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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:



4

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
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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).
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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. : :
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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).



51
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.
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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.



66

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;



. 84
(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







