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AN ATTEMPT AT SYSTEMATIZATION IN TEACHING SPANISH
TO MEXICAN INDIAN GROUPS

GLORIA BrAVO AHuJA

Within the framework of our research on teaching Spanish as a
second language, we are particularly concerned with direct
participation in the implementation of an educational program for
some 60,000 pre-school children (from 5-7 years old), who are part
of a total universe of approximately 420,000 preschoolers,
according to the 1970 General Population Census. This program has
emerged in response toc the Mexican Government's policy of offering
bilingual/bicultural education to the different native ethnic
groups in need of being harmconiously integrated into the majority
mestizo group. (1)

Spanish, as a common tongue for all, is a prerequisite for
the attainment of the previously mentioned goal. This problem,
which stems from and has been a part of our idiosyncrasy from the
very origins of our unique make-up is 1living proof of a social
disintegration phenomenon that has been aggravated by our internal
dynamics system.

At present, the fragmentation of our Indian languages is so
great that - according to mutual intelligibility criteria - some
183 languages are spoken in Mexico.(2) This notable sociocultural
and linguistic heterogeneity hinders the implementation. of
contrastive programs for Spanish as a second language, in which
language as well as culture of each of these particular ethnic
groups are contrasted. Thus, the obstacles that must be overcome,
which are ultimately economic in nature, are first of all
theoretical and methodological for we must develop the technology
and instrumentalities suitable for our own circumstances. In
general the problem is underscored, among other causes, by the
scarcity of teachers in the Indian regions; by a lack of personnel
specialized in language teaching; by the need for objective
information concerning the attitudes of Indian groups with regard
to the target language, and finally, by a lack of studies that
would allow us to know the degree of social restrictions which, in
verbal interaction, will determine language selection. If we had
this information we would know what our expectations for
integrative bilingualism were or if what we have is simply a
process of instrumental bilingualism.

The situation described in the previous paragraph might
suggest different alternatives to the policy chosen by authorities
in the field of education, which :is to immediately face the
problem of teaching Spanish to these groups. Nevertheless, this



decision is due - among other reasons - to the urgent nee
eliminate school dropouts, an important factor in the sc
disintegration of Indian children in elementary school. We

that approximately 116,000 children are enrolled annually
elementary school, but only approximately 83,000 pass, of

some 68,000 go on to second grade, that is to say, 58.6% of t
who initially began first grade. We know that language prob
are not the only cause of school dropouts, but they are likel
be one of the major contributors. It is for this reason tha
Plan to intensify this program through educational techni
suitable to our particular circumstances and which specific
cover three basic aspects: teacher training, preparation
educational materials and instruments to evaluate the diffe
facets of the Spanish program. Naturally, this is an educati
pursuit which supplements previous attempts to attain the

goal: unity in the concrete act of speaking a common langu
however, this program is being implemented at a historical p
in time, in the field of education, and it is fitting to re
and promote discussions concerning the dialectic relation
between traditional cultures and modern Western social econ
systems. The results of this exchange of thought will ultima

be reflected in this kind of programs and the teaching mater
that complement them.

~ We have committed ourselves to implement this appare:
optimistic program, insofar as it rests on solid foundations
spite of the fact that for the teaching-learning process o!
second language we still do not yet have a holistic theory t
completely outlines our subject matter; therefore, we believe
may have to increase our monitoring as we progress along
interdisciplinary path which, in principle, is the only rea
scientific approach, while at the same time bearing in mind
fundamental aspects: the still uncertain 1links between theory
practice, mentioned by Chomsky and Thorne, in two well-kn
quotes, the first of which states: "I am, frankly, rat
sceptical about the significance, for the teaching of languag
of such insights and understanding as have been attained
linguistics and psychology...it is hard to believe that eit
linguistics or psychology has achieved a level of theoreti
understanding that might enable it to support a 'technology'
language teaching." Nevertheless, he adds: "It is possible - e
likely =~ that principles of psychology and linguistics,
research in these disciplines, may supply useful insights to -

language teacher. But this must be demonstrated and cannot
presumed. It is the language teacher himself who must validate
refute any specific proposal."(3) Thorne, when asked |

linguistics can be used to its best advantage in langui
teaching, stated: "This is the kind of question you should ask
applied 1linguist not a theoretical 1linguist. As a theoretic
linguist, I would have thought no = not directly. All scientil
advances always have, to use a fashionable word, spin-off, L
it's usually the case that those engaged in work in the fie



never see what this is."(4) On the other hand we should not forget
that long-term concrete results depend not only on our ability to
select the proper methodology based on a solid theory, hut also,
and above all, on the community's ability to positively influence
the present-day marginalizing dynamic process.

Our collaboration with the Ministry of Public Education in
language integration programs began in 1967, through a program
that was closely related to the present one. Our work in
experimental application was carried out at the community level in
several towns in the State of Oaxaca, where a large part of
Mexico's 1Indian population is found. The design of the IIISEO
Method (5) was based on this experience. In 1972 the scope of the
program was broadened and implemented in several communities in
other states as well.

Achievement tests were applied periodically, but it was not
until 1976 that this procedure  became statistically
representative. We focused our attention on a sample of 1,000
children in representation of 7,100 who had been taught the first
of six units that make up the Method. An individual oral test was
applied. 1In addition to determining the degree of achievement
attained, we hoped to verify if the economically sound procedure
of applying only one type of didactic material for teaching
Spanish to the target universe was feasible or not, since
preparation of contrastive materials for each of the 1Indian
languages had been proposed. We also hoped that the test would
define the impact of the socio-economic environment on the child's
learning. In consequence two groups of variables were initially
taken into account. The first group consisted of three linguistic
variables: comprehension, morphosyntaxis and lexicon, and was
aimed at determining whether or not the child had learned what was
taught. The second group, composed of fourteen sociological
variables, responded to the need to circumscribe the Method's
effectiveness in the society where the children lived. It was
decided to include the following variables: lanquage, deqree of
monolingualism, location of the governing center, use of Spanish,
school facilities and materials, age, sex, if the father, mother

and/or brothers and _sisters speak Spanish, school attendance, if
there's a radio at home, whether the child lives in a town or a

farm settlement. Lastly, it was necessary to include a third
control group, composed of two variables: mechanization and order
of presentation, through which we hope to determine, in the first
case, the degreé of mechanization that the children might have
undergone during the teaching process, and in the second case, the
objectivity of the achievement test itself.

The behaviour of the linguistic and control variables for the
Indian children in the sample was compared to the results of a
group of Spanish-speaking children. Similarity in high averages
and standard deviations in both cases allowed us to confirm,
comparatively speaking, that at least at that particular time, the

Indian children were learning by the method.



Analysis of the influence of the sociological variables op
the learning process first focused on the lanquage variable. Due
to the nominal nature of this variable it was necessary to carry
out a unidimensional analysis with a dummy variable, The
interpretation of these results showed that none of the fourteen
sociological variables exercised a specific influence on
achievement. The language variable itself only explained 12.84% of
variance in comprehension and 23.57% in morphosyntaxis and
lexicon. Such empirical evidence justifies the efficiency of a
similar application of this method to different groups of Indian
language speakers. (6)

Up to this point we have synthesized our first years of
experience, both in the field of applied linguistics, as well as
in the field of coordinated work for educational pPurposes;
teaching, preparation cf materials and administration.

For us, this new program is a second stage of experience and
as a matter of fact, there is an excellent Sequence in both
didactic material as well as in the infrastructure in which the
material is included. We are now using the Integral Method, which
is the end product of changes made in the IIISEO Method, based on
the results described above. 1Its theoretical-methodological bases
are the same and it sustains the same arguments conducive to the
attainment of the goal of bilingual/bicultural elucation. Its
pedagogical foundations are based on the use of the mother tongue:
it does not seem advisable to forbid use of the mother tongue in a
foreign language course, for it may help make teaching more
efficient. According to Smith, "Ten seconds of the native
language, however, can avoid ten minutes of pantomime and days or
weeks of misperception."(7) Tentatively we have opted to be
"aligned”, although not too orthodoxly, to the audio-lingual
school as represented by the audiovisual variant. Of course we do
not blindly concur with dry behaviouristic theory, accepting that
verbal behaviour will respond exactly to three events: stimulus,
response and reinforcement. We are alert to "the basic premise
that underlies most of the research that has bheen done on child
second language acquisition: that the cognitive structure which
all normal children possess plays a major role in the way they
learn a second language. Given this premise, the basic research
question is: what is in the child's head that governs or quides
what he learns?" This view of learning is obviously not new. It is

e basis of Chomsky's work in linguistics, of Roger Brown's work
in first language acquisition, and basically of Piaget's work in
developmental psychology that point to the relationship between
language ability and manifestations of intelligence.(3) ™o point
out the general lines we wish to emphasize in the Integral Method,
it is sufficient to state that we are tenaciously seeking out
linguistic creativity in the child through activities and ganes
that stimulate his psychomotor, cognitive, and social affective
development and which, in some way, are connected to the specific
moment in which he learns the second language.




Quantitatively speaking, this program should increase
activities in the following ratio: instead of 1,970 extension
worlkers who taught Spanish to 29,000 children, there <will now e
2,700 who will reach 0,000 childron, The progran will tFe
implemented in strategic points in the States of Chiapas,
Chihuahua, Guerrero, Oaxaca, Puebla, Queretaro, "an Tuis Potosi,
Sonora, Tabasco and Veracruz.

The type of training offered to those who apply the Integral
‘lethod was not carried out in the same fashion as in our earlior
experience at a state level in Naxaca.(9) At present, intensive
courses for Spanish language extension workers are being given hy
specialized teachers, and we plan to continue to offer them on a
regular basis. In general, the proposal to carry out this
intensified stage 1is consistent with our immediate reality and
represents a strong challenge for solid coordination.

The input of the design of this program rests on the
foundation of many years of experience, the product of the '"lexican
Indian reality. Original theories and techniques have stemmed from
this reality and are concretely linked to the problem set forth in
this paper - the need to readapt Indian education to our own
particular historical moment - which, in turn, could solve our
task of dialetically interrelating traditional societies and
modern systems. A very important idea related to Indian tradition,
for the problem we are dealing with, has been the establishment of
a mechanism that has allowed us to employ a relatively high number
of teachers and extension workers who are from Indian backgrounds.
Through this team of teachers it is possible to generate nuclei of
planned integration, since they provide a link bhetween Western and

traditional cultures and are in a position to foster changes and
breakthroughs.

Present projects for Indian integration follow along the lines
of the Mexican rural school, famous during the 1229's and 1939's.
This school of thought was convinced that the subject of education
was not just the child, but rather the community as a whole.
Indian education, in the last stance, should he seen within the
framework of regional development, which will allow for the social
and economic integration of the Indians into the nainstream of
national 1life. If we pursue this goal, we will find a social
attitude that will facilitate the wor) we are concerned with:
suitable naterials for bilingqual/hicultural education. "ith
reference to language, we can work with these materials under the
assumption that even if a common lanquage does not gquarantee
harmonious integration, without one it would be impossible to
attain this goal. With respect to culture, we trust that the
opportunity to enjoy cultural satisfaction contained in the human
capacity to assimilate values which come from other systems has
not been exhausted. Marmor states that "a biosocial frame of
reference can be adopted, by which heritage and environment are
fused during the process of perSOnaI{ty development and hecome a
new element: the nature of mankind."(19)




1)

3)

4)
5)

6)

7)

8)

FOOT TOTES

“'exico is a country with a significantly high concentration
of Indians. Some 7 nillion Mexicans are of Indian blood ang
represent 53 different ethnic groups.

our responsibility in the educational fiecld - such as the
specific tasks we are dealing with in this paper - i3 haseqd
on the activities that we as researchers carry out in the
Rescarch Center for Social Integration (CIIS), which is a
decentralized government agency of an advisory nature.

A report published by the Summer Institute of Linguistics on
August 21, 1975 in response to a request by the Ministry of
Public Iducation states that "It is estimated that there are
183 1languages in Mexico". This document explains the
institution's views on what constitutes a language as being
unique, special and different from all others. "Our criterion
is based on mutual intelligiblity. If the inhabitants of two
groups or communities can understand each other well when
using their own vernacular language, then they both speak the
same language (even though the groups may speak two different
dialects within the same language). If, on the other hand,
two individuals from different communities try to communicate
with each other through their respective vernacular languages
and cannot understand each other, they will be considered
speakers of two different languages. Mutual intelligibility
tests are carried out by means of tape recorded stories,
which are played back in a different place from where they
were recorded. For example, if Mixtecs from town A understand
less than 80% of what was recorded from town BRB's language,
and the inhabitants of town B cannot understand the stories
recorded in town A, then they will be considered speakers of
two different languages."

CHOMSKY quoted by CORDER in Introducing Applied Linquistics.
Penguin Education, London, 1973, p. 143 (Penguin Modern
Linguistics Texts).

THORNE quoted by CORDER, Iden.

BRAVO AHUJA, Gloria et al.

Método audio-visual para la enseffanza del espaMol a hablantes
de Tengua indlgenas, Secretaria de Educacién Pablica,
Instituto de Investigacibn e Integracién Social del Estado de
Oaxaca, México, 1972, 3 vols., XXXIII + 263/270/249 pb.

BRAVO AIIUJA, Gloria.

La __ensehanza del espaKol a los indigenas mexicanos rl
Colagio de Mexlco, Nbelon, 1977 357 Ladanas Rexicance,
SMITH, Pillip n.

Toward a Practical Theory of Second Tanquage Instruction
The Center for Curriculum hevelopment, Philadelphia, 1071, D-
43. (Language and the "Teacher: A Series in Applied
Linguistics, no. 16).

DULAY, Heidi and BURT, Marina.
"Creative Construction in Second lLanguage Learning and




9)

10)

Teaching”, Hew Directions in Second Language Learning,
Teaching and Bilinqual Tducation, Teachers of ©“nglish to
Speakers of Other Languages, Washington, D.C., 1975, p. 23.
The Institute of Research and Social Integration of Oaxaca
operated from 1969 to 1976. e hoped to create an
institutional model, and in fact we believe we did just that.
During the time we were in charge of this institution, which
is presently under a new administration, five classes of
bilingual/bicultural extension workers and other
professionals were graduated. IIISNO was considered to be
"the Indian bureau that had and carried out the best training
program for cultural extension workers". (AGUIRRE BELTRAYN,
Gonzalo. lla fracasado el indigenismo? Reportaje de una
controversia (13 de septiembre de 1971). Secretarfa de
Educacidn Pdblica, Mexico, 1971, pp 16-17. (SepSetentas 9).
Nevertheless, IIISCO's structure requires expenses and
attention that perhaps still are not feasible for our
particular situation.

MARMOR, quoted by AIZA, "Los valores culturales en el
psicoanflisis" Cuadernos de Psicoandlisis, Vol. II, no. 3
and 4, Mexico, July-December, 1966, p. 90.




LANGUAGE POLICY AND PRACTICE IN EDUCATION IN GHANA

[saac K. CHINEBUAH

Introduction

Almost all African countries are multilingual communities.
Ghana, for example, with a population of about 10 million has as
many as 56 indigenous languages with English, an imposed European
language, as the official language. In a national community such
as Ghana, where there is more than one language available to its
members, there is a need to make decisions about the official
medium of communication in those areas of social 1life of the
community which it regards as essential. Some of these important
areas may be summarized as:

1. Political
(a) international communication (both within and outside
Africa). 2 .
(b) intranational cormmunication (day-by-day business of
government) .

2. Educational

(a) language(s) of instruction.
(b) language(s) of study.

3. Cultural: the language(s) of national culture.

In the specific field of education, the issues that have to
be wurgently decided, within the context of clearly-defined
national goals of education, are: (a) what language or languages
are to be used as media of instruction at various levels of the
educational system? (b) what language or languages are to be
taught as compulsory or optional subjects for study? and (c) what .
proportion of school time is to be earmarked for which language?

Throughout the history of education in Ghana, the Vernacular
and English have served both as subjects of study and media of
instruction, but their respective roles, particularly at the
primary school level, have heen subjected at various times to
shifts of thought with consequent changes of policy. The object of
this paper is to review the 1language policy decisions and
statements that have been made from the earliest days of formal
education in Ghana to the present day and the educational
practices that have been followed as a result of the language
policies adopted; and then to set out the main features of Ghana's
language policies in the field of education; and finally, in view



of the lack of research data on which language planners and
policy-makers .can depend, to outline a pProgramme of
sociolinguistic research projects, with some references made to
relevant research findings, as a source of adequate information on

which realistic language planning and language policy formulation
can be based.

The early years

During the early years of western education in Ghana, the
education work 1in the country was due mainly to the pioneering
efforts of the various Missionary Societies: in particular, the
Society for the Propagation of the Gospel (S.P.G.), the Basel
Missionary Society, the Wesleyan Mission, the Bremen Missionary
Society and the Roman Catholic Mission. -

At this point in time, the Romantic Movement in Europe had
stimulated European interest in African vernaculars. The resultant
insistence of Protestantism in Europe on the importance of the
vernacular in evangelism and worship found expression in Africa,
during the 19th century, in their study and reduction to writing
of African languages and their desire to put them to educational
and religious use. There was indeed an element of vested interest
in the missionary promotion of indigenous African languages, since
the Christian Missions were anxious to obtain a vernacular medium
for the propagation of the gospel. It is, however, to the eternal
credit of the Christian Missions that it was they who first raised
the question of the appropriate medium of education in Africa and
promoted the practice of teaching in the vernacular in the schools
they had established in the country. Of the Christian Missions at
work in the country the Basel Mission excelled in the wealth of
scholarship which its missionaries brought to bear on the study of
the vernaculars, in particular Twi and Ga, and the insistence on
the acquisition of the vernaculars by its missionaries. No
missionary of the Basel Mission was allowed to marry who had not

proved by a strict examination  his proficiency in the
vernacular. (1)

The schools run by the various Missions differed widely in
their systems of management and it was mainly for this reason that
the colonial administration drew up in May 1882 the first
Education Ordinance(2) under which Rules with accompanying
Schedules were afterwards formulated. These Rules were for the
most part based on the Code in use in England and very little
attempt was made to adapt courses to local conditions. The first
Education Ordinance, amended in the latter part of 1882 and
subsequently in 1883, provided for instruction in Reading and
Writing of the English language, Arithmetic and, in the case of
girls, Needlework. English Grammar, Fnglish History and Geography
could alsoc be taught at the option of the teacher.
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In addition, the Education Ordinance of 1882 sub-classified
schools of primary education into (a) Government Schools and (b)
assisted Schools. In the government schools the emphasis had long
been on English, with some vernacular work for the very young
children. In the Mission or assisted schools vernacular studies
received considerable attention. But in his inspection report
presented in 1884, the first Inspector of Schools of the West
African Settlements, Rev. M. Sunter, described the local languages
as "only interesting to the Comparative Philologist and never
likely to become of any practical use in civilisation".(3) He
accordingly recommended that grants to the Missions for reading in
the vernacular should be only temporary, until they were able to
replace it by English teaching right from the beginning. (4)

Generally speaking, educated Ghanaians outside the Missions
showed little interest in their mother tongue. They tended to see
in the use of the vernaculars in education and administration the
danger that progress for the African peoples and their advancement
into the modern world would thereby be arrested.

J.E. Casely Hayford was probably the first Ghanaian to
criticise publicly, in a letter to the "Weekly News" of 5th May,
1908, the prevalent practice of starting children's education in
the English language, to which he attributed later inconsistencies
of character. Towards the end of the 19th Century, however, there
came about a significant change in the attitude of educated
Ghanaians towards their mother tongue. "The Gold Coast Nation" of
10th September, 1914 commented favourably on this cultural
revolution:

"A hopeful sign of racial advancement is the tendency of
native scholars to appreciate their mother tongue and the
evincement of natural thirstiness after native literature.
A short while ago the majority of our scholars thought it
most detractory from their training to be heard speaking
their mother tongue in public. Some went to the extent of
thinking it a 'grand' thing to affect gross ignorance of the
vernacular and would not so much as listen when accosted in
it ... Now there is no scholar but holds the vernacular to
be as good as the most elegant foreign language”.

The Period 1920-1923

It was, however, not until 1920 that the supremacy of the
English language in the school system was seriously challenged by
the language policy recommended by the Educationists' Committee.
Governor Guggisberg had embarked upon educational advancement with
characteristic energy and foresight. As a preliminary measure at
reforming the inadequacies of the existing educational system,
Guggisberg appointed on 5th March 1920 the Educationists'
Committee with the following terms of reference: "to investigate
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past educational efforts in the Gold Coast, their succss or
failure and the reasons therefor and also to consider, and report
on the principles, methods and policy governing the progress of
education in the Gold Coast; and to consider the whole educational
policy and then to report and make recommendations.” The
Educationists' Committee produced a comprehensive repart, (5) which
included an informative historical survey of educational work in
the country and recommendations which covered the whole range of
educational activity. As far as language policy in education is
concerned, the Committee sounded a new and significant note: "We
recommend that the Vernacular should be the medium of instruction.
English should be a subject of instruction, and introduced as
early as possible. Opportunities should be taken to combine the
Vernacular with English, particularly in regard to games". The
reason given for this particular recommendation was that "children
cannot be interested unless they understand what they are doing
and what is being said to them. There can be no real imagination
if a child merely repeats by memory certain sounds the meaning of
which he does not understand. In later 1life he can acquire
additional knowledge through the English language, hence the
necessity for making English a subject in Infant Classes when the
acquisition of a language is easy"”.

Governor Guggisberg hailed this recommendation as "probably
the most important of all the Committee's recommendations" and
directed that the European staff must learn the (local) language
"as without it I fail to see how an Inspector can tell |if
instruction is being clearly and methodically given”.

Educational progress in the Gold Coast was not proceeding in
isolation from the outside world. A welcome external stimulus came
from the Phelps-Stokes Commission on Education in Africa. The
Commission visited West Africa in 1920-1921 and East Africa in
1924, The West African report published in 1922 (6) was the first
widespread survey of educational needs and problems in West
Africa. The report paid much-deserved tribute to the educational
work of the missionaries, but criticised them for failing to adapt
school work to African conditions. Turning to the language of
instruction in schools as an important aspect of educational
adaptation, the report recognised that practically all the
colonising nations in Africa had imposed their languages upon the
people and discouraged the use of the vernaculars, as had often
been done by dominant groups in Europe. Such language policies the
report regarded as unwise and unjust and made the following

comment:

" reciation of the European language, the value
o?itgef::ti:gptongue is immensely more vital, in that it is
one of the chief means of preserving whatever is good in
Native customs, ideas and ideals, and thereby preserving
what 1is more important than all else, namely, Native
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self-respect. All peoples have an inherent right to their
own language. It is the means of giving expression to their
own personality... No greater injustice can be committed
against a people than to deprive them of their own language.
It is interesting and significant to note that one of the
first and most emphatic demands of the nations that are now
endeavouring to realize self-determination is to
re-establish their own language." (7)

The Phelps-Stokes Report suggested that in determining the
language of instruction, the following factors were to be taken
into consideration:

(1) that every people have an inherent right to their Native
tongue;

(2) the multiplicity of tongues shall not be such as to
develop misunderstandings and distrust among people who
should be friendly and cooperative;

(3) every group shall be able to communicate directly with
those to whom the government is entrusted:

and (4) an increasing number of Native people shall know at least
one of the languages of the civilised nations.

In the application of these factors the Report cautioned that
due consideration should be given to the ascertained local
conditions, and put forward the following recommendations as
guidelines to governments and educators:

(1) The tribal language should be used in the lower elementary
standards or grades.

(2) A lingua franca of African origin should be introduced in
the middle classes of the school if the area is occupied
by large Native groups speaking diverse languages.

(3) The language of the European nation in control should be
taught in the upper standards.

In a Legislative Council debate in March, 1923, Guggisberg
referred to the Phelps-Stokes Report as 'the book of the century,
a combination of sound idealism and practical common sense',  and
sought to model Gold Coast education on the lines suggested by the
Commission. (8)

The period 1923-1945

The reports of the Phelps-Stckes Commi
studied in London, and in accepting ::éon ::i: ‘i§§1§;°’§t§
responsibility for education in the colonies rEhe British
Government was much influenced by them, Thus in ¥ ber 1923, a
second important outside stimulus to educational .gvemlo ent ;as
provided by the appointment of the Advisory Cbmmit::: ﬁﬂ Native
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Education in the British Tropical African nNependencies to advise
the Secretary of State for the Colonies on educational matters and
r+o assist him in advancing the progress of education" in British
tropical Africa. The memorandum produced by the Advisory Committee
in 1925 (9) set out the principles which were to guide British
educational policy in Africa and recommended, inter alia, that
"the study of the educational use of the Vernaculars and the
provision of textbooks in the vernaculars were of primary
importance and qualified workers should be set aside for this
purpose”.

The Advisory Committee supplemented the initial statement of
policy by memoranda on special subjects including a tentative one
on "The Place of the Vernacular in African Education" and invited
observations from those who had knowledge of local conditions. On
the basis of opinions received from Africa, the Advisory Cormittee
produced. in 1927 the first comprehensive policy statement on
language teaching in African schools in a memorandum on "The Place
of the Vernacular in Native Education". (1) The Committee
recommended that vernaculars nmnust be used in the first stages of
elementary education and affirmed the great importance of
retaining the use of the vernaculars not only in the early stages
of education but throughout school life. The Committee, however,
identified three main difficulties of vernacular teaching: first,
the enormous number of different languages and even dialects of
the same language; second, the impossibility of training teachers
in a multiplicity of languages; and third, the impossibility, for
financial reasons, of providing textbooks and general literature
in more than a limited number of native languages. Apart from
this, the Committee was gratified to note that in almost all
African countries there were Vernaculars already in use in
schools, which have increasing value as educational media. In the
case of the Gold Coast mention was made of Akan as the most
important language as well as of Ga and Ewe.

In addition, the Committee affirmed the importance of a
knowledge of English, particularly since it was a necessity in all
intermediate, secondary and technical schools. And for this reason
the Committee recommended that the introduction of English should
not be delayed too 1long and its teaching should be handled by
competent teachers; and since one of the major incentives for
Africans in sending their children to school was to enable them to
acquire a knowledge of English, any delay in introducing the study
of English, the memorandum claimed, would be interpreted by
Africans as "as attempt by Government to hold back the African
from legitimate advance in civilisation”. On the subject of the
changeover from the use of the Vernacular to English as a medium
the Memoramdum was rather vague and made no specific
recommendations as to when and how this should come about, apart
from endorsing prevailing opinion that a transitional period of
one year should be allowed during which the pupils should devote
themselves almost entirely to the learning of English in order to
facilitate the acquisition of the new medium.
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In view of the educational changes and developments which had
taken place in the sixteen years since the memorandum was drawn
up, the Committee produced in 1944 a memorandum on "Language in
African School Education”,(11) the object of which was to examine
the general policy and consider its application. The memorandum
made specific recommendations on the timing of the changeover from
the Vernacular to English as a medium. Recognising that the
central aim in African education is to keep it truly African, but
that there was a claimant need for a knowledge of English, the
Committee recommended that all education should be through the
medium of the Vernacular in the first three years. In the 4th year
English would be introduced as a subject and then, in the 6th
year, there would be a switchover to English as a medium in
selected subjects; and from then until the 9th year the use of
English as the medium would be gradually increased until finally
in the 10th year English would become the medium of instruction in
all subjects. The recommended plan can be summarized as follows:

18t - 3rd Yea Vernacular only
4th " English introduced as a subject.
6th . English as a medium in selected
subjects.
7th - 9th * English gradually increased
as a medium.
10th » English as a medium.

Among the significant consequences of this new emphasis on
vernacular studies was the institution at the School of Oriental
and African Studies, London University, of language studies at the
higher levels of scholarship as well as intensive language courses
in Akan (Twi and Fante), Ga (Accra, Adangme and Krobo), Ewe, Mole
(Moshi), Dagomba, Nankanni and Hausa meant for missionaries and
administrative officers preparing for the Lower Standard
Examination of the Gold Coast Board of Examiners first constituted
in 1925.(12) And the publication of the international African
Alphabet by the International African Institute in 1927 revised in
1930 stimulated the orthographic standardisation of a number of
African languages. By 1955, according to Lord Hailey (1957), well
over sixty vernacular languages in the British colonies had

-officially adopted the 'Africa'’ script. (13)

Within the Ghana education system, the study of the
vernacular received considerable boost. At the primarI schoo%
level, Rule 25 of the Rules made under the Education Ordinance °1
1925 prescribed that "in the Infant Classes the vernacular ahalt
be the medium of instruction whenever the nature of the subjec
permits its use". The vernaculars used were Twi, Fante, Ga, Ewe
and Nzema. Simple spoken English was also prescribed as a subjacti
The reason for the use of the vernacular as the medium ©
instruction in a child's fundamental orientation at school Wl:
that it would "ensure that the reception of knowledge is ﬂ°h
delayed by any unfamiliarity with the language in which suc



15

knowledge is imparted."(14) In the Junior standard classes
(standards I-III), the vernacular was also used as the main medium
of instruction, but reading and writing (including elementary
composition and dictation) of English were taught as subjects. And
in the Senior standard classes (Standards IV-VII) the vernacular
gave way to English as the medium of instruction and English
became almost exclusively the language of the schools, although a
certain amount of time in these classes was devoted to the reading
of the vernacular. (15) Considerable progress was achieved in the
use of the vernacular as the medium of instruction, particularly
in the infant classes and by the end of the year 1928-29, the
pirector of Cducation reported as follows: "Vernacular as the
medium of instruction for infants has become almost universal,
with beneficial results. The increased interest that children now
show is undoubtedly largely due to the fact that they are familiar
with the language by which their knowledge is imparted, and can
devote all their conscious thought to grasping that knowledge.
When English was more frequently used by teachers, the young
child, because of his slight grasp of that language, had to pay
such close attention to it that he had little thought 1left for
anything further. Such increased interest means a quicker
reception of knowledge, so that the vernacular as a medium of
instruction definitely helps forward the aim of a two year infant
course”. (16)

The vernacular was, however, not tested in the Primary School
Leaving Examination. To redress this situation, the Education
Committee (1937-41) (17) appointed at the request of the 1local
Board of Education "to examine the existing educational system in
the Gold Coast and to make recommendations where necessary for its
modification" recommended, among others, the inclusion of the
vernacular in the Primary School Leaving Examination. This
particular recommendation 1led to increased provision being made
for the study of the vernaculars in the senior classes of the
Primary School and caused authors to turn their attention to the
Preparation of books suitable for use in these classes.

At the secondary school level, the pursuit by the University
of Cambridge Local Examinations Syndicate of the general policy of
adapting examinations to suit the peculiar educational needs of
each territory led to the acceptance of four Ghanaian languages as
Ssubjects of examination equivalent to other ,Janguages: Twi and
Fante in 1930-31 (18), Ga in 1933-34 (19) and Ewe in 1934-35, (20)
Following the lead given by the Cambridge Local Examinations
Syndicate, the University of London in 1934-35 accepted Twi, Fante
or Ga as a subject which counted, among others, towards exemption
from its Matriculation Examination. Ewe was subsequently accorded
the same recognition.

The net effect of the acceptance and recognition of the four
1anguaggg and the conseguent introduction of syllabuses and
examination papers on them was that interest in the Ghanaian



















































































































































































































































































































