualitatively.
There were only 506,393 or 12% of a school age population of over
4.2 million attending a total of 2,322 primary schools in all the
northern states put together, There were 16,113 primary school
teachers, out of which number 39% held a Grade 1I or Grade III
Teachers' Certificate., The rest were mostly without professicnal
qualifications and without any form of post-primary education.z

2.2 Among the factors identified as contributing to poer standards
were teaching’inappropriate and inadequate instructional materials
and equipment(in quality and quantity),lack of professional super-
vision or guidance for classroom teachers, ineffective use of
@adium)languagea for the educational process, and the lean, unpre-
ductive content of the primary curriculum.

The underlying assumption of the project was that educational

standards at the primary level would improve

(a) if the right types of instructional materials were produced,
were supplied in sufficient quantity and at the right time
to schools, and were appropriately used;

(b) if primary education curriculum content was made more
relevant to the children's environment and more responsive
to the demands of the modern world, and if this curriculum
content was imparted to the learner in a language in which
he could maximise his understanding and express his
experiences.

The main emphases of the project were thus

(a) the production of new instructional materials and the
revising, up-dating and standardising of existing ones,
where necessary,and

(b) an effective use of these materials, which implies the
training of teachers.

3. Strate [
The means by which the project aims were to be carried out
included the creation of subject panels in the following disciplines:

(a) Lower Primary Teaching,

(b) Primary Mathematics,
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(e¢) Primary Science,

(d) Languages - English and Hausa,

(e) Social Studies,

(f) Physical and Health Educatiocn,and

(g) Cultural and creative Activities - Art, music, drama.

The subject panels were empowered to develop a new curriculum with
such material as was already available or produce new material for
subject teaching. All materials were to be based on materials tried
and tested in Africa, wherever possible. The panels were mandated to
strengthen education in Islamiyya schools, or selected Koranic schools
which were actively working to become Islamiyya schoole.3 Subject
panels were also to orientate teachers in selected schools in the use
of new materials through in-service courses at various colleges
throughout Nigeria's six Northern states. Similarly to be orientated
were central and local inspectorate and primary teacher trainers.
Other functions of subject panels included a mendate to strengthen
the primary system by the introduction of teams of mobile teacher
trainers who would be in the schools each day of the school terms and
during some vacation periods assisting with in-service courses for
classroom teachers in the project schools.

2.4 After sets of instructional materials (IM) had been written by
subject panels, mobile teacher trainers (MI'Ts) were invited to work-
shops at which beth the writers and the MITs would go through the
new IMs, examining them in terms of their suitability and effective-
ness for classroom purpcoses. It was quite often found necessary to
try the IMs at near-by primary schools in order to resolve areas of
doubt. The opinions of MITs carried a lot of weight in accepting or
rejecting IMs because they were more familiar to the classroom situa-
tion than the writers. It was quite often the case that MI'Ts were
themselves members of subject panels.

The MTTs, each of whom was placed in charge of between four te
8ix project primary classes, went back tc their various bases with
the IMs as approved. They in turn ran short courses for their own
class teachers on the use of these IMs, which continued to be
revised in the light of the feedbeck from class teachers and MITs,
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They visited their teachers svery working day to assist with the use
of these materials,

At the same time IMs approved for use were also sent to Teachers'
Colleges where they formed, and have since remained, the basis of
instruction to pre-service teachers on primary methodology. Prior to
IMs being sent to teachers' colleges, short courses in the use cof

such materials were generally held for tutors in these colleges.

2.5 The content and methodology of the main subjects in the exiating
curriculum were revised. New subjects like science, cultural
activities, social studies were introduced.

In the lower primary classes all learning activities were inte-
grated and undertsken in & relaxed informal setting. Free activities,
© discussion perieds, home corners were introduced to make learning
real and to meke children form and express meaningful concepts.

language was used a3 a tool for education. English as a medium
waB clearly distinguished from English as a subject in both function,
content and method of approach. As this distinction wes neither ex-
plicit or implicit in existing course books, none of these could be
adopted for the project without being rewritten or revised., New
paterials for English as a medium wera written for the
firast two years. For English as a subject, an existing course book
was caused to be revised and adopted with additional notes and support
materials written by the English language panel. '

2,6 Problems

2.,6,1 The langnage medium problem: In 1970 when the project began,
English was & medium , in all the northern states, as in
the rest of the country, from primary 3 or 4 to the end of the
primary school course. It was studied as a subject in primaxries

one and two in some states, noticeably those in which the language
of the home was Hausa. In this case Hausa was made the medium
language in the lst 2-3 yeara,though with badly restricted functicnal
geope. In other sietes where Hausa was not the language of the
heme, the medium was English from beginning to the end

of P.E. In such a case generally the study of any Nigerian language
~ as a subject tended to be opticral. Examples are Plateau, Gongola,
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Benue, Kwara, Niger.

In the latter case mentioned there is clearly a mismatch
between curriculum (language) planning and home language background.
Althcough the cause of this is well known and difficult tc remove,
the consequences on educational attainment are nonetheless negative,

Curriculum planning at the primary education level is largely
a question of Language planning and its execution, and since the
Primary Education Improvement Project (PEIP) was to cover the ten
northern states, provision had to be made for accommodating such
language medium problems as could not easily be eliminated. The
project thus used the following typelogy as the basis of its
instructional strategy:

(i) states with Hausa as the dominant or only language;

(ii) states with several languages none ¢f which is domineant
or accepted as such;

(ii4i) states in which Arabic is extensively used for religious
worship and in which the study of Arabic for this purpose
has been a long standing and highly cherished traditior.

For the first group above, the language of education is Hausa in the
first 3 years with English studied as a subject in these 3 years.

In the 4th to 6th year English becomes the medium and Hausa is
gtudied as a subject. The states to which this planning arrangement
applies are Kano, Sokoto, Kaduna, Bauchi.

For the second group, English is retained as the language of
education through the entire primary education course. In the states
te which this arrangement applies, that is, Benue, Plateau, Gongola,
Borno, Kwara, Niger, it i3 often difficult to find any language
establishing itself as the one to be studied as a subject., Where
one emerges, it is often the case that there are no instructional
materials in it to sustain its use for more than the first year.

The third group is not exclusive of the first two. The arrange-
ment is for Arabic as a subject to be included as an optional sub-
ject to go along with either the first or the second group.

It can be seen from the above description that PEIP has not made
any radical departure from the existing language practice. This was
deliberate., Options, such as making Hausa the language of education
from the beginning to the end of primary education, were considered
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and rejected because of anticipated difficulties, both political,
pedagogic and operational.

In the first place, PEIP ministered to the immediate need of a
gystem and it took less than 2 years to plan and execute. It would
have required a much longer time to plan and execute a similar pro-
ject in which Hausa is the medium language for the entire primary
education. Politically the project would have been suspect and would
therefore have robbed itself of the tremendous goodwill, support and
acceptance that the PEIP received and has continued to receive from
the state governments on behalf of which it was being run. Besides,
the physical scope would have had to be greatly reduced because
Hausa as a medium language would not be effective in the non-Hausa
speaking areas of the northern states. Even then we would still have
been left with the problem of getting trained Hausa teachers and
required instructional materials.

Wnere PEIP has made its impact is in the enrichment of curri-
culum content and methodology, the extensive exploration of language
for modern education, production and efficient distribution and
utilisation of instructional materials as well as devising an effec-
tive supervision system and channel of communication between all the
participants involved in the educational process.

2.6.2 The material production problem
One problem encountered at the initial stage of the project was

getting Hausa specialists to produce IMs in Hausa. Consequently
material production in this area lagged far behind. The problem was
solved by the Institute embarking on its own programme for the train-
ing of Hausa specialists,

The task involved in the production of IMs in Hausa was immense.
Before the project started literature in Hausa was largely confined
to that required to establish literacy. There was hardly any IM to
be used with Hausa as a language of education. We had to start
from scratch to write materials in all the subjects introduced into
the primary curriculum in both English and Hausa.

Arabic presented a similar problem, and was tackled in much
the same way.

In general, material production did not keep pace with the
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timely need for these materials, There were fluctuations in the rate
of production brought about by the difficulty of getting and retaining
specialist staff either on permanent or part-time basis. This is
typical of most longitudinal projects of such a complexity as PEIP,

2.6.3 The material utilisation problem
Another problem encountered occurred at the material utilisation

level, Classroom teachers posted to the project classes were guite
often unwilling to remain in these classes because work in a PEIP
class was judged more rigorous than in a non-PEIP class, whereas
the former carried no extra financial incentive, Part of the problem
was solved by the Institute creating highly prized one-year diploma
courses to which a proportion of the project classroom teachers were
admitted every year. The diploma courses include those in

i. Infant Method,

ii. the teaching of Hausa at the primary level,

iii. the teaching of Arabic at the primary level,
and

iv. Educational planning and administration.

A related problem was the difficulty in retaining MITs for
more than one year after all the short courses in the use of PEIP
IMs they had undergone. This problem defied any solution, for
cases of resignation topped the list.

2.6.4 The medium Transition Problem

As Afolavan has noted,3 media transition can occur at the
following three stages at the primary education level: at the begin-
ning, the middle and at the end of primary education. The problems
associated with transition vary in degree, not in kind, with each
point of transition. The language policy and planning adopted for
PEIP is such that media transition can only occur at two points:
namely at the beginning and middle of primary education. When

Hausa is the medium in the first 3 years, transition
occurs at the end of the third year. When English is the medium of
instruction from primary class 1, transition occurs at the

beginning of primary education.



378

Cur experience with the PEIF shows that the {ransition problem,
as has been mentioned, is similar when transition cccurs either in
Primary one or at the end of primary three. In each case full change-
over is found difficult to achieve, and the use of the medium, when
this is English, is hardly effective. Both teacher and pupils when-
ever possible follow the natural course by communicating in a language
fully understood by them, which is invariably the pupils' Ll. But
this is possible only when the teacher and the class share the same
Ll. The problem of language medium and medium transition is further
worsened by existing language instructional materials, which do not
distinguish in content and method between language as a subject and
language as a medium. Some publishers operating in Nigeria have
claimed that their English course series are designed for both situa-
tions and that a change in language policy and in the point of medi
transition does not render their books inappropriate. This illustrates
the extent to which the medium problem has been compounded by existing
English courses.

The consequence of language course series not taking account of
medium transition is that learning is slow and falsified, since
selection of language content and approach is in such cases invariably
inappropriate.

The PEIP has managed to minimise the problem of medium transi-
tion at the beginning of primary education by entirely changing the
content and approach of the English language instructional materials
in the first two years of schooling. An integrated approach to
leaming using English as the medium of instruction was adopted.

A more lasting solution of this problem, however, seems only
to be found in the adoption of a phased or gradual tranaition.4
An abrupt change-cver as is now provided for and recognised by
official policy hardly ever works in practice.

A survey recently conducted in the ten northern states revealed
the following.

(a) States in which English is officially the medium from

Primary Cne to Primary Six

In Primary classes 1 and 2, and to a diminishing extent

in classes 3 and 4,

(i) English is used when the subject being taught is
English;
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(ii) a mixture of English and a Nigerian language is used
to teach Mathematies, Physical & Health Education;
and Elementary Science;

(i41) a Nigerian language is used to teach subjects, such
as Cultural & Creative activities, and Social Studies;

(iv) =a Nigerian language or Arabic is used to teach
Religicn, depending on whether the religion is
Christian or Islamiec,

(b) States in which English igs officislly a subject in
Primary Classes One to Three and a medium from Classes
Pour to Six, that is, where medium trensition occurs

at the end of the third year.

In Primary Class Four, and to some extent in Class Five,

(1) ®English alone is used when the subject being
taught is English;

(i1) a mixture of English and a Nigerian language is
used to teach all other subjects, except Religious
Knowledge, which is taught in a Nigerian language
or Arablc.

The regular exception in {a) and (b) above is where the teacher

does not share a common Nigerian language with his clasa,

The above summary shows

(a) there is a major conflict between official "policy” and
practice;

(b) an abrupt mediue transition as we now have it in Nigeria
is unreal and ineffective;

(¢) a phased transition is more in tune with this un-
official trend and may be found to be more effective
than the abrupt transition.

2.7 Evaluation of PEIP |

A comprehensive evaluation of the project was undertaken in
June 1976, when the project matured. The results are still being
awaited. But there is nc doubt that the project has had an impact
on primary education in the northern states and that it has

achieved most of its aims. This is attested by its acceptance by
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all the northern states governments, which have caused the project
to be proliferated to hundreds of schools in their states and have
voted large sums of money for its continuance.

In additicn, the annual series of feedback from the project
classes agree that the pupils, compared to those in the non-project
schools,

(a) are more confident to talk about their experiences to

both the teacher and one another;

(b) achieve literacy faster in both English, Hausa and

Arabic as from their second year at school;

(¢) are more fluent users of both English and Hausaj

(4) achieve numeracy and mathematical concepts faster;

{(e) are more aware of the events and phenomena in their

immediate environment;

(f) are more aware of the elementary laws of nature (scienti-

fic concepts).

Quite apart from its direct effects on learners, the project
has been of value in some other respects. In the first case, it
brought to the initiators at the initial stages an awareness of
various types ¢f inadequacies which had escaped attention and
without which education via the medium of a national language can
only be achieved. These include non-availability of specialists
to write Hauga IM as well as those to teach it and also a lack of
IM on which the burden of Hausa as a language of education is te
be rested.

This awareness has led the Institute to mount a number of
courges for the training of Hausa specialists at various levels
of education.

Secondly, it has proved in concrete terms the fact that to be
used as a vehicle for national education a local language has to
be developed up to the point where it can effectively perform
this function. Thus, against a complete vacuunr of Hausa IM when
the project hegan, there is now available & wide variety of IMg

{(a) to eatablish literacy in Hauss,

(b) on physical and Health Education,

(e) on cultural studies, '

{(d) on modern mathematics, and

(e) on elementary science
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- all in Hausa. These are in addition to those written in
English for the BEnglish medium situation,

Finally, although the relationship between PEIP and UPE is yet
to be officially defined (see section 3 below), the former serves, -
and is widely regarded, aa an instructiona2l model for the UFE
classes in the ten northern states*, In this useful role, PEIP
has no parallel in the whole of the country.

3.0 PEIP and other FEvents

3.1 So many things have happened to the PEIP since it started in
1970=71 that it is at this stage unrealistic to continue to view
the project purely in terms of its original assumptions and
objectives. As it seems, each of these events tends to have
widened rather than narrowed the gap that normally exists in a
project of this nature between policy, objectives, implementation
and achievement in that ordex.

In September 1974, the astates took over from the Institute
full econtrol of the project operations, & major event which was
planned to coincide with a great expansion of the project and
preliferation of project achools.

One effect of proliferation is the stretching of resources,
tangible and intangible, human and material, beyond an coperational
limit, Another is the widening of the mental and physical distance
between the Institute and the field workers.

3.2 The above event was followed b? UPE, which took off in
September, 1976. This event, like the first mentioned, coincided
with another turning point in the PEIP history; it coincided with
the time when the & year experimental phase of the project
matured. _

One immediate effect of the launching of UPE on primary
education generally and, to some extent, on the PEIP was an
exclusive concentration of state government rescurces and energy
on the logistics aspect at the almost total neglect of the content
of education and the supervision of instructional standards. This
gltvation is still much in evidence everywhere. It was not at

* Some of the PEIP published materials have been found useful and sdopted
by some of the gsouthern sgtates. A good example is the Rivers state, which
has prescribed the PEIP primery science series {longman) for all itas
primary schools.
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first clear what the relationship was going to be between PEIP and
UPE. The speculation was that the former would be swallowed up

by the latter in a planned process of integration. It seemed
generally felt that since PEIP had passed through the experimental
stage and had been adopted by all the states on behalf of which it
was conducted, the UFPE ghould inherit the PEIF logistics and
instructional strategy, in which case PEIP and UPE would no longer
be distinguished. For a time this uncertainty badly affected IM
writing and production, for it was also rumoured that the Federal
Government was commissioning the writing of new IMs to be used for
UPE. So, publishers, writers and procducers hesitated for fear of
producing materials that would be dated ever before they were

released for use.

3.3 The latest in the series of events which have overtaken as-
pects of the PEIP is the national policy and guidelines on a
language (or languages) of Primary Education. The PEIP language
planning arrangement distinguishes only two planning situations:
Inglish as a medium and English as only a subject in the
first three years of PE, Both of these used to reflect the
situation outside the PEIP schcols. With the implementation of
the language - in - education aspect of the national policy on
education, an exercise that is already on in some states, the
PEIP dichotomy appears largely dated and inadequate as a typology
of language planning situations outside of the PEIP schools.

The planning arrangements that have so far emerged in the

wake of the national policy include
(i) English as a subject in the first 3 years of PE, while
a Nigerian Language is the medium, English
takes over in the 4th year as a medium and
the Nigerian language becomes a subject only.

(ii) A Nigerian language is the medium of instruction in
the first 3 (or 4) years. English is introduced only
in the 3rd or 4th year. If in the 4th year, it starts
straight as a medium,

Among the states using a Nigerian language as the medium of

instruction, practice varies from introducing English as a subject
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in the first year to introducing it in the 4th year as a medium of in-
struction, Happily, these are at present projections only in some
of the states. So the possibilities of modification are cpen.
(iii) BEnglish is a medium language from Pl to P6 with a
Nigerian language, where practicable, as a subject from
Pl to P6. This planning arrangement is fast losing
adherents and may soon, Jjudging from the present trend,
be discarded in all but special schools (e.g. Capital
Schools, University Staff Schools ete).

3.4 fects IM Production and Use

Chenges in language planning are bound to affect material
production and use, When a planning arrangement is changed or
modified, there is a corresponding change in the instructional
emphasis. For instance, the three planning arrangements identified
above have different emphases and objectives. And these different
emphases should be reflected in, or taken account of, by textbooks
and other IMs used to implement the planning arrangement,

Since the two language planning options (English medium and
English subject) towards which the PEIP material production and
utilisation efforts are geared, or used to be geared, do not now
adequately reflect the current policy, the PEIP language planning
will need to be modified and brought in line with each state's
official language policy in order to make PEIP materials and
approach appropriate for UPE classes. But this has to wait until

(a) each state has made up its mind what its language policy

is going to be:

(b) the relationship between PEIP and UPE is further classi-

fied;

(c) what happens to PEIP after 1978 is known. June 1978

is the time the world agency support (UNICEF and
UNESCQ) completely phases out.

4.0 Unresolved Problems in Language Planning

The implementation of the national policy on education5

as it
affects language policy im the primary school will eliminate
English as the medium of instruction, as much as practicable, in
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the lower primary classes (Years 1-3) but will reserve this
function exclusively for it at the upper primary stage. Although
this is not an entirely new position since this policy has been

in force in some states for scme decades, its implementation at
the national level draws attention to twe problems. In the first
case, the burden of language medium in Years 1 to 3 rests squarely
on Nigerian languages most of which have not been developed to

the stage where they can effectively perform this very demanding
function. The problem here is producing appropriate instructional
materials in  the Nigerian languages undertaking the

medium function. It is not an easy task, for a language of

education performs much mcre than literacy functions.

4,2 The second, and greater, problem is that of medium transi-
tion occurring mid-way in the primary course., How smoothly and
naturally can the change-cover be brought about? It has been
stated in section 3 above that
(a) an abrupt transition in the second half of primary
education is an illusion and thet a phased transition
should be tried;
(b) +the language course series in current use are not
designed with the language transition problem in view,
Thus the lingering problem is how to design instructional materials
which will
(a) distinguish between English as a subject and English as
a medium both in content and approach ,
(b) reflect the movement from & subject function to a medium
function within the same series.
At the moment in Nigeria, there is no such language series, 3But
it is important that there should be one for language teaching and
leaming to be meaningful and effective.

4.3 This paper therefore suggests that the two areas specified
above should engage applied research attention.

The Institute of Educztion, Ahmadu Bello University Zaria,is
at the moment loocking into the possibility of developing
instructional meterials in Nupe as both & language medium and a
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subject at different stages of primary education. This will be

done at the request'of and in association with the appropriate

state government. This step also falls in line with the recommenda-
tion adopted by the Joint Consultative Council on Education (JCC)
that nine medium (as distinct from major and minor) Nigerian
languages, including Nupe, should be develope§ for use as languages
of education at the lower primary stage.
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Appendix A 2

Trends in ELT in the Northe States of Nigeria for th ast _ten eara*

by

R, A. Omojuwa

Institute of Education
Ahmadu Bello University
Zaria.

English Language Teaching in this country at both primary and
post-primary educational levels is characterised, inter alia, by its
acceptance of the leadership of the English course bock writer. As a
demonstration of loyalty, it has confined itself to course book speci-
fications. The degrees of success with which these specifications are
translated into effective classroom activities vary with the adequacy
or otherwise of factors crucial to the language learning process such
as quality and quantity of teachers, availability of equipment, time
available, number of pupils in the class, and so om. It is thus
possible to see ELT as a codification embodied in the course book and
measure its success in terms of the conditions (earlier mentioned)
under which it is used.

It may, however, be the case that even when course book speci=-
fications have been effectively carried out, ELT may still remain
unprogressive and ineffective. Then the codification itself is open
to question. It is thus also possible to see ELT in this country as
a series of attempts by the course book to direct ELT and to measure
its success in terms of the adequacy or lack of it of the content and
methodology of the course bocok,

The reason ELT accepts the leadership of the English course book
writer is not far to seek.

For a long time at both primary and post-primary levels, the
textbook writer has taken the initiative to specify the aspects of
BEnglish that should be taught and how these should be taught. This,
to me, 1is a credit to textbook writers and their publishers.

But the fact that course books have dictated for a long time
what should be taught highlights a major deficiency in our educa-
tional and language planning. It shows that both education and language
planning lacked clearly defined objectives. Objectives are generally

* Working Paper for the Oxford University Press Primary English
Course Writers Seminar held in Zaria, Nigeria, in April 1978.
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spelt out in meaningful teachable units in syllabuses. Until fairly
recently, there was not in existence any officially prescribed useful
English syllabuses to guide textbook production particularly at the

P E level, At the secondary level, although there has heen a de-
tailed WAEC syllabus since 1966, this is an examipation,not a teaching,
gyllabus and it is specified for realisation at the end of the se-
condary education course. This means there is no teaching syllabus

of immediate practical use and application in the lower and middle
secondary forms.

The role of the course book in ELT is likely to grow in import-
ance particularly at the PE level even after chjectives have been
officially specified, detailed syllabuses written and equipment made
available. This is because of the quaelity of classroom teachers
which remainslow. This apart, learners need resding materials with
which to develop their literate skills, and this need is catered for
partly by course bocks and supplementary materials.

In the above ways, measuring the success of ELT becomes a test
of the effectiveness as well as an assessment of the contributiona of
English course books to the use of language for education. In this
regard ,the basic test to apply is to measure the course book in terms
of its response, or its capacity to respond to,

(a) new ideas about the nature of language and

(b) language learning,

{¢} dynamic educational objectives ap well as

(d) the changing functicns of the Bnglish language in the

educational process, at the PE level in particular.

The first two {{(a) and (t) above) relate to the theoretical
orientation of the course writer, while the last two are pragmatics
dictated by an educational pelicy. Language learning has for decades
now being influenced, in the main, by the behaviourist theory which
emphasises "learn to do by doing", imitation of the correct model,
avoidance of error, repetitiom, practice., Course writers have in
moat cases been guided by this theory.

However, English courses at the PE level tend to have applied
this theory toc rigidly with no room for flexibility. The flexidility
is counselled by more recent views about languege learning which
emphasise 'exposure' as one of the ways by which language is acguired
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and can be leaynt. Translated into classrcom activity, it means a
new language item can be introduced to pupils for the first time
without its being immediately followed by a formal class verbal
response in the form of cheral repetition. What is important is
that the item is presented vividly, pictorially and concretely in the
proper "context of situation”™. A Natural Language is acguired this
way, that is, by exposure, as much as by imitation and practice,

Another area in which flexibility is desirable is in the use of
pupils' mother tongue during an English lesson. The relationship
between the target and the source language should be cordial, not
antagonistic. There is no harm in the teacher explaining leason
procedures in the Ll either before, during or at the end of an English
lesson. Indeed, modern views about language learning say not only
that the '"scare' of tranalation is a myth but also that translation
is necessary to language learning in a formal context.

There is one other area in which ELT, that is, course books, in
Nigeria has been conservative and, indeed, out of date. This is in
the use of language for communication, or the communicative use of
English. BEnglish course bocoks have been unrealistic about their
gselection of structures to be taught. Most of these structures seem
to have been selected on lingunistic rather than on communicative need
grounds. For example, in book one of moat of the existing English
courses, the only structures taught for the whole year are

1, This is -~

What is - ?
2. Musa is -ing
What is Musa doing?

In real classroem situations, the 'Thie iz -=' structure comes
low in the use need rating. That lg, it is hardly one of the top
structures in terms of frequency of selection by pupils for -
immediate communicative needs. _ _

This over-restrictivensss has made it difficult for learners to
axtend the use of structures learnt during the English lesson for
communication outside the English lesson, especially in the early
years of primary schooling. '

The belief that some structures are too difficult to be intro-~

duced in apite of their high every day use frequency does not seem to
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be supported by evidence. The selection of structures merely on
gimplicity grounds has not been helpful and needs to be reconsidered
in an L2 situation such as ours.

There is still some distance between course bocks (in content
and methodology) and educational and English language objectives.

The distance exists not always because of the inability or reluctance
of course books to narrow it. Educational authorities are largely to
blame for not making available reliable documents (e.g. syllabuses),
which instructional materials can be based on. Hence, course writers
went ahead in the past to produce what they thought could be used.
Where such documents exist, for instance, at the WASC level, course
writers' response has been positive and quick. There is a good il-
lustration in the JPP English syllabus produced in 1972 by the Insti-
tute of Education, A.B.U. Zaria. The JPP syllabus has positively
influenced ELT in the Northern States. It has also prompted the
production of new English courses or revisions of old cnes. This has
been possible because the syllabus received the official approval of
the ten Northern State Governments on behalf of whom it was written.
Some of the new areas specified by the syllabus include listening
comprehension and mechanical and study skills, areas which have been
reflected in the courses that have since been written. The situation
at the P E level is slightly different.

In 1970 the Institute of Education in association with the
Northern States governments and with financial and technical assist-
ance from UNICEF and UNESCO launched the Primary Education Improvement
Project (PEIP) in selected schools in the Northern States. Language
objectives, language functions, and language policy were clear and
specific, so it was possible to have proper and fairly systematic
language planning. As regards language functions, a distinction was
made between English as a medium language and English as a subject.
Separate IMs capable of promoting these differentiated functions were
produced as supplements to twe existing course series (by OUP and
Longman) selected as basic courses for the project. The publishers
readily agreed to, and did, revise aspects of their respective books
in line with Institute suggestions. Again this is evidence of some
course books being responsive to changing educational needs and
policies, if these needs and policies are realistically planned and
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Northern States.

Howaver, it is not always the case that policles are realisti-
cally planned and well documented. A plunge by a course book during
the period of uncertainty may prove to be a wasteful exercise.

For instance, since the National Policy on Education was published,
the language policy proviaion has been variously interpreted or imple-
mented by the Northern States. The resultant typology of language
policies in the Northern States im as follows:

(i) English as a subject in P1 - P3
end thereafter as the medium of instruction (Kaduna, Kano

Gongola, Borno);

(11) No English at all in P1 - P2,
English as a subject in P3,
English as the medium of instruction in P4 - P6
(Sokoto, Niger, Bauchi);

(111} BEnglish as the medium of instruction in Pl - P6

(Platean, Kwara, Benue?).

The difficulty facing a course series intended for the Northerm

States seems enormous. To be settled are the problems of

(a) language functions (at a particular stage of P.E.,
is English a subject only or is it a medium language?
How will this be resolved for Pl - P3 in each of the state
categories i-11ii ahcve);

(b) mediumtransition and medium servicing {at what stage of
P.E. does English change its role from being a subject -
if it has been - to being e medium 7}

(¢) number of books in the course series (are there going to
be 8ix books for state categories i and iii above, or

four for state category ii7).

At the moment the uncertain relationship between English and
Nigsrian languages constitutes a serious setback to effective langu-
age teaching at the primary education level. That is, the educaticnal
functions assigned to English do not seem to have been finalised in
moat of the Northern States; they keep changing from year to year.
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Such uncertain relationships are difficult - almest impossible - for
a course beok to capture and cater for, The effect is that the
revised or newly written material is rendered ocut of date before it
is out. This is a bad situation znd one that does not encourage a
quick response by course writers to new demands and changing object-
ives.

In spite of this seemingly depressing picture, there is hope
that ELT in the Northern States - and indeed in the entire country -will
soon be realistically planned in line with national goals and educa-
tional objectives by educational planners,will soon be meaningfully
translated into teachable units by course bocoks, and will soon be effaci-
ively carried out by c¢lassroem teachers, These three are partners
in progress.

R.A. Cmojuwa
5 -4 -19378
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Appendix A3

Using Language Mixture as a Transition from Mother Tongue
to English in a Second Language Situation: Implications
A .
for Syllabus Design and Material Preparation

by R.A. Omojuwa

The nature and type of the bilingual instructional programmes
(B1Ps) adopted for primary education in Nigeria impose on English,
which is used as a second language (L2), two types of functions in
three sets of classroom instruction situations. The two functions are
English as a subject and as a medium of instruction. The three
instruction situations are those in which A) an instructional pro-
gramme (IP) is designed for English as a subject when the language has
no real communicative functions for the learners at the primary stage
for which the programme is designed; B) an IP is designed for English
as a subject when the language has real communicative functions to
perform for the learners at the stage for which the programme is de-
signed, that is, as a medium for the teaching/learning of
content-sub jects; and C) communicative use programmes are desigmned
to maximise the practical use, as distinct from the direct teaching,
of Epglish as a medium language,

Type A IPs are available for use in those primary classes in
which mediumtransition (MT) to English has not been effected and the
language of education remains the mother tongue (L1). In most cases
this means the first three years of the six-year primary course. Type
B IPs are available in the classes in which English is the medium of
instruction but in which the curriculum organisation is, in Bernstein's
words, the "collection" type rather than the "integrated" type (Bernstein,
1975/77: 80), Type C IPs relate to the actual use of English for the
teaching/learning of content-subjects in those classes in which MT has
been, or is being, effected.

In the teaching situation in which the integrated approach is
adopted, IP types B and C are generally not distinguished, for their
aims and methodology are the same. In the Nigerian situation, how-

ever, this is not the case., Although one of the aims of type B IPs

* Paper delivered at the IATEFFL Conference held in Poznan, Poland;
April, 1979.
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is to be able to use English for the functions specified for type C
programmes, both programmes are distinct entities, a state that has
given rise to misleading impressions by learners and teachers as well
that the English contained in the IP type B cannot, and is not meant
to, be applied for the medium function purposes. Similarly in Nigeria,
IP types A and B are instructionally guided, with a very rigid control
imposed by English course-books, of which teachers are unquestioning
exponents. In contrast, IP type C is neither controlled by course-
books nor guided by syllabuses. The teacher is left in absolute
freedom to select what code to use for communication with learners in
real time and for real purposes. What are the features of this code
and to what extent is it similar to those made use of by IP types A
and B?

Primary teachers' language use in instructional situation C is
characterised by, inter alia, speech alternation of which code switch-
ing, language mixing, and direct translation are distinctive types.
Compared to what the same teachers teach and use in instructional
situation B, their use of speech alternation is a marked departure
from the target language (TL) forms imposed on them and their pupils
by course-books. Although it constitutes a serious English use pro-
blem, this mismatch between what is taught and what is used for real
communication even within the school environment is not totally
surprising. This is because while IP type A is an abstraction or
idealisation of language at its referential, formation rule level,
and IP type B attempts to capture aspects of language at its expression
level while maintaining a formation rule base, code selection in
situation type C represents a complete swing to the communicative use
level of language influenced more by pragmatic factors and a desire

1
to make communication flow than by an observance of the rules of form.

For a full discussion of this topic, readers are referred to
Widdowson (1975), Corder (1974), Schumann (1974, 1976).
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Effecting MT abruptly means that this is done at a specific point
in time without preparations leading up to it. This is true of the
Early English Medium policy (EEM) by which English is used as the medium
language from the beginning to the end of primary education. Most of
the pupils who attend the schcols where EEM is the policy adopted come
from homes where English is not used at all. This means that the first
exposure to English of these pupils occurs at school. Thus, with them
prior preparations for MT are ruled out. Both the Late English Medium
(LEN) policy, by which English has only subject functions in the first
three years of primary education (PE) and medium functions for the
rest of PE, and the postponed English Medium (PEM) policy, by which
the use of English as a medium is delayed until the beginning
of secondary education but studied as a subject from the beginning to
the end of PE, regard as preparations for MT the type A IPs described
in the opening paragraphs above. But the type A programme has subject,
rather than medium, function objectives for English. Furthermore, it
is not designed with MT preparations in view since it is not linked
to any real communicative use within the class. Type B IPs are,
similarly, not designed as NT preparatory programmes since they are
available for use not before, but after, MT has been affected. That
is, they are being used simultaneously with type C programmes.

The consequence is an MT effected without the necessary foundation
on which to rest. Teachers adapt to the situation by resorting to the
speech alternation strategy. They code switch and translate from
English to L1 as often as it is necessary when teaching content-subjects,
particularly in the early post-MT stage. As has been pointed out, this
is a result of MT effected abruptly.

There is another dimension of MT to which is attributable the
occurrence of the speech alternation feature of mixed speech in primary
teachers' "teacher-talk" (Corder, 1978), This is when MT is effected
on all content-subjects simultaneously rather than selectively on
individual subjects at different times, By the simultaneous process,
sub jects which by their nature can be taught in TL/L2 earlier than
others and earlier than at the point of time officially specified for
MT have had to wait until this official stage is reached. By the

same process, those subjects which on cultural grounds need MT delay
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concessions are hurried into'mediumtransfer’ prematurely at the
official transition point. Teachers adapt to the first of these
situations by resorting to the uae of nixed speech2 characterised by
the injection of Inglish lexical elements into L1 when 1t is used
orally in the teaching of content-subjects. Mixed speech, then, is a
marked feature of ‘teacher-talk® at the pre-MT stagea. The English
lexical elements injected into the Ll-based teacher-talk are essent-
ially those that will be required at the post-MT stage when the medium
language is English, Content-subjects in which mixed speech has been
observed to occur freely include mathematics, physical education,
primary science, and to some extent social studies. Teachers adapt
to the second situaticn above by using code gwitching and translation
(mentioned above),

The pattern of use of language alternation by Nigerian primary
school teachers in the instruction situation type C can be summarised
as follows, Language mixing is used in the classes in which the medium
of instruction is a Nigerian language (NL). The strategy seems to be
to anticipate NT to English by injecting into the NL oral medium English

2 Mixed speech 1s often referred to in language alternation literature

variously as 'lexical interference' (Fishman, 1972:111/112; Sankoff,
1972: 47, quoting Denison, 1968 and 1971; Mfonyam, 1976:74/76), 'lexical
borrowing' (Blom and Gumperz, 1972:428), 'mixed speech'/‘'mixed langu-
age'/'language Mix' (Ure, 1972, who goes to some length to bring out
the diatinctions between mixed speech and code switching. She explains
that 'lexical interference' is a wrong label with which to character-
ise mixed speech). Oksaar (1972) uses multiple terms, such as 'inter=-
nal switching' (p.492), 'integrated morphosemantic transfera' (p.498),
'lexical interference' (p.500). Oksaar also distinguishes "types of
code switching - the alternate use of two languages without any inter-
ferencea ag well as their alternation with several types of inter-
ference" (p.492),

3 Both Peter Wingard (1983) and Jean Ure (1572, 1977) report their

observations of gimilar features in the oral speech of Ugandan and
Ghanpian primary school teachers regpectively when teaching content-
subjects in L1, So does Oredugba (1977) with reapect to Nigerian
primary school teachers when they teach mathematics in NL.
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expressions required for the learning/teaching of appropriate
content-subjects in English later at the post-MT stage. Both code
switching and translation(in the direction English to NL)}occur when
the medium is Engligh. The atrategy ensurca a flow of com-

munication between the teacher and his pupils.

Ia language alternation to be encouraged as a feature of primary
schcol teacher-~talk? More regearch would seem to be required not only
on the pattern of use and features of alternation as used by teachers
but also on the consequences of ita use on pupila' later learning and
use of TL. Speech alternation is, however, distinguishable from pid-
ginisation or reduced registers4. As trangitional oral media strategy,
alternation can be turned to good account, communication wise, al-
though its use need not be formalised. Pending further research. the
greatest problem posed by itg use 1s how to do away with it later when
the need for it is over, especially if its use, as it is now widely
feared, represents the fossilised competences of the majority of the
teachera who use 1t, Evidence from our field research on MT problems
would tend, however, to suggest concessions to pressing commmication
needs, rather than a helpless state of fossilised competence/perform=—
ance, as an explanation for the cholce of language alternaticn by most
of the primary teachers who use it. In other words, those teachers
found using alternation have also been found capable of using either NL
or English without mixing hoth when there is a change of the social

5
situation or of the soclal event .,

4 Pidgins and reduced registers, according to Corder (1975:2), “ex-

hibit atrong gtructural similarities, ...which are: a simple or
virtually non-existen morphological aystem, a more-or=less fixed
word order, a simple personal pronoun system, a small number of
grammatical function words and grammatical categories, little or no
use of the copula, absence of an article system ..."

_5 "Social situation"/event as defined by Blom and Gumperz (1972:42).
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There are, thus, three ways of looking at the incidence of langu-
age alternation in primary school teachers' language of instruction,
The first is to see it as an unconscious step in the direction of pid-
ginisation, in which case it needs to be discouraged since this
will be working against PE language objectives. The second way is to
see alternation as a feature of pupils' interlanguage (if used by them)
and of teacher-talk required to maximise communication at the medium
transition stage. As such;its use can hardly be stamped out under the
prevailing IP circumstances and MT arrangements. However, it can be
instruc tionally guided. This implies that aspects of alternation that
may be permitted at different stages or in different content-subjects
are specified and described. The third approach is neither to dis-
courage nor to patently encourage alternation; that is, to pretend
that it is not used, or that if used it is not a threat to the TL
model aimed at by primary education objectivea. This attitude is
tolerant to alternation use but prefers the use to remain unofficial,

There are two assumptions implicit in the first approach. The
first is that language alternation and pidginisation can be equated.
This can be contested. Pidginisation features are distinguishable
from those of code switching invelving more than one distinct languapge,
each of which keeps its grammatical structure intact, and mixed speech,
"a type of language patterning that draws upon the structures as well
as the lexis of two languages and switches from one language to another
regularly within a text, often a number of times within a single sen-
tence" (Ure, 1972: ). This can be seen from the pidgin and reduced
registers structural description in Footnote 4 above. It thus seems
unlikely that the use of alternation by teachers can develop into, or
is indeed evidence of, pidginisation. The second assumption 1is that
alternation is a mark and a feature of the teacher-users' fossilised
competence in English and that this fact accounts for its use by them.
This dismisses the MT communicative need explanation since alternation,
by this assumption, is a permanent (= fossilised) feature of the class~-
room language of those teachers who use it, Current research findings
do not lend support to this assumption (see preceding paga).The second
of the three approaches mentioned above is an attempt to face reality,
but a great deal of research is required before the use of alternation

can be made official, as stated earlier on,
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The third approach earlier mentioned seems the most practical.
Knowing that language alternation is used unofficially as teacher-
talk can be turned to good account; that is, to effect a redesigning
of the English 1P, not of the primary, but of the lower secondary
education stage. Such a programme will not, unlike the existing ones,
assume that there has been attained at the PE level any competence
in the standard TL variety. The programme will have to start almost
from scratch.

A solution of the medium transition problem that geems
acceptable to educational authorities as well as language planners
and one which can be implemented seems likely to be found in what is
suggested below.

(1) A new approach to language planning for primary education which
makes it possible for MT to be effected gradually (rather than
abruptly as it is at present) over a period of time and selectively on
individual content-subjects at different times (as opposed to the
present simultaneous coverage). As has been said earlier on, the use
of language alternation by primary school teachers is traceable to
official language policies directing that MT is to be effected ab-
ruptly and simultaneously on all content-subjects. Since if they comply,
communication may break down completely, teachers resort to code
switching and translation in order to sustain the 'thread of discourse'
in formal oral instruction in content-subjects. The advantage of an
MT effected gradually over time and selectively over content-subjects
is that this allows for successive stages in the transition process
marked at the two ends by preparatory and full transition stages
respectively. The preparatory stage features the use of specially de-
signed materials to prepare for the changeover of medic

(see 2 below). This stage is also characterised by a flexibility in
the choice of code to use for instruction at any one time and for any
one content-subject. The chances are that language alternation will

be frequently used. Alternation of the language mixing type is useful,
rather than harmful, at this stage, and therefore needs to be
instructionally guided.

(2) The preparation for transition as well as for MT consolida-
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tion should be multidirectional, involving not only English but also

L1 instructicnal programmes, At the media transition preparatory
atage, IPs type A in both English and L1 will need to include key
expressions in English required for instruction in content-subjects
later at the post-~MT stage. Effecting MT selectively on individual
content-subjects makes it necessary for IPs designed for the communica-
tive and medium functions of English to be content-subject hased. For
language instructional materials, this implies that content-subject
specialists design the language use materials required for their res-
pective subjects. The language specialist makes himgelf available

aa a consultant. This is a ¢hange from the present universal but
seemingly ineffective practice whereby language specialiasts dictate to
the content-subject specialist what language he should use and in what
order. The advantage of the new approach is that it allows each
content-subject to work out relationships and joint programmes of
communicative needs between English and L1, relationships capable of
breaking the mythical barrier that has for long existed between the
mother tongue and a target language learnt in a formal setting (not the
case in informal, natural setting)., Inatructional materials needed as
components of the IPs for MT will, thus, have three bases as follows:

English as a subject, L1 as a medium,and content-subject programmes.
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Appendix A3.1 t A summary of Appendix A3*

(34) R. A. Omojuwa (Ahmadu Bello University, Zaria, Nigeria) :

Using Language Mixture as a Transition from Mother Tongue to English in a
Second-Language Situation : Implications for Syllabus Design and Materials
Preparation (C/E/ESL)

ghairman: M. Gerbert

R. A. Omojuwa’s talk was on the English-language instruction and use
situation in Nigerian primary schools. He said that the nature and of the
bilingual instructional programme (BIP) adopted for primary education
imposed on English two types of functions in three sets of classroom
instruction situations. The two functions were English as a subject and as a
medium of instruction. The three instruction situations were those in which
(a) an instructional programme (IP) was designed for English as a subject
when the language had no real communicative functions for the particular
class of learners concerned; (b) an IP was designed for English as a subject
when the language had real communicative functions to perform for the
learners, that is, as a medium for the teaching/learning of content subjects; and
(c) communicative use programmes were designed to maximise the use
(not the direct teaching) of English as a language.

Type (a) 1Ps are available for use in the primary classes in which media
transition (MT) to English has not been effected and the language of
education is the mother tongue (LL1). In most cases this means the first three
years of the six-year primary course. Type (b) IPs are available in the
classes in which English is the medium but in which the curriculum
organisation is the ‘collection’ type rather than the ‘integrated’ (to use
Bemnstein’s terms). Type (c) IPs relate to the actual use of English in
teaching/learning content subjects in the classes in which media transition has
been effected.

In a teaching situation in which the integrated approach is adopted, IPs
(b) and (c) are generally not distinguished, for their aims and methodology

“are the same. In the Nigerian situation, however, this is not the case.
Similarly in Nigeria, IPs (a) and (b) are instructionally guided, with a very

31
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rigid control imposed by English course-books of which teachers are mere
unquestioning exponents. In contrast, IP type (c) is neither controlled by
course-books nor guided by syllabuses. The teacher is left in absolute
freedom to select what code to use for communication with leamers in real
ume for real, authentic purposes. What are the features of this code and to
what extent is it similar to those made use of in IPs (a) and (b) ?

The teachers’ language use in instructional situation (c) is characterised
by, among other things, speech alternation of which code switching,
language mixing, and direct translation are distinctive types. Compared to
what the same teachers teach and use in instructional situation (b), their use
of speech alternation is a marked departure from the target-language forms
imposed on them and their pupils by course-books. This mismatch between
what is taught and what is used for real communication even within the
class/school environment constitutes a major English problem.

Teachers’ classroom language as described above is attributable to the
urgency of the need for communication in English, an urgency imposed by
the approach to media transition adopted by the existing educational
language programmes, all of which plan for media transition to be effected
abruptly in time and simultaneously on all content subjects in the primary
curriculum. There is also the question of the restricted competence of teachers
in the target language.

Is speech alternation to be encouraged in classroom language use models?
The answer would seem to depend on the functions of alternation in teacher
talk, whether some other forms cannot be substituted, what gives rise to its
occurrence, and above all the consequences of its use on learners’ later
learning and use of the target language. Speech alternation is, however,
distinguishable from pidginization or reduced registers. As teachers’ oral
transitional media strategy, alternation in speech can be turned to good
account, communicationwise, although its use need not be formalised.
The problem posed by its use as a transitional device is how to do away with
it later when the need for it is over.

A more lasting solution to the medium use-of-English problem seems
likely to be found m (i) a new approach to language planning for primary
education which makes it possible for media transition to be effected

ually (rather than abruptly as it is at present) over a period of time and
selectively on individual content subjects at different times depending on
when each is judged ready for it (as opposed to the present simultaneous
coverage); (ii) the preparation for media transition as well as its consolidation
being a multidimensional programme involviog not only English but also
L1 IPs both sets of which capture and cater for the needs of learners when
MT has been effected. Effecting MT selectively in individual subjects also
means that IPs designed for the communicative, medium functions of English
should be content-subject-based. For language instructional materials, this
implies that content-subject specialists design the language-use materials
required for their respective subjects. The language specialist works with
content-subject specialists as a consuitant. The advantage of this new
approach is that it makes it possible for each content subject to work out
communication use relationships among all the languages in contact,
relationships that may invalve the use of language alternation, for instance,
if it is found necessary to do so.

32
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Appendix B

PRIMARY LANGUAGE USE SURVEY 1978

Efor clagsroom Teachers onlxl

Please, read this first

You are invited as one of our primary achool teachers to complete
the following questionnaire on the Language or Languages you use in
the classroom. The purpose is to find out what actually happens in
the classroom in order that this information may be used to suggest
improved language planning and preparation of Language instructional
materials which reflect the Language use situation in primary

classes.

Measures to improve English learning and Teaching in the primary
school have been largely ineffective so far. A main reason is that
classroom teachers' opinions have not been sought and the real
functions of English in the classroom have not been thoroughly
ascertained.

For an effective measure to improve the learning, the teaching
and the use of English in the primary school, your opinions are now
being sought and the occasions when you use English are being com-
piled. We believe that what you tell us will help us to arrive at
concrete decisions on how Language teaching, Language learning and
Language use in the primary school can be improved.

Please, be frank and answer our gquestions as truthfully as
possible. All answers you give will be treated with strict con-
fidence, and will not be used in any way against you. For more

assurance, you should not write your name on the questionnaire.

Remember, what we want is what you do in practice, and not what

you should do.

Thank you.

Institute of Education
A.B.U. Zaria.
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PEIP/UPE PRIMARY LANGUAGE USE SURVEY, '78

1.1 STATE
1.2 LG AMT T CENTRE TICK
1.3 CLassS
1.4 TYPE OF CLASS
PETP
UFE
2.1 In which language do you teach the following subjects?
Tick the ones that apply in the following checklist:
LANGUAGES
Subject A B C D
A Nigerian | A Mixture .
English Language of A&E Arabic

1l English

2 DNigerian languages

3  With/Maths

4 Cultural activities

9 Creative activities

6 Physical and

Health Education

7 Social Studies

8 Primary Science

9 Religious Enowledge

10 Art/Craft
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2,2 Perhaps you teach one or more of the subjecte listed above

in a mixture of English and a Nigerian Language. If you do,

which aspects of the lesson on such a subject do you teach in
English and which in the Nigerian Language? Check through the
following list and tick as appropriate.

A
English Nigerian
Language
i The oral part of the lesson
ii The reading part of the lesson
iii Written exercises, including
taking down notes, if any '
2.3 Perhaps you have indicated in 2.1 and 2.2 above that you

teach some subjects listed (in 2.1) in e mixture of English
and & Nigerian Language. If you have, please, check through
the following table again and tick in the first column on the
right those subjects that you teach in & mixture of English and
a Nigerian Language. And in the columna further to the right

indicate for each subject you have ticked which aspect(s) of
it (oral, reading, writing) you tesch in Epglish. Tick as

appropriate.
Those taught | Aspects of the lesson
in a mixture | taught in English
Subject of English &
a Nig. Lang. Oral Reading | Writing
1 Bnglish

2 Nigerian languages

Arith/Maths

3
4 Cultural Activities
2

Creative Activities
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2.4 How much English do you use to do the following activities?
Tick the appropriate columns to the right of the check list.
ENGLISH ?
4 3 2 1
All the| most of | occasion| not
time the time| ally at all
i  addressing an assembly of
pupils
ii | Routine classroom instructions
(e.g. don't make & noise .v...)
iii | writing your lesson notes
iv | viewing/listening to your favour-
ite TV/radio programmes, includ-
ing news
v | conversing with a colleague who
also speaks your own language on
a) family matters
b) day-to-day events
¢) Science & mathematics
vi | the language you use at home
vii | buying things in the market
viii | religious worship
ix | writing private, unofficial
letters
x | writing official, business

letters




/do you 3.1

Which of these course series/use for English

in this class? Indicate whether your class is now

reading book 1, book 2, or any other book in the

series by ticking the appropriate column of the

following table.

Book in the series

Course Series

(Longman)
Straight
for Eng.

(oup)
New Oxford
Eng.Course

(Evans)
Primary
English
Course

(Macmi.)
Primary
English
Course

Preparatory book

Book 1
"~ 2
" 3
" &
" o5
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3.2 When did the class begin to read the book you mentioned
in 3.1l aove? Tick the appropriate column below

a) At the beginning of this smession

b) From last session

) Not earlier
¢ than January this year

3.3 At the end of this school year (in June/July), how much of
the book will you have treated with your clase? '
Tick as appropriate:

i the whole book

ii  3/4 of the book

141 % of the book

iv 4 of the book

3.4 How many of your Pupils will
be able to read from the be-

gloning tc the end of the book none
by the end of this school year? 3
Tick as appropriate.

3

%

all
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NOTE: If you did not teach last school year, do not answer

questions 3.5-3.6 below.

3.5 Which of the following classes did you teach last year?

Primary 1
" 2
" 3
" 4
B p
" 6

3.6 How much of the English course book you used with your
class last year were you able to complete at the end of the

year?

the whole book
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3T In addition to the book you ticked in 3.1 above,
list in the space below any other books you use for
teaching English (if there are any).
' Title Author "if known"
1
2
3
4
2
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What is your teaching experience?
Tick the one that applies to you in the list below:

Experience as a teacher

4.3

4.4

a) 0 - 1 Years
b) 2-4 "
¢c) 5-10 "
d) 11 -15 "
e) 16 = 20 "
f) 20 and above

Which of the following age
as appropriate.

groups do you fall into? Tick

a) below 20 years of age
b) 21 - 25

c) 26 - 30

d) 31 -35

e) 36 - 40

£f) 41 - 50

g) 51 and above

Male

Female
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4.5 How long have you been teaching in this

Year

0-1 21314 |56 )78 9 10 plus

School 7

Class ?

4,6 Officially: what is the medium of instruction in this class?

A Nigerian Langunage

English

Flease, return completed questicnnaire to:

H.A. Omojuwa,

Languages Division,
Institute of Education,
Ahmadu Belleo University,
Zaria.,
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Appendix € s Teachera' Educatienal Qualifications - by State.

Edueational Qualification
Total TC 3 and TC 2 as a
Primary] Modern| WASC/ | TC 3 ¢ 2

b Cert. | Cert.| OL % of total
10 - 1 2 6 19 42,11
68 2 11 5 25 111 27.03
75 4 3 10 43 133 39.85
123 3 5 46 126 303 S56. 7T
20 - 1 1 48 70 70,60
L 45 - 1 3 34 &3 44.58
Eau 67 3 8 9 23 110 29,09
ko 98 2 10 10 29 149 26.17
il 504 14 40 86 334 978 42,94

[ total 51.53 1¢43 4009 3079 54'15

Explanation of terms

Primary Cert =
Modern Cert =
WASC/OL =
™ 3 =
C 2

uned:

Primary School Leaving Certificate.

Secondary

Grade 3 Teachers' Certificate.

Grade 2 Teachers' Certificate.
TC 3 and TC 2 are the minimum teaching qualifications theoretically acceptable

Modern School Leaving Certificate,
West African School Cetificate or GCE Ordinary Level .

for a iteaching appointment in Nigeria. The others are basie, non-tea;king
qualifications considered foo low for any teaching appointment at any
educational level,
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Content-Subject Frequency Scores

SUBJECT ..LLIMARY SCIENCE ..

1
Language Used
Pro- English (L2) NL NL/L2 Arabic | TOTAL
lass pot
LEM EEM LEM EEM LEM EEM | LEM EEM
L _;E?quencies 3 60 93 0 156
EEM frequencies 13 20 70 0 103
% oI total 12,62 19.42 67 .96
—_=
oroousncioes 4 49 77 0 130
LEM -
o e of total 3.08 37.69 59,23
frequencies 13 1. 56 0 84
EEM [ of total
G5 R 10 66.6
#
LEM | frequencies 10 36 73 0 115
. % of total 8,40 30.25 61.34
ggM | frequencies 47 6 44 0 97
% of total 48.45 6.19 45,136
—_—q
LEM frequencies 24 6 41 0 71
- % of total 33.80 8.45 57.?5
EEM |irequencies 52 3 45 0 100
%of total 52.00 3 45
LEM frequencies 20 2 15 0 37
% of total
Ps 54.05 541 40.54
frequencies 43 1 4 0 18
EEM
% of total 72.22 5.56 22,23
LEM :reﬁuencies 15 0 5 0 20
e of total 75,00 25
frequencies 14 0 2 0 16
EEM
% of total 87.5 12.5

Table Dslsl.

PRIMARY SCIENCE

Language use frequency sScores in ,....cecesoesvenss

compared for (i) all primary classes (Pl1-8);
(ii) LEM and EEM, and

(ii1) English and other medium languages,
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SUBJECT .ssasssvesnsssassosnnsonassssnnss
L)
Language Used
| - ﬁ:z; English (L2) NL NL/L2 Arabic | TOTAL
LEM EEM LEM EEM LEM EEM | LEM EEM
o _gzgguencies 2 83 19 0 164
- e« of total 1.22 50.61 48.17
pEM | frequencies 13 20 70 0 103
5 67 Fatal 12,62 19.42 67.96
T ox |freuencies | 10 0 | 65 | o ] 139 |
- % of tatad 7.19 43.17 49.64
EEM frequencies 13 21 50 0 84
L] % of total __} 15.48 25 59,52
LEM _grequencles 10 35 69 0 114
- % of total 8.77 30.70 60.53
EEM frequencies 45 5 52 0 102
% of total ) _44_13 4.90 50.98
o “ i
P4 . 29,41 5,88 64.71
| EEM frequencies 53 2 53 0 108
i 49,07 1,85 49.07
o [prsmotee L oo L3 | T
PS5 44,44 3.79 1.85
- nl 3l 3] olw
T A— . A 88 17.694 1
LEM | freguencies 9 0 4 0 13
® ok total  |co on 30.77
EEM |frequencies 14 0 0 2 0 16
% of total 87.5 12.5

Table .R:l:2.

SOCIAL STUDIES

Language use frequency Scores iN ,....ss

compared for (i) all primary classes (Pl1-6);

(ii) LEM and EEM, and

(iii) English and other medium languages.
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RELIGIOUS KNOWLEDGE

LA L

ooooooooo .
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compared for (i) all primary classes (Pl1-6);
(ii) LEM and EEM, and

(iii) English and other medium languages.

!
Language Used
b Pro- English (L2) NL NL/L2 Arabic | TOTAL
Class pet
LEM EEM LEM EEM LEM EEM | LEM EEM
L. frequencies 1 105 29 27 162
. » of total 0.62 64.81 17.90 16.67
frequencies 4 63 38 6 105
EEM
% of total 3.61 60 30.48 5.7
1y |lfrequencies |4 7 38 4 12
o % of total 3.2 6342 30.4 3.2
ggy | frequencies 4 47 21 ¥ 79
% oF totad 5.06 59.49 26.92 8. 86
frequencies |10 67 19 13 109
I %, of total
Pa 9.17 61.47 17.43 11.93
frequencies 17 30 31 L 92
EEM
% of total 18.48 32.61 33.70 15,23
LEM frequencies 12 25 11 15 63
- wad tatad 19.05 39.68 17.46 23.81
frequencies 28 28 25 16 97
BEN MTo¢ total
FUN IR 28.87 28.87 2577 16.49
o [grmgmnctes L 7N S S
ps 19.35 18.71 22.58 1935
frequencies 0 13
% of total
frequencies
% 0f total 28.57 35.71 28.57 714
EEM :r?uznziia 13 8 4 0 25
¢ oF tota 52.00 32 16.0
Table Q1lsd. Language use frequency scores in ..}}‘.P.;‘....... ......
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Language Used

Pro- English (L2) NL NL/12 Arabic TOTAL
lass ot
LEM EEM LEM EEM LEM EEM | LEM EEM
frequencies & 92 T3 0 170
LEM I of total
pr: * 2.94 54,12 42.94
EEM frequencies 28 13 72 0 113
% of total 24,78 11.50 63.72
-=-=Iﬂ=IE--‘-=-::=:'-H----!I--------i--------------
Ly |frequencies | 11 45 [ 0 134
- % of total 8.21 33.58 58.21
1 0 50 0 87
EEM |-Lrequencies 3 7

- B 8305 57'47
frequencies 14 25 65 0 ] 104

LEM

% of total

B =
- » of total 13,46 24.04 62.5
gpu | frequencies 46 5 53 0 104
% of total 44.23 4.81 50.96
= — ]
LEM frequencies 31 3 38 0 T2
- %ot total 143,06 4.17 52.78
EEM frequencies 57 1 49 0 107
%of total
53,27 0.93 45.79
LEM frequencies 17 6 11 0 M4
% % of total 0.00 17.65 32,35
frequencies 14 0 6 o] 20
RRM % of total
“ » 70.00 0.0 30
LEM | frequencies 10 0 4 0 14
% of total 71.43 0.0 28,57
EEM frequencies 13 0 3 0 16
% of total
81.25 0.0 18.75
Table .].)';L.".*. Language use frequency scores in .PH}(.S}C}L.?:D??%I.‘%QH

compared for (i) all primary classes (Pl-6);
(ii) LEM and EEM, and

(iii) English and other medium languages.



SUBJECT . -ggl:?qR-A-I: Q%CQII.'I.\{I:I‘.I.$Q LR R )

|
Language Used
Pro- English (L2) NL NL/L2 Arabic | TOTAL
lass pot
LEM EEM LEM EEM LEM EEM | LEM EEM
Lgy |frequencies 2 143 61 0 206
% of total
. 0.97 69.42 29,61
EEM  |freduencies 8 49 47 0 104
l % of total 7.69 47.12 45.19 |
LEw |freguencies | O i 40 v 123
- % of total 4.07 63.41 32,52
EEM | frequencies 8 26 33 0 69
*0f total 11.59 40.58 47.83
LEM frequencies 9 66 46 0 121
% of total = 38.02
3 .44 54.55 .
gEM | frequencies 14 26 31 0 71
hiad Sotal 19.72 36.62 43.66
LEy | frequencies 1 25 22 0 54
i % of total [, o¢ 46,30 40,74
' gEM | fXequencies 20 19 38 0 11
*of total 25.97 24.68 49.35
0 21
LEM :re?uzniiiu 6 7 8
- o% _voxh 28,57 33.33 38.10
EEy |frequencies 7 1 5 0 13
%ot total ) 7.69 36.46
LEM L frequencies 3 4 2 0 9
% of total 33,33 44 .44 22,22
EEM | frequencies 6 1 3 0 10
% of total 60.00 10.00 30,00
DeluH CULTURAL ACTIVITIES

Table .....7. Language use freguency scores in .,... .
compared for (i) all primary classes (P1-6);
(ii) LEM and EEM, and
(11i) English and other medium languages.
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Language Used

Pro- English (L2) NL NL/L2 Arabic TCOTAL
lass pot
LEM EEM LEM EEM LEM EEM | LEM EEM
LRM frequencies 3 135 63 0 201
‘ % of total 1.49 67.16 1.3
P1
frequencies 26 11 72 0| 109
EEM 3
af total 21,85 10.09 66 .06
LEM |
- % of total 9.48 57'76 32.76
frequencies 21 13 37 0 71
EEM
% of total 29,58 18. 31 52,11
LEy | frequencies 14 51 41 0 106
% of total 13.21 48,11 38,68
P3
SEM frequencies 26 10 30 0 66
% of total 39.39 1515 45.45
LEu | frequencies 10 16 23 0 49
o4 % of total 20.41 32,65 46.94
frequencies 34 10 37 0 81
k= %of total
ol ciciloos 41.98 12.35 45.68
LEM |frequencies 8 6 T 0 21
- % of total 38,10 28.57 33.33
EEM frequencies 8 2 5 0 15
% of total
| — . 53'33 13-33 33-33
LEM :requencies 5 1 2 0 8
% of total 62.5 12,5 25.00
EEM :re?x:n:i:s 6 1 2 0 9
NER S50 66.67 11.11 22.22
Table .D.~..'.€".. Language use frequency scores in .QEEE.:A.T.I.V.E ACTIVITIES

LA B B B A

compared for (i) all primary classes (P1-8);

(ii) LEM and EEM, and

(ii1) English and other medium languages.
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MATHEMATICS
SlJBtIEm‘ (E RN E R N B AR A A B N BB B B BN R
.
Language Used
ass Pro- English (L2) NL NL/L2 Arabic | TOTAL
' pect
LEM EEM LEM EEM LEM EEM | LEM EEM
LEM frequencies 4 69 101 0 174
% of total 2.30 39.66 56.05
Pl
pEM | frequencies 37 5 71 0 113
% of total | 32.74 4.42 62.83
LEm |freguencies |1 20 88 ) 131
o % of total 11.45 21.37 67.18
EEM |frequencies 35 1 49 0 85
% of total 41.18 1.18 57.65
|
LEM frequencies 16 29 T4 0 119
o % of total 13.45 24.37 62.18
cEM |frequencies €0 . 38 0 100
% of total 60,00 2.00 38.00
LEM frequencies 31 2 38 0 T1
o4 % of total 43.66 2.82 53.52
EEM frequencies 31 2 38 0 71
%of total 43.66 2.82 53,52
LEM |frequencies 19 0 14 0 33
- S 9% etal 57.58 0.0 42.42
EEM |freduencies 15 0 4 0 19
% of total 78.95 0.0 21.05
LEM frequencies 12 0 2 0 14
% of total 85.71 0.0 14.29
EEM | frequencies 14 0 2 0 16
% of total 87.5 0.0 12.5
MATHEMATICS

Table .?:}:?.

compared for (i) all primary classes (P1-6);
(ii) LEM and EEM, and

(iii) English and other medium languages.

Language use frequency 3Scores in ....eessescessases
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Appendix D2: PEIP vs UPE
Pl EEM
H
PE1P UPE
Language Used % of % of
Frequencles Total Frequencies Total
English (L2) 59 14.94 49 14 .67
Nigerian
7.59 84 25,15
Language (NL) 109 2
NL/L2 Mix 223 56,48 199 59,58
[
Total 395 334
X°=0.85 with df=2: P<£,70
Table D2.1: P1 (EEM) PEIP vs UPE
P2 EEM
PEIP UPE
Language Used
. Frequencies % of Frequencies % of
a Total “1 Total
English (L2) 83 22.58 49 18,92
Nigerian 68 24,37 53 20,46
Language (NL)
NL/LZ Mix 144 51.61 164 59.46
Arablc 4 1.43 } 3 1.16
Total 279 259
T X°=3.33 with df=2; P<.20
Table D2.2: P2 (EEM) PEIP vs UPE
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PEIP vs UPE
P3 EEM
PEIP UPE
Language Used | % ot % of
Frequencies Total Frequencies Total
English (I2) 132 41.38 110 39,71
Nigerian
Language (NL) 36 11.29 33 11.91
NL/L2 Mix 143 44,83 i 128 45,21
|
Arable 8 2.51 6 2.17
" Total . 319 277
X2=0.17 with df = 2: P=£.95
Table D2,3: P3I(EEM) PEIP vs UPE
PEIP vs UPE
P4 EEN/LEM (combined)
PEIP UPE
Language Used = of % of
Frequencies Total Frequencies- Total
English (12) 246 40,39 167 40,44
Nigerian 71 11.66 46 11.14
Language (NL)
NL/L2 Mix 273 44,83 188 45.52
Arabic 19 3.12 “ 12 2.91
Total 560G 413
2
X'=0,12 with df=3: P<:.99
Table D2,4: P4 (EEM/LEM) PEIP vs UPE
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P4 LEM
PEIP UPE
Language Used ' % of % ot
Frequencies Total Frequencies Total
English (1L2) 80 33,33 70 33.49
NI igerian 5 14.58 0 14 .35
(NL) | - 3 .
NL/L2 Mix 116 48.33 ﬂ 103 49 .28
Arabie 9 3.75 8 2.87
" Total 240 209
2 i
X"=0.28 with df=3: P%< ,98
Table D2.53: P4(LEM) PEIP vs UPE
P4 EEM
PEIP || UPE
La Used
neTREs T Frequencies % of Fr ncie * of
4 Total equencles | Total
English (L2) 166 44.99 97 47.55
Nigerian 38 9.76 18 7.84
Language (NL)
NL/L2 Mix 157 42,55 85 41.67
Arabic 10 2.71 6 2.94
i
Total 369 204
2 .
X =0.78 with df=3: P<.,90
Table D2.6: P4(EEM) PEIP vs UPE
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P5 PEIP vs UPE
P5 (LEM-EEM combined)
PEIP UPE
Language Used % of % of
Frequencies Total Frequencies Total
English (L2) 92 48,42 71 55.47
Nigerian 24 12.63 11 8.59
Language (NL)
NL/L2 Mix 70 36.84 41 34,38
Arabic 4 2:11 2 1.56
~ Total 190 128
o
X =2.11 with df=2: P<5.99
Table D2.7: P5 (LEM-EEM) PEIP vs UPE
P6 PEIP vs UPE
P6 (LEM-EEM combined)
PE1P UPE
Language Used % of %
of
Frequencies Frequencies
. Total * Total
English (L2) 90 78,95 47 61.04
Nigerian
5 4,39 8 0.
Language (NL) 1098
NL/L2 Mix 18 15.79 22 28.57
Arabic 1 0,88 0 0.00
Total 114 77
]
X =7.30 with df=2: P%< .05
Table D2.8: P6 (LEM=EEM) PEIP vs UPE
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Appendix D3: Cumulative P1-P6 language frequencies in each
content-subject: LEM-EEM compared.

Primary Science P1l-P6: LEM vs EEM

Used
Frequencieyg ?o::. 1 Freguencies '?o:: 1
Language (NL) " _
NL/L2 Mix 304 221 525
Arabic
Total 533 414 947

Table D3.1: Language choice/use scores for Primary Science in Primary
classes 1-6 compared between LEM ang policy groups. The difference
is significant at P£.001 (X°=89.59 with df = 2).
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Mathematies vs Cultural Activities Pl-P6: LEM

Mathematigs Cultural Activities
Language Used Frequencies 30221 Frequenciles 3;:;1
English (12) 97 32 129.
Nigerian 128 H 323 451
Language (NL)
NL/L2 Mix 317 179 496
Arabie
~ Total 542 534 1076

Table D4.1:

Content-gubject language use scores compared betwsen

Mathematics and Cultural Activities in ths LEM policy group. Score
differences are eignificant at P<,001L (X“=l55.41 with df = 2).
Mathematics vs Cultursl Activities Pl-P6: ERM
Mathematics Cultural Activities
Language Used a4 or % of
Frequencies Total Frequencies Total
English (L2) 192 “ 63 255
Nigerlan
]

Language (NL) : 124 134
NL/L2 Mix 202 157 359
Arabic

Total 404 I 748

Table D4.2:

between Mathematics and Cultural Activities in P1l-Pé fo
Score differences sre significant at P<.001

gLouP.
df = 2) -

2

Language use scores at the content~subject level compared

the EEM policy

X wl64.1 with
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Appendix D3.2 |

Mathematics Fl-6: LEM vs EEM

LEM ERM
Language Used Frequencies- 302:1 Frequencies 302:1.
English (L2) 97 192 289
NL/L2 Mix 317 “ 202 519
Arabic
" Total 542 404 946

Table D3.2: Language choice/use scores for Mathemetics in all
primary classes compared between LEM and . The difference
1s significant at P£.001 (X°=140.46 with df = 2)

A mI.
Creative Activities P1-Pé: LEM vs EEM ppendix D3.3

LEM EEM
Language Used
% of % of
Fr
equencies Total Frequencies Total

English (L2) 49 121 170
Language (NL) 7 41 3
NL/L2 Mix 174 " 183 357
Arahic

Total 399 “ 351 750

Table D3.3: Language choice/use scores for Creative Activities in
all primary classes compared between LEM and EEM policy groups, The
difference is significant st P<,001 (X°»102.68 with af = 2).
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Physical Education vs Creative Activities Pl-P6: LEM

PE Creative Activities

Language Used % of % of

Frequencles Total Frequencies Total
English (12) 88 49 137
Nigerian
Language (NL) 171 176 U7
NL/12 Mix 269 174 443
Arabic
" Total 528 399 927

Table D4.3: Language use scores at the content-subject level compared
between Physical Education and Creative Activities in P1-Pé for th

LEM policy group. Score differences are gignificant at P £.,001 (Xﬁ- _
13.86 with 4f = 2), o

Physical Education vs Creative Activities Pl.P6: EEM

PR II Creative Activities

lLanguage Used % of

Frequenci ! % ot

quencles Total Frequencies Total

English (L2) 188 1,1 | 309
Nigerian
Language {NL) 26 47 13
NL/L2 Mix 233 163 416
Arabic

Tabls D4.4: Language use scores compared between two content-subjects:
PE and Creative Activities in the EEM policy group P1l-P6, Score differences
betwsen the two subjects are significant at P<,001 (X2=15.24 with af = 2],
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Appendix D3.4

Cultural Activities P1-P6: LEM vs EEM
LEM EEM
Language Used % of % of
Frequencies Total Frequencies Total

English (L2) 32 63
Nigerian 323 124
Language (NL)
NL/L2 Mix 179 157
Arabic

Total 034 344

Tﬂble D3 -4 :

all primary classes compared between LEM and EEM groups.

is significant at P< .00l (X°=61.95 with df = 2)

95

447

336

878

Language choice/use scores for Cultural Activities in
The difference

Physical BEducation P1-P6: LEM vs EEM Appendix D3.5
LEM EEM
Language Used
Frequencies % of Frequencies % of
Total Total

English (12) 88 188
Nigerian i . ‘W 26
Language (NL)
NL/L2 Mix 269 233
Arabic
Total 528 447
Table D3.5: Language choice/use scores for Physical Education in

primary classes 1-6 compared between LEM and EEM pclicy groups.
2
difference is significant at P<.,001 (X°=139.77 with df = 2).

276

197

502

975

The
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Primary Science vs R.K. Pl-P6: LEM
Primary Science R.K. R

Language Used Frequencies ;.o:il Frequencies ':To::l
English (L2) 76 37
PAARERAR. it 153 293
NL/L2 Mix 304 174
Arabic

Total 533 504

Table D4.5: Primary Science and R.K. frequencies Eompared in LEM

P1-P6,
af = 2)

Differences are significant at P <,001 (X“=92.04 with

Primary Science vs R.K.: EEM
|
| Primary Science R.K.
Language Used % of
% of
Frequenci
q cles Total Frequencies Total
English (L2) 152 71
Nigerian 1 179
Language (NL) | 4 1
|
NL/L2 Mix 221 161
!
Arabic i
!
Total { 414 411

Table D4.6:
Pl_P6-
2%

Primary Science and R.K. frequencies
Differences are significant at P <,001 (X

compared in EEM

2.125.39 with 4f

113

446

478

1037

223

220

382

825
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Appendix D3.6

R.K., P1-P6: LEM vs EEM
LEQ EEM

language Used Frequencies ?o::I Frequencies 3;::1
English (L2) 37 71

Nigerian 293 179

Language (NL)

NL/L2 Mix 108 118

Arabic 66 43

" Total 504 411

Table D3.6:

1~6 compared between LEM and EEM policy groups.

significant at P£.001 (X°=34.44 with &f = 3).

Social Studies P1-P6: LEM vs EEM Appendix D3.7
LEM EEM
Language Tzed % of % of
Frequencies Total Frequenciea Total
English (L2) 63 151
Nigerian 183 49
Language (NL)
NL/LZ Mix 279 230
Arabice
Total 525 430

Table D3.7:

Language choice/use scoresa for socisl studies in

primary classed 1-6 compared between LEM and EEM poliecy groups.
difference is significant at P< .00l (X°=109.92 with af = 2).

108

472

226

109

915

Language choice/use scores for R.K. in primary classes
The difference is

2

232

509

955

The
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