
 

 

 Abdul-Aziz Mustapha  

  Language Policy and Planning - A Comparative Study on the Implementation of Language 

Policy in the Northern Region and the Ashanti Region of Ghana  

Master’s Thesis 

FACULTY OF EDUCATION 

Education and Globalization 

2022 

 



 

2 
 

 

University of Oulu 

Faculty of Education 

Language Policy and Planning - A Comparative Study on the Implementation of Language Policy in the 

Northern Region and the Ashanti Region of Ghana (Mustapha Abdul-Aziz) 

Master’s Thesis, 51 pages, 6 appendices 

May 2022 

This comparative study looks at the implementation of Ghana’s 2007 language in education policy 

between two linguistically distinct regions in Ghana, the Northern Region (NR) and the Ashanti Region 

(AR). The aim of the study was to find the reasons for gaps in the implementation of the policy. Therefore, 

to achieve this aim, 24 teachers from the two regions responded to a questionnaire on their Ghanaian 

language training, their Ghanaian language background, and their classroom students’ language 

composition. From these teachers, four participated in an interview to discuss their language policy 

implementation strategy and their motivations for the choice. The study found that fewer of the 

participating teachers in the Northern Region had Ghanaian language training in Dagbani (the approved 

language of NR) than their counterparts who had Ghanaian language training in Twi (the approved 

language in the AR). The study also showed that more teachers in AR were literate in Twi than there were 

teachers in NR who were literate in Dagbani. A further revelation in the study was that there was a greater 

match between students and teachers in AR than there was in NR. Another finding was that the language 

policy was not strictly adhered to. The study implied that there is a need for education on the advantages 

of early grade education in indigenous languages. It also implied that Ghana Education Service consider 

student-teacher language match when deploying teachers for service. Additionally, teachers view should 

be considered in the formulation of policies. A future enquiry into understanding the implementation 

language policy in multilingual classroom from varied perspectives, including that of parents, students, 

administrators, and the community at large will provide a more holistic outlook of language policies. 

Keywords: Language policy and planning, Multilingual, L1, Mother Tongue, Medium of Instruction. 
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1. Introduction 

 

1.1 Background 

Language is an essential part of education, especially in the initial stages of a child's education. It 

is no surprise that when a child is in the early years of his formal education, UNESCO (1953) 

strongly recommends using his or her first language (L1) as the Medium of Instruction (MoI). 

Many ministries of education have raced to find a suitable design and implementation strategy of 

a language policy for the provision of quality education for their students. However, disparities 

between language policy and practice are a source of constant debate for advocates of mother -

tongue-based education (Nugraha, 2019). The pedagogic issues that dominate most studies on 

primary education in developing countries are rarely addressed in relation to the question of MoI 

(Martin, 1999). Lipson and Wixson (2004) found that it is mainly the methods used by teachers in 

the classroom that are causing this low literacy achievement level in Ghanaian students. 

Nonetheless, there is not enough knowledge of how students interact in multilingual contexts . 

Yevudey (2017) argues that the prescribed medium of instruction is different from the actual 

medium of class interaction and we need to collect more data on multilingual classroom 

interactions, since the language used for instruction plays a crucial role in school learning.  This 

research sought to understand the gap between policy and implementation of the Ghana’s language 

in education policy in two of the sixteen administrative regions in Ghana, the Northern Region, 

and the Ashanti Region. These regions were chosen for their different linguistic dynamics. 

Ghana is a country that has diverse indigenous languages. Scholars are not able to agree exactly 

on how many indigenous languages are spoken in the territory. Scholars put them between 40 and 

81 (MOE, 2018). The reason for this inconsistency is due to the definition of what a tribe or ethnic 

group in Ghana is. Ansah (2014) had it that each language group contains a swarm of socio-
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culturally and linguistically similar ethnic groups that do not think of themselves as homogenous. 

For example, the Akan, which is the largest ethnolinguistic group in Ghana is made up of mult ip le 

groups who speak differently but are able to understand each other (Ansah, 2014). These groups 

include Asantes, Akwapem, Fanti, Nzema. They are primarily distinguished by the fact that they 

each have their own political systems. Similarly, the Mole Dagomba in the northern part of Ghana 

is also constituted by a cluster of sub-ethnic groups -the Dagomba, the Nanumba, the Mamprusi, 

and the Mosie - whose dialects are intelligible but consider themselves quite different interna lly 

(Kusimi, Fobil, Atuguba, Erawoc, and  Oduro, 2006). Although a few of the languages, Dabomba, 

Asante Twi, Ga, Ewe, have native speakers that can run well into millions of speakers. Many of 

languages have very few speakers with some having less than 100,000 speakers (GSS, 2021). In 

fact, over 90% of the Ghanaian population speak 5 indigenous languages identified in Ghana 

(Ansah, 2014). 

 For education, print publication and multimedia broadcasting purposes, the government of Ghana 

has recognized 9 of the indigenous languages (Twumasi Ankrah, 2015). The languages selected 

as part of the indigenous language strategy represents a strategic representation of the general 

population. The majority of residents in every region in the country speak any one of the 

indigenous languages as a mother tongue or, at least, as a second language (L2). Although these 

indigenous languages are studied in schools, none of them has risen to the level and offic ia l 

language. Other languages that are widely spoken in Ghana but are not indigenous to the land 

include Hausa and French, and English. Ansah (2014) argues that Ghana being a member of the 

Economic Community of West African States (ECOWAS) has encouraged the use of Hausa, 

which is historically a trade language in the West African sub region. French on the other hand is 

spoken in different degrees by mostly residents that share borders with Ghana’s three francophone 
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neighbors. English, which is also Ghana's official language, is the most widely spoken foreign 

language. This is because English was inherited from Ghana's colonial past.  

1.2 Ghana's Education System  

Education was designed in the colonial period to support missionary efforts, educate children of 

European traders, and sustain the colonial government (Akyeampong, Djangmah, Oduro, Seidu, 

Hunt, 2007). However, in the run up to independence, massive investments were made to improve 

the country’s socio-economic development. The Accelerated Development Plan of 1951 was one 

of those initiatives. The goal of the plan was to encourage the use of education as a means for 

speeding up the implementation of government policies (Takyi, Amponsah, Asibey, & Ayambire, 

2019). Over the next few decades, the education system will be marred with countless challenges 

which would necessitate the formation of several committees to offer advice on dealing with these 

challenges. The Dzobo committee, for instance, proposed the reduction of pre-tertiary education 

from 17 years to 12 years and increase teacher pupil contact hours, among others (Wilson & 

Samuel, 2013). Until 1987, the Ghanaian pre tertiary education system was divided into three 

phases: a six - year primary cycle; a four - year middle cycle; and a seven-year secondary system 

(the first five years of secondary school led to an Ordinary Level Certification, and the final two 

years led to an Advance Level Certification); (World Bank, 1996:2). The reformed system required 

students to complete six years of primary school, three years of Junior Secondary School (J.S.S.) 

and three years of Senior Secondary School S.S.S. before advancing to a tertiary institution.  

Under Ghana’s Education Act of 2008, the education system is divided into 3 levels. As shown in 

Table 1, there is the basic level, the secondary level, and the tertiary level. The Basic level includes 

the first two years of kindergarten, the next six years of primary school, then the last three years 

of junior high. The Secondary level includes three years of either senior high school (S.H.S.), 



 

9 
 

Technical and Vocational Education and Training (TVET), agriculture, business, or apprenticeship 

training. Lastly, the tertiary level consists of higher education institutions such as colleges of 

education (COE), polytechnics (now technical universities), universities, and others that grant 

degrees and diplomas (MOE, 2018)   

Table 1  

Ghana Education System 

Tertiary  Postgraduate 

University(undergraduate) 

University(undergrad) /Technical University/ Teacher Training/ Nursing Training 

University(undergrad)/Technical University/ Teacher Training/ Nursing Training 

University (undergrad)/Technical University/ Teacher Training/ Nursing Training 

Secondary Senior High 3/TVET/Apprenticeship 

Senior High 2 /TVET/ Apprenticeship 

Senior High 1/TVET/ Apprenticeship 

 

Basic 

Junior High 3 

Junior High 2 

Junior High 1 

Primary 4,5,6 (Upper Primary) 

Primary 1,2,3 (Lower Primary) 

Kindergarten 1,2 
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1.3 Ghana's Language Policy 

There have been many versions of language in education policy since Ghana gained independence 

in 1957. It can be seen throughout the evolution of the Ghanaian language policy that it fluctuates 

with each government that takes power (Anyidoho, 2018). Currently, Ghana is running a language 

in education policy that stipulates the use of the dominant Ghanaian language in the area as a MoI 

from kindergarten to primary three, and where necessary English, while English is studied as a 

subject until it takes over as the MoI from primary four, while Ghanaian language becomes a 

subject of study (Ampiah, Kwaah, & Adu-Yeboah,2017; Ansah, 2014). The Ghanaian language is 

a mandatory subject of study until the end of Junior High School (J.H.S.), then it is made optional 

in S.H.S. It is however studied as a mandatory subject for 2 semesters in 6 semester teacher training 

colleges (MOE, 2018), but quite apart from that, most Ghanaian students conclude the study of 

Ghanaian language by the end of J.H.S.  

1.4 Study Context (Northern Region and Ashanti Region) 

The study will be conducted in two administrative regions – the Northern Region and the Ashanti 

Region. I chose these regions due to their linguistic homogeneity and heterogeneity. Ghana is made 

up 16 administrative regions. These regions are further divided into 260 district assemblies 

(Ministry of Local Government and Rural Development, 2018). District assemblies in Ghana are 

the backbone of the local government system, which are responsible for coordination of sub-

structures and producing wealth for local residents and communities (Arthur, 2020).   

The Northern Region, prior to the regional restructuring in 2018, was the biggest region in terms 

of land mass. It is a region home to several tribes including the Dagomba,  Mamprusi, Gonja,  

Nanumba, Komkonba, Chokosi, Basare, Tampulma, Bimoba, Nawuri, Nchumuru,  and Vagala 

(Awedoba, 2009). After the restructuring, the region was split into Northern Region, North East 
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Region, and Savanah Region, separating the territory dominated by the Mamprusi and Gonja into 

North East and Savanah regions, respectively. Thus, the previous Northern Region, which was the 

biggest in terms of size does not exist anymore. Rather, it has now split into 3 regions which are 

dominated by the Mamprusi, the Gonja, and lastly the Dagomba people which are North East, 

Savanah, and Northern regions respectively. The name “Northern Region” was not changed even 

after the restructuring process. For the purpose of this research, the Northern Region is referred to 

as the current one which is the restructured Northern Region. Tamale is the capital and as of the 

2021 census, the region's population stood at 2,310,939 (GSS, 2021). The region has 26,524 square 

kilometers of total land area (GSS, 2021). The main language spoken in the region is Dagbani. 

The Northern Region is one of the poorest regions in the country. The major economic activity in 

the region is agriculture. Yahaya (2021) found that many young people from the Northern Region 

migrate out of the region due to poor ecological conditions, economic conflict, and the lack of 

social amenities. Education in the region is one that is not at par with its southern counterparts. 

According to Abukari, Mashoud, & Andani (2020) formal education system in northern Ghana 

started later than elsewhere in the country, and regional disparities in academic achievement have 

remained a cause for concern for governments and education officials throughout the country. 

Education is especially lagging in the rural areas with respect to infrastructure, teacher quality, and 

enrollment (MOE, 2019) 

The Ashanti Region, which has its capital in Kumasi is one of the richest regions in Ghana. Asante 

Twi, which is one of the sub dialects of Akan is spoken throughout the region. The region covers 

a land area of 24,389 square kilometers with a population of 5,440,463 (GSS, 2021). The region 

is famous for its gold mining industry and cocoa cultivation. For this reason, it sees an influx of 

people all over the country to participate in these economic ventures. Again, the region is highly 
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arable and farmers from regions with less arable land usually migrate there to engage in farming 

activities. It is no surprise that although Northern Region’s land mass is similar to that of the 

Ashanti Region’s, the population there is more than twice the population in the Northern Region. 

Education in the region has seen far more investment and development compared to education in 

the northern part of the country. Ashanti Region is home to some of the most prestigious 

educational institutions in country, ranging from primary schools to universities. The likes of St. 

Theresa R/C Primary & JSS, Prempeh College, and Kwame Nkrumah University of Science and 

Technology are some of the schools that continue to excel academically in the country.   

1.5 Research Tasks and Sustainable Development Goals (SDG) 4 Connection 

The goal of this research is to understand how the current language in education policy is being 

implemented in two regions with distinct linguistic behavior. There are 17 SDGs, SDG4 addresses 

education, and the sub target 4.1.1 seeks to improve the percentage of students in primary 

education whose first or home language is the language of instruction, which in the case of Ghana 

is the indigenous languages (UN, 2015). This study will search for reasons for gaps between policy 

and implementation from the perspective of teachers. It will discuss implications of the findings, 

and proffer directions for future research on the implementation of the 2007 language in education 

policy which will help achieve better literacy in Ghanaian languages.  

 1.5.1 Research Questions 

As the research sought to understand the gap between policy and implementation in two 

linguistically distinct regions in Ghana, I asked and answered the following questions. 

1. What Ghanaian language training do primary school teachers go through in pre-service 

training? 
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This question is to obtain information about the training primary school teachers have using the 

Ghanaian languages as a MoI. Also, this question will reveal whether teachers were trained in their 

own L1 or another Ghanaian language 

2. What is the language background of teachers in the Northern Region and the Ashanti 

Region? 

This question is to find out the language repertoire the teacher has and if teachers are able to 

cater for the language needs of a multilingual classroom 

3. What Ghanaian languages do students speak in classrooms in Northern Region and 

Ashanti regions, according to the teachers? 

The purpose of this question is to find out the teachers’ observation of the different languages 

that students in the different regions speak in their classroom 

4. What strategies do teachers employ in implementing the 2007 language policy in the 

selected region? 

This question will seek to understand the strategies used by teachers to instruct their students, 

whether they go by the prescription of the language policy, or otherwise, and the reasons for their 

strategy.  
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2. Literature Review 
 

In the literature review I present theories and previous research on language policy and planning, 

and types of language policies, and the use of first language in education. These topics and themes 

are important for this study because they provide an insight into the complexities of developing 

and implementing a language policy in a multilingual context  

The theoretical underpinning guiding this enquiry is the Kaplan (1989) top-down language 

planning. People in positions of power and authority, according to him, make language-related 

decisions for groups with little or no input from language learners and users. These planners are 

often described in broad terms, as they are representative of social and political processes inside 

the community, rather than individuals. Provided they have the expertise, they are regarded as 

neutral. 

2.1 Language Policy and Planning (LPP) 

Following World War II, the collapse of European colonial empires provided an important 

stimulus for the development of early language planning studies. New nations that emerged in 

Africa and Asia as a result needed to have national language consensus (Kaplan, 2003; Ricento, 

2000). A number of efforts were made by different linguistic powers to influence the so called one 

language model of these multilingual African and Asian nations. The English, the French, the 

Portuguese resourced the development of their respective languages in their former colonies 

(Baldauf, 2012).  LPP is a relatively new discipline, and it has been looked at from many different 

perspectives. In essence, language policy and planning can be defined as a systematic change in 

language use, learning, and speaking undertaken by a recognized authority, usually the government 

(Baldauf, 2005; Kaplan & Baldauf, 2003). Rubin and Jernudd (1971) define language planning as 
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a “deliberate language change; that is, changes in the system of language code or speaking or both 

that are planned by organizations that are established for such purposes or given a mandate to 

fulfill such purposes" (p.  xiv). Literature uses the terms “language policy” and “language 

planning” interchangeably, however, the discipline itself distinguishes between them (Baldauf, 

2012). Language policy is the legal framework that enables a society to collectively adopt a certain 

linguistic direction, while language planning is the conversion of policy into actions (Tollefson 

and Pérez-Milans, 2018). In other words, the language policy is usually the precursor to language 

planning since it is the policy which determines the language rules to be followed.  

The early language policy and planning was related to development and progress. This was clearly 

demonstrated in the social science of the 60s and 70s as they saw language as a tool that would 

transform societies politically and socially (Baldauf, 2012). However, language policies at the turn 

of the 20th century have been examined globally as well as how they perpetuate structural socio-

economic inequalities (Baldauf, 2012). At the same time, the advent of postmodernism and 

linguistic human rights have charted a new course for language policy and planning discourse 

(Ricento, 2000; Nekvapil, 2011). These new developments in the discipline have called for a 

definition of a framework that will help give insight into the field (Jernudd and Nekvapil 2012). 

Baldauf (2012) identified four approaches as basis for research in language policy and planning 

studies. They are the classical approach, the language management approach, the domain 

approach, and the critical approach. 

The classical approach was first developed by Haugen (1983) and later reviewed by Kaplan and 

Baldauf (1997; 2003). They put forward that language policy and planning has productive goals 

which can fall under the following: 

 



 

16 
 

1. Status planning – about society. 

2. Corpus planning – about language. 

3. Acquisition or language- in-education planning – about learning/teaching. 

4. Prestige planning – about image. 

They suggested that language planners aim to achieve these goals at different levels, the macro, 

the meso, and the micro. Kaplan and Baldauf (1997; 2003) further noted that the realization of 

these goals may be covert (implicit, unplanned) or overt (explicit, planned).  

Next is the Language management approach. Jernudd and Neustupný (1987) pioneered the 

language management approach which aimed to cover not only macro level (organized 

management), but also micro level (simple management) in language policy and planning. 

Language management involves the management of utterances that take place in concrete 

conversation of individuals or institutions (Nekvapil, 2011).  Baldauf (2012) concluded that 

language management approach is situation oriented and uses the identification of language 

problems as a starting point for language analysis.  

Fishman (1965) is the main proponent of the third approach, the domain approach. In the theory, 

he argued that bilingualism is a permanent condition rather than a transitory state between 

monolingualism in the native language and monolingualism in the target language. In the domain 

approach, Fishman (1972a) named five domains (family, friendship, religion, education, and 

work.) that are typically associated with certain types of language.  Fishman (1972b) concluded 

that domains are either formal – religion, work, and education- or informal – friendship and family-  

and that dominant language is often related to formal domain while minority language is reserved 

for informal settings.  
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Tollefson’s critical approach is a reaction to social inequalities and hegemonic approaches found 

in classical language planning ( Tollefson, 2006). Politically neutral theories from the 1960s and 

1970s have been replaced in this approach with theories that emphasize power, social struggle, 

colonization, hegemony, ideology and resistance. As part of his contribution, Tollefson recognized 

the significance of historical perspective, taking time into account, and conducting a critical 

analysis of policy discourse (Cabral & Martin-Jones, 2021).   

2.2 Types of Language Policies 

 

In the early 1960s, one major challenge that newly independent African nations was task of 

choosing a national language that will not only facilitate development and communication, but 

also foster unity among different ethnic groups that are part of the nation.  Ruiz (1995) identified 

endoglossic, exoglossic, and mixed policies as types of language policies that nations have 

implemented to solve their language problems. He explained that endoglossic policies focus on 

the promotion of and the primacy of an indigenous language in a particular community. The use 

of endoglossic policies is not inherently problematic from a logistical or political perspective, 

where the native language is also a language of wider communication (LWC). Ruiz cited an 

example of France and Spain using French and Spanish respectively as their national languages 

without any challenges. In Africa, Libya and Egypt also adopted the endoglossic policy (Batibo, 

2007). Contrary to the French and Spanish cases was the Malaysian adoption of the Bahasa 

Malaysia as their national language. Despite being a regional lingua franca, Bahasa Malaysia was 

adopted as the national language, but not without controversy from the ethnic Chinese and ethnic 

Indians, who were also Malaysians (Ruiz, 1995).  
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Exoglossic language policy on the other hand is the adoption of a foreign language as a national 

language, usually a former colonial language (Ruiz, 1995). It is usually adopted by multilingua l 

countries such as African countries where multiple indigenous languages are spoken throughout 

the country. He contends that the adoption of these non-native languages which are also LWC as 

national languages indicates that their indigenous languages are not widely spoken. Despite having 

severed political dependence from colonial powers, he states, these countries still find it necessary 

to adopt foreign languages for purposes related to public transactions. Many of the former colonies 

of Britain and France in Africa have adopted an exoglossic solution for their language problems. 

Considering the heterogeneous nature of the languages in these countries, keeping a foreign 

language for national integration and modern communication was easier. Ruiz (1995)  

Finally, the mixed policy which Ruiz (1995) explained to be bilingual policies that is aimed at 

promoting both indigenous languages and foreign languages in a country. He argued that there is 

a problem of language status associated with this type of language policy because foreign 

languages usually occupy a position of prestige, although both indigenous and foreign languages 

are regarded as equals. Peru and Paraguay are two countries where Spanish has a dominant role in 

their communities despite having equal standing with Quechua and Guarani languages, 

respectively (Ruiz, 1995).  

Ghana being a linguistically heterogenous country chose to adopt an exoglossic language policy 

which allowed for the promotion of English as the official language of the state (Ansah, 2014; 

Owu-Ewie and Eshun, 2019). The adoption they argued will facilitate national integration and 

promote globalization. Ghana has further recognized 9 indigenous languages regionally to be 

studied in school and used in multimedia broadcasting which, I will argue, is a step to mixed 

language policy type. However, given Ghana’s language set up which attempts to promote 
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indigenous languages, the reality on the ground is far from what is depicted.  Usually, the English 

language is used for serious businesses like the court systems and government business, while 

Ghanaian languages are relegated to informal usage such as the religion and local commerce. 

2.3 LPP and L1 Education in Multilingual Contexts 

Most African counties are constantly confronted with the problems of ethnic and cultural diversity. 

The existence of these competing ethnic groups entails the cultivation and construction of new 

national identity, often through language policies, which are going to be representative of all. 

Countries make decisions to adopt a type of policy that will serve their needs, however, these 

decisions come at the expense of other groups.  Ansah (2014) made a very compelling argument 

on the inadequacy of using language policies that treat highly multiethnic societies as if they were 

an “image of mosaics of discrete linguistic cultural groups” (p. 1). She cautions against looking at 

multiethnic groups as internally homogeneous and implementing language policies that are based 

on this assumption. This is because people in these communities have linguistic identities that are 

extraordinarily complex and cannot be pigeonholed. The major problem associated with 

implementing language policies in this context is the identification of a child’s first language (L1). 

In a multilingual community like Ghana where linguistic identity is complex and fluid, identifying 

a child's first language becomes a challenge. A child's first language can be referred to as a 

language that he or she has learned first or knows the best, but it can also mean the language that 

the child most identifies with or uses the most (Skutnabb-Kangas, 2000). However, in education, 

Skutnabb-Kangas' definition may not necessarily apply. Benson & Kosonen (2012) define a child's 

first language as the language that enables him or her to learn at grade-level, both by understanding 

and speaking it well enough. According to this definition, the child's L1 is not always the language 

they speak at home, the first they learned, or the one they know best. Sebba (2000 as cited in 



 

20 
 

Ansah, 2014) concluded that defining a child's mother tongue in a multilingual context is not as 

straightforward. Therefore, these varying perspectives of the definition of L1 make it extremely 

challenging for a policy that seeks to advance mother tongue education to succeed. In the case of 

Ghana, determining the L1 to be taught in school is assigned by the local authorities in charge of 

education. Local education authorities select one of the 9 Ghanaian languages that have been 

recommended for use in schools by the Ministry of Education based on the region a school finds 

itself (Ministry of Education, 2015). For instance, the Dagomba is selected for schools in the 

Northern Region, while Asante Twi is selected for schools in the Ashanti Region.  

2.4 Language Policy and Planning in Ghana 

Research in the area of language policy implementation in Ghana has revealed a poor execution 

exercise (Adika, 2012; Davis & Agbenyega, 2012; Twumasi Ankrah, 2015).  Several research 

conducted have revealed that the 2007 language policy is not being strictly adhered to (Adika, 

2012; Ampiah et al, 2017; Owu-Ewie & Eshun, 2019; Twumasi Ankrah, 2015). This low 

implementation of the policy is attributed to lack of proper teacher training and the non-availability 

of textbooks in the Ghanaian languages (Owu-Ewie & Eshun , 2019). A Ministry of Education 

(2015) report states that 62% of KG teachers and 75% of primary school teachers are 

professionally trained. A professionally trained teacher in Ghana has at least a 3-year preservice 

training with 2 years of on-campus academic training and 1 year off-campus teaching practice. 

Akyeampong, Lussier, Pryor, and Westbrook (2013) argued that rather than preparing teachers 

with the pedagogical skills they need to teach reading and writing, pre-service curricula focus on 

developing knowledge of the various subjects in lower primary. This practice does not adequately 

prepare teachers to be able to conduct classes in a Ghanaian language 
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Another challenge to the implementation of the language policy is the lack of teachers' proficiency 

to teach in the Ghanaian language. Akyeampong et al. (2013) study has revealed that 79% of 

teachers feel prepared in teaching only in English. That is an overwhelming number of teachers 

who would choose English as their first choice of instruction even if they are able to teach in a 

Ghanaian language. A more recent study conducted by Family Health International, currently 

known as FHI 360, found that 57% of teachers surveyed in 100 districts spoke the approved 

Ghanaian language and marched with the students in their classrooms (FHI360, 2018). This 

indicate that a substantial number of students in lower primary classes will most likely be getting 

education not in their L1, but in an L2 or English, depending on the choice of the teacher.  

Quite apart from the teacher training factor is the availability of textbooks in the Ghanaian 

languages. In fact, the policy requires teachers to translate educational texts from different subjects 

like natural science, mathematics, religious and moral education into the Ghanaian language of 

study approved by the Ghana Education Service (GES) in the district (Ministry of Education, 

2012). Therefore, an average lower primary school teacher might not have had sufficient Ghanaian 

language training to either teach or translate text written in English to approved Ghanaian 

languages. Even if they did feel confident teaching in the Ghanaian language, there is a 43% chance 

that they will be a mismatch with their students in the classroom (FHI360, 2018). These factors 

make it exceedingly challenging for the policy to hold ground and take shape. The under reliance 

on Ghanaian languages as MoI is a phenomenon that can be blamed on vacillation of its use over 

the years (Adika, 2012). The next subsection will lay down the chequered history Ghanaian 

language has had with the Ghanaian education system 
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2.5 The Evolution of Language in Education in Ghana 

Due to Ghana's linguistic diversity, it has had to go through a series of language in education 

decisions since the introduction of formal education (Anyidoho, 2018). Owu-Ewie (2006); Owu-

Ewie and Eshun (2019) divided these periods into four eras. The first one they termed as the “castle 

school” period. This period (1529 - 1925) saw the arrival of different European groups who settled 

on the coast. They conducted education in their own languages, being it Dutch, Portuguese, Danish 

or English (Owu-Ewie, 2006, 2013). Then came the period of the “missionaries” which also took 

place prior to 1925. The Christian missions scripted the Ghanaian language for the purpose of 

spreading their religious teachings. Different missionary groups such as the Basel, the Wesleyan, 

the Bremans developed different Ghanaian language. The Basel scripted Akwapem Twi, the 

Bremans worked on the Ewe, and Wesleyans were to Fanti (Ansah, 2014). Owu-Ewie (2006) also 

noted that the Wesleyans used English as a MoI in schools, while the Bremans and the Basels used 

Ghanaian languages. Following this period came the “Colonial period” which stretched from 1925 

to 1956.  The governor of the then Gold Coast, Sir Gordon Guggisberg stressed on the use of 

Ghanaian languages as a MoI for the lower primary. Ghanaian language was used as the MoI 

between 1925 to 1951. Between 1951 and 1956, Ghanaian language was only used in primary one. 

 At the turn of independence in 1957, the new prime minister of Ghana deemed it important for 

education to be conducted exclusively in English (Ansah, 2014). This policy lasted until he 

[Kwame Nkrumah] was ousted in 1966. After him came the period of the National Liberation 

Council (1966 - 1969) that subscribed to just a year of Ghanaian language as a MoI. Between 1970 

and 1973, Ghanaian language was used as MoI from primary one to primary three, and where 

possible it extended till primary six. Thereafter, the Ghanaian language was used as a MoI for 

lower primary that lasted until 2002. The National Patriotic Party under the leadership of John 
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Agyekum Kuffour decided to adopt English as the sole MoI. Not long after that decision was taken, 

the (Ministry of Education, Youth, and Sports (2004) made a policy modification which added 

English as a MoI. It states that “Government accepts the recommendation that the children’s first 

home language and Ghana’s official language, English, should be used as the medium of 

instruction at the kindergarten and primary level” (p. 27). 

It further stated a situation “where teachers and learning materials are available and linguis t ic 

composition of classes is fairly uniform, the children’s first language must be used as the dominant 

medium of instruction in kindergarten and lower primary” (Ministry of Education, Youth, and 

Sports (2004, p. 27-28). 

It was not until 2007 that the policy was reversed to the 1974-2002 model which required Ghanaian 

language to be used a MoI for KG and lower primary. Since then, the policy has not seen any 

major revision. See (Ansah, 2014; Anyidoho & Dakubu, 2008; Anyidoho, 2018 ; Owu-Ewie, 

2006) for in-depth analysis on reasons for transition between policies over the centuries. Two 

things are evident in the language- in education policy implementation in Ghana. First the language 

policy is always subject to political regime, and second, all the successive governments agree that 

Ghanaian language should be studied at least as a subject in class if not as MoI. 

Table 2 summarizes the evolution of Language policy in Ghana since formal education was 

introduced. 
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Table 2  

Evolution of Ghana’s Language Policy (adopted from Owu-Ewie (2006). 

Period  Primary 1 Primary 2 Primary 3 Primary 4 + 

1529-1925 

a. Castle Schools Era  

b. Missionary Era 

 

F 

G 

 

F 

G 

 

F 

G 

 

F 

G 

1925-1951 G G G F 

1951- 1955 G F F F 

1956- 1966 F F F F 

1967- 1969 G F F F 

1970- 1973 G G G G 

1974-2002 (Sept) G G G F 

2002-2007 

a.2002 

b.2004 

 

F 

F/G 

 

F 

F/G 

 

F 

F/G 

 

F 

F/G 

2007 G G G F 

Key G = Ghanaian Language used as a MoI 

       F= Foreign Language Used as a MoI 
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3. Methodology 
 

In this chapter, the actual implementation of this study is explained, along with the research 

methodology, instruments of data collection, and the collection process. Additionally, a description 

of the research site and participants is available, along with a description of the data collection and 

analysis process.  

3.1 Research Approach 

Choosing a research approach requires the researcher to define the information that is needed about 

the research target, or the phenomenon studied, as well as how to provide an overall, 

comprehensive picture of the phenomenon (Creswell, 2003). This research is a comparative study, 

and it compared lower primary school teachers’ implementation of the 2007 Ghana’s language 

policy in two different regions in Ghana. The research employed both qualitative and quantitat ive 

research designs (mixed method). According to Wilson (2003) comparative study is a cross-

national study that combines the social sciences, education, and aims to test propositions about the 

relationship between education and society and between teaching practices and student learning 

outcomes by examining cross-national data. Manzon (2014) noted the use of cross-cultura l 

comparisons to achieve various objectives, which in the case of this study, did a comparative study 

within a country by comparing two regions. This project's approach was determined by the 

research questions, the conceptual framework and the collection and analysis methods used in the 

project. In order to compare the policy implementation in the Northern and Ashanti Regions, the 

approach selected is mixed method with the interpretivist epistemology. A mixed method was used 

in the study because it is appropriate to support the objectives of comparative education studies; 

its quantitative components serve to support the confirmatory objectives while its qualitat ive 

components address the exploratory objectives (Zha & Tu, 2016). 
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In a specific piece of research, the purpose determines the method of inquiry, and ultimately the 

set of guiding beliefs (Lincoln & Guba, 2016). Social science research is largely based on 

quantitative and qualitative approaches. Both approaches differ in their assumptions and beliefs 

related to whether they are considered positivist or Anti positivist (Willis, Jost & Nilakanta, 2007). 

Those who subscribe to the positivist position consider there to be an objective reality that can be 

known by the researcher, provided that they apply the scientific method in the correct way 

(Lincoln, Lynham & Guba, 2011). Conversely, interpretive paradigm emerged as a critique of 

positivist assumptions in social sciences, which held that what is real is constructed by people 

through their social experiences and understandings (Willis, et al, 2007). The interpretive 

epistemology underlying this study was based on a constructivist approach, which holds that 

knowledge claims are established through interpretations and that, as a result, different participants 

and researchers would reach different conclusions (Willis, et al, 2007). 

3.2 Participants  

The selection of participants was done in multiple stages. The first stage was the selection of the 

regions and districts for data collection. This selection was purposeful and convenient, and it was 

based on my perception of Ghanaian language homogeneity and heterogeneity of the classrooms.  

Furthermore, research on language planning and policy has been unevenly conducted between the 

northern and southern divide.  It is my conviction that a convenient sampling will allow me to 

highlight the region which has, unfortunately, received less investigation as far as language 

planning and policy is concerned. Convenient sampling is the deliberate selection of participants 

specifically chosen for their ability to explain a particular theme, concept, or phenomenon (Kempf-

Leonard, 2005). The Northern Region has a fairly uniform language composition in their 

classrooms while classes in the Ashanti Region have a somewhat heterogeneous group, with most 
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students being speakers of the Akan language (the most widely spoken indigenous language in 

Ghana) (Ansah, 2014). Studies conducted by (Owu-Ewie, Ansah, Twumasi Ankrah, Anyidoho) 

has repeatedly focused their population in the southern part of the country. 

 My search to find some studies that focused on the topic of language planning and policy in the 

northern part of the country proved to be a challenging task. This selection is also based on my 

experience in the regions, as I have lived and schooled in both selected regions for at least 8 years. 

And based on this familiarity with the regions, it will be much easier for me to reach the 

participants for data collection. Further, I have conveniently chosen to collect data from the 

Sekyere East District and the Tamale Metropolitan Schools. This again is due to my residentia l 

history in these districts and the ease of getting approval from the Ghana Education Service (GES) 

for data collection in the schools.  

The second level of sampling was the selection of schools in the districts/regions. This selection 

was also purposeful and convenient. Four schools were selected from each district. The GES in 

each district gave the list of schools I had permission to approach and collect data. Finally, all 

teachers in the lower primary classes (P1, P2, and P3) were included in the study. In other words, 

three teachers from eight schools making it a total of 24 teachers participated in the study. They 

were all administered an online questionnaire (appendix 1) for which they used their cellphones 

and computers to respond. There was at least one teacher per grade in all the schools. Among these 

participating teachers, four teachers were selected based on their questionnaire responses to 

participate in a semi structured phone interview. I chose these teachers for their students’ language 

diversity, their preservice training, and their language background.  I selected two teachers from 

each region to participate in the semi structured interview (Appendix 2).  



 

28 
 

Altogether, three different sampling techniques were used in the selection of participants. 

Sampling in the first two levels were convenient sampling, where I chose the locations which I 

was familiar with. Additionally, I chose the schools that were made available to me by the Ghana 

Education Service. Lastly, I selected four teachers based on their response to the survey for them 

to participate in the semi structured phone interview.   

3.3 Study Sites  

The study was conducted in eight lower primary schools, that is four schools in the Northern 

Region, and four schools in the Ashanti Region. All eight schools are located in the district capital 

and are categorized as peri urban/urban schools. In addition to the convenience factor, these 

districts, and for that matter the schools, were selected because of their urban setting. I assumed 

that due to their setting, students will be exposed to both English and Ghanaian language in the 

course of the study. The participating schools are all public schools with over 30 years of existence. 

They have an average student body of 300 from primary one through to primary six.  All the 

schools have libraries, parks for sporting activities, and computer laboratories. The exception to 

this is one school in the Ashanti Region which does not have a computer lab. 

3.4 Data Collection Instruments Design 

I administered 24 online questionnaires and conducted four semi structured phone interviews in 

the Northern Region and Ashanti Region. The questionnaire was designed to answer the first three 

research questions: 

1. Teachers’ pre-service Ghanaian language training  

2. Primary school teachers' Ghanaian language background 

3. Students’ language background as reported by teachers 

And the interview was structured to answer the final research question: 



 

29 
 

4. Language Policy Implementation Strategy 

Drawing from the literature review and the research questions, I designed the online questionna ire 

to elicit responses to answer these questions. The questionnaire was in three parts, the first part 

collected demographic data and teachers' language background. The second part of the 

questionnaire asked questions on teachers’ Ghanaian language training in their preservice training. 

The final part of the questionnaire asked questions on students’ language distribution in classrooms 

according to the teacher. 

The semi structured interview was made up of a series of 12 questions (Appendix 3). I asked 

questions that will reveal teachers’ strategies they employ in implementing the language policy in 

their classrooms. I also asked questions to try to understand the motivation behind their strategies. 

Finally, I enquired from the teachers about the attitudes of students, teachers, and parents towards 

the implementation of the language policy. 

 3.5 Data collection process 

The data collection process began with an initial piloting of the online questionnaire and the 

interview protocols to ascertain their consistency. During the pilot study, data collection 

procedures and instruments were analyzed and refined. I made the initial contact at the study site 

by seeking permission at the district office of the Ghana Education Service (GES) to collect data. 

GES granted me permission and put me in direct contact with headteachers of various schools in 

mid-March 2022. (Appendix 5) I administered my pilot questionnaires and interview questions to 

two primary school teachers. The pilot data, however, was not included in the final study. The 

purpose of the pilot, like I stated, was to reaffirm the consistency of the data collection instruments.  

The pilot was helpful as it revealed that some items in the questionnaire and interviews needed 
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further clarification. For example, some questions that appeared in both the questionnaire and the 

interview questions were modified to appear in one instrument.   

The second phase of the data collection process began on the 25th of March 2022. A link containing 

a google form questionnaire (Appendix 1) was sent to the participants for which it took them an 

average of three days to respond. Prior to sending the questionnaire, I called each teacher and 

explained the purpose of my study and assured them of the confidentiality of their response. I also 

sought permission from them and indicated to them that they could withdraw their participation at 

any time of their choosing. Additionally, I indicated to the participants that they could contact me 

should they need further explanation on any item in the questionnaire.  Their responses were 

tabulated and analyzed.  

Further, I placed a direct phone call and recorded the interview using a cell phone recording 

application. Just as with the questionnaires, I sought permission from the participants to interview 

and record the sessions. After each interview I played back the recordings to the interviewees to 

make sure they agree with everything they said in the interviews. They were also given the 

opportunity to make amendments if they wished. Only 1 teacher felt there was a need for further 

clarification. The recording helped me to accurately describe the conversation I had with the 

teachers. Each interview lasted approximately 15 minutes. I then proceeded to transcribe and coded 

the interview (Appendix 2).  

3.6 Data Analysis  

After collecting the data from the participants, an analysis process began immediately. Both 

qualitative and quantitative data were examined separately but were later analyzed together to 

provide a more comprehensive view. The quantitative data consisted of results from a survey 

administered to teachers. The data was entered into Microsoft Excel and cleaned for further 
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analysis. Descriptive statistics were produced on each of the items to look for anomalies in the 

data. While this study relied mostly on descriptive statistics, I made some comparisons between 

teachers and on a few key items. To analyze the quantitative data, I first reported the raw data from 

the survey by the teachers. Then I further computed percentages based on the data given. Finally, 

I illustrated the findings in charts. I categorized the reporting by region and completed a regional 

comparison of the data. 

The qualitative data came from individual semi structured interviews from teachers. The 

interviews were recorded, transcribed, and coded for analysis (Appendix 4). It is crucial to 

systematically record and manage the evidence (Merriam, 1998). Specifically, she suggested three 

levels of analysis: deciding what categories and subcategories to use, naming the categories and 

subcategories, and creating systems for placing the data in the categories. In the transcribed 

interviews, I looked for strategies teachers used in conducting their classes. These strategies 

included English language as MoI, Ghana language as MoI, or both. I also looked for their 

motivation for preferring any one strategy. I interpreted the results collectively after the separate 

analyses had been conducted. Data from the survey was compared to the themes that had emerged 

from the qualitative data. This was especially challenging since the survey was not developed 

based on the qualitative data. The qualitative data was used to explain both contradictions and 

deeper understanding of quantitative results presented by the quantitative data.  

3.7 Limitations of the Study and Ethical Matters  

This study examined the implementation of Ghana’s language policy in lower primary schools and 

was conducted in two regions in Ghana. The focus of the research was on the implementation of 

the policy by the teachers. As a result, the findings described in this report are based on the 

comments and opinions of the respondents who participated in this study. The study was further 
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limited to only two regions which were purposefully selected, and the small number of schools 

and participants did not allow statistical analyses, thus the results can’t be generalized. Another 

major limitation I faced was the time I had to complete the study. I was afforded only four months 

to complete the study.  

Data collected in this research will not be used in any other task apart from the current research. 

The information collected will not include names of participants, identification numbers or any 

other information that can be remotely used to trace back to the respondent. Teachers were also 

given a data privacy note which explained the purpose of the research and briefly outlined how 

data collected will be handled (Appendix 6).  

I sought permission from the GES stating my intention to collect data from some of the units which 

are under their authority. In the same vein, teachers at various schools were requested to sign an 

informed consent before any data can be collected. 
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4.  Findings 
 

Based on the research questions posed earlier, I present the findings of the study in this chapter. 

The research questions centered on the training of Ghanaian language among primary school 

teachers in Ashanti and Northern regions, the language background of the teachers in these regions, 

the representation of Ghanaian language in lower primary classrooms, and strategies teachers use 

in teaching their classes.  

4.1 Teachers’ Pre-service Ghanaian Language Training 

The results from the study showed that teachers receive Ghanaian language training which is 

sometimes not directly utilized in their teaching practices. A number of the teachers surveyed in 

the Northern Region do not have Ghanaian language training in pre-service training. And those 

who had the training studied in a language that is not their L1. Only a few of the teachers studied 

Ghanaian language instruction in their L1. A small number of teachers has Ghanaian language 

training in Dagbani, which is the GES approved Ghanaian language for the area. Results from the 

Ashanti Region indicated that many teachers had been exposed to Ghanaian language in their 

preservice training. The teachers who are Ghanaian language trained were mostly trained in their 

L1. In addition, it was found that almost all the teachers with Ghanaian language training studied 

it in Twi, which is the Ghanaian language that the GES recognizes in the area. 

Table 3 shows the number of teachers who took a Ghanaian language course during their pre-

service training.  It indicated that fewer of the participating teachers in the northern region had 

Ghanaian language training in Dagbani. Although many of the teachers in both regions received 

Ghanaian language training. More teachers in the Ashanti region studied in Twi  
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Table 3  

Teachers’ Pre-service Ghanaian Language Training. (N=24) 

 Tamale (NR) Sekyere East (AR) 

Teachers with GL training in pre-service training 8 9 

Teachers with training in their L1 4 8 

Teachers with training in MoI of the region 5 9 

 

I asked the teachers in the interview how they would characterize their language training in the 

teacher training college. They were unanimous in expressing their nonsatisfaction of their 

Ghanaian language courses they took. One teacher indicated that their Ghanaian language study 

was less of using the language to teach and more of learning the language structure.  

 Our Ghanaian language classes did not really teach us how to use the language to instruct the 

students. All what we did was to learn grammar and other things. We learnt little about , for 

instance, teaching science in the Ghanaian language. 

4.2 Primary School Teachers' Ghanaian Language Background. 

The study indicated that some of the teachers in the Northern Region were nonnatives of the 

Dagomba tribe, speakers of the Dagbani language. While in the Ashanti Region, a good majority 

of the teachers hailed from an Akan speaking communities. Summing up speakers of Ghanaian 

language as L1 or L2, table 4 indicates that all the participating teachers in the Ashanti Region can 

operate in the Twi language. On the contrary, the results in the Northern Region is not at par.   
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Table 4 Teachers’ Language Background as Reported in Questionnaire (N=24) 

 Tamale (NR) Sekyere East (AR) 

Teachers with regional GL as L1 3 9 

Teachers with regional language as L2 7 3 

Teachers who are literate in regional GL 9 11 

 

4.3 Students’ Language Background as Reported by Teachers. 

Table 5 shows that teachers in the Northern Region and the Ashanti Region reported a similar 

percentage of students who spoke their respective approved Ghanaian language of the area as L1. 

However, the number of students who did not speak the approved Ghanaian language is greater in 

the Northern Region. This means that quite a number of students may not follow class instruct ion 

when it is in Ghanaian language.  

Table 5 

Students’ Language Distribution According to the Teachers. 

 Tamale (NR) Sekyere East (AR) 

Total Number of students 462 399 

Students who have Ghanaian language of the area as L1 

(%) 

325(79.4%) 319(79.9%) 

Students who understand Ghanaian language of the area, 

but no their L1 (%) 

55 (11.9%) 71 (17.8%) 

Students who have difficulties with approved Ghanaian 

language of the area (%) 

19(4.1%) 11 (2.8%) 
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I matched the teachers’ language background to the students’ language background and the result 

was that 91.3% of the students in the Northern Region were taught by teachers who either spoke 

as L1 or spoke it fluently (L2). The Ashanti Region, however had a higher match rate, 97.3% of 

the students were taught by teachers who spoke the language as an L1 or L2.  

4.4 Language Policy Implementation Strategy 

The results from the survey by the teachers showed that teachers used a variation of the Ghanaian 

language and English as the MoI. I sought more details from four of the teachers on their strategies 

in either the usage or the non-usage of Ghanaian language as MoI. I also sought to know the 

reasons for their strategies. Upon interviewing the teachers, it emerged that one teacher used 

exclusively English language as an MoI while, the other teachers used both the Ghanaian language 

and English in their classes. Their reasons for their strategies included prioritizing students' 

understanding, easing the job of teachers, strictly adhering to policy direction, and parental 

influence.  

One of the teachers from the Northern Region reported that they use mostly and exclusive ly 

English, except when it is time to treat Ghanaian language as a subject. This he attributed to the 

fact that the majority of the students in his class come from elite families and their parents do not 

encourage the study of the Ghanaian language. 

“Unfortunately, they have parents that sometimes from part of the elites and their kids do not 

mingle with people of the area, hence, they do not understand the language.” 

The teacher also claimed that the students come from different tribes, and it is easier for them as 

teachers to have their classes in English. The other teacher from the Northern Region taught her 

class in both the Ghanaian language and English. She claimed she strictly followed the guidelines 

when teaching her class. However, she also mentioned that she does translate her lessons into 
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English. This translation, she stated, helps non-native students to get a better understanding of 

lessons. When teachers were asked about the attitude of students regarding lessons in the Ghanaian 

language, one teacher said the students do not really care for it, while the other said “They enjoy 

it.  They are always happy.” The teacher who reported that his students did not care about the use 

of Ghanaian language happened to be teaching his classes exclusively in English. Furthermore, 

teachers’ response to the question of their own attitude towards the use of Ghanaian language as a 

MoI was a mixed response. One teacher said that “it gets frustrating sometimes” This is because 

the students, as mentioned earlier, do not accord much importance to the study of the Ghanaian 

language. At the same time, another teacher from the Northern Region expressed a positive attitude 

regarding Ghanaian language use with the students citing students understanding and contribution 

as a factor. 

In the Ashanti Region, the teachers interviewed recognized the importance of instruction in the 

Ghanaian language, although they still used English. One teacher had a class where the vast 

majority of the students did not speak the language of the area as their L1, and neither did the 

teacher understand the students’ language. She mentioned that sometimes she engaged the few 

students who understand what she said. She also relied on other teachers to help with the 

advancement of lessons. When asked how students felt when classes lessons were in the Ghanaian 

language, the response was in the affirmative. However, the teacher lamented that the language 

difference sometimes makes her classes boring. She, however, added that when she gets help from 

teachers who understand the students’ language, the whole class lights up with excitement. The 

other teacher taught her classes beginning in Twi and later translated into English. The teacher 

indicated that students get better understanding when lessons are taught in the Ghanaian language. 

The teacher also added that teaching becomes easier when the Ghanaian language is used. Both 
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teachers in the Ashanti Region reported minimal parental influence with regards to the use of 

Ghanaian language.  

Conclusively, teachers in the Northern Region had multiple language backgrounds which did not 

necessarily match with their students’ background. About 8.7% of the students did not understand 

their teachers’ language. They relied heavily on English as a MoI to compensate for language 

differences. Conversely, teachers surveyed in the Ashanti Region spoke the language as their L1 

or L2. They reported that 97.3% of the students were able to understand them when instruct ion 

was in Twi. They did use English in their classes, but only after they had studied in the Ghanaian 

language. 
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5. Discussion  
 

This comparative study, which was largely informed by recent literature on Ghana’s language in 

education policy researched on how the 2007 language in education policy is implemented in two 

regions.  As discussed in the introduction, the current language in education policy stated that 

Ghanaian language should be used as a MoI from kindergarten to primary three, while English is 

studied as a subject. Then from primary four and beyond, English takes over as the MoI while 

Ghanaian language is studied as a subject. The policy went further to add a caveat which allows 

for the use of English language as a MoI even before primary four. This caveat is as a result of the 

multilingual nature of Ghanaian society. This study therefore specifically looked at the 

implementation of the language policy from teachers' perspective in two linguistically distinct 

regions, the Northern Region and in the Ashanti Region. In this chapter, I discuss the findings in 

line with literature and implication on practice. I conclude with implication and directions for 

future research. 

5.1 Language Policy Implementation in Northern Region and Ashanti Region 

This research revealed that among the participating teachers, preservice training in Ghanaian 

language in which they teach their students or have their instructions is not very much adhered to. 

Some teachers indicated that the content of the Ghanaian language course they took at the 

preservice training is hardly geared towards teaching the various subjects in the Ghanaian 

language. This finding is consistent with Akyeampong, et al. (2013) observation that the teaching 

materials in the preservice training does not equip teachers pedagogically to teach literacy. Also, 

teachers in the Ashanti Region had little challenge understanding the language of the area. The 

reason being that Twi, which is one of the Akan sub dialects, is the most widely spoken Ghanaian 

language in the country (Ansah, 2014; Owu-Ewie & Eshun, 2019; Twumasi Ankrah, 2015), and 
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that most teachers are likely able to communicate in the language. However, not all teachers 

surveyed in the Northern Region spoke Dagbani, and besides a good number of students in the 

Northern Region were nonnatives, and for that matter, teachers usually resorted to using English 

as a medium of communication. My study confirms the results in previous research such as (Afrifa, 

Anderson, and Ansah, 2019).  

According to the teachers, students and teachers understood each other’s language most of the 

time. However, there were fewer instances where teachers did not understand students’ language. 

The teachers employed mostly both English and Ghanaian language as a MoI. It was clear that the 

teachers were aware of the language policy that required instruction in the lower primary to be in 

Ghanaian language, but rather chose to instruct in English as well. The reasons for the hybrid 

strategy did not meet the Ministry of Education’s requirement to supplement the Ghanaian 

language instruction with English. The only explanation I can give is what Wornyo (2015) referred 

to as elite closure.  He argued that the colonial legacy inherited by the ruling class has perpetuated 

the use of the English language even when not required to. The ruling elites use the mastery of the 

English language as a ticket to accessing economic and political power. Davis & Agbenyega 

(2012) also added that English language is a social commodity which gives fluent speakers 

unfettered access to very high social functions. Therefore, in order to give students a competitive 

edge in the future, teachers tend to introduce the English language in their classes as early as they 

can, even when their students do not comprehend it. 

5.2 Implication and  Further Studies 

For the implementation of Ghana’s language policy to see success, the Ministry of Education 

should engage stakeholders in developing and producing all textbooks in all the approved the 

Ghanaian languages studied in schools and avoid relying on teachers’ translation of textbooks that 
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are written in English (Owu-Ewie, 2017). Translating texts into Ghanaian language adds another 

layer of burden to the teachers, which may affect or reduces the moral of teachers. 

Akyeampong and colleagues (2013) indicated that the teacher training in colleges of education 

focuses more on developing the knowledge content of the subjects studied by the children and less 

on pedagogical training to teach those contents. They proffered that teacher training should 

emphasize the development of pedagogical skill in using the Ghanaian language to teach. Also, 

teachers should be exposed to literature that espouses the benefits of teaching children in the local 

language during their early stages. To further create awareness on the benefits of teaching lower 

primary students in their local language, the GES and Parent Teacher Associations  of various 

schools should educate parents on importance of early studies in a familiar language. 

The GES should review its indiscriminate teacher posting system. A system that would consider 

the would-be posted teachers language compatibility with the students they would teaching should 

be adopted. To add to this, Ghanaian language literacy should be a requirement to be a primary 

school teacher. When teachers are able to read and write in a Ghanaian language, it will become 

substantially easier for them to prepare and teach classes in the Ghanaian language. 

The local education authority, the GES, should put in place a policy compliance team or a robust 

monitoring system that will check the adherence to the national language policy. This monitor ing 

can be in a form of announced and unannounced visits to schools, preparation and submission of 

lesson plans in Ghanaian language.   

Finally, and most importantly, the views of teachers on the formulation of language policies should 

be taken seriously since they are the implementers of the policy. When teachers’ concerns are 
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addressed in the formulation of a language policy, there is a better chance of coming up and 

implementing a policy that reflects the situation on the ground. 

For future enquiry directions, it is imperative to look into understanding the implementation of 

language policy in multilingual classrooms. Further, a study which seeks the perspective of not 

just teachers, but also students, administrators, parents, and the community at large will go a long 

way to provide a holistic outlook of the language policy    

5.3 Conclusion 

The findings of the research concluded that Ghana’s 2007 language policy is not being 

implemented to the letter by the teachers in the Northern Region and the Ashanti Region. The 

reason seems to be that teachers accord more prestige to the English language than to the Ghanaian 

language. More so, teachers tend to rely on English to make up for language differences between 

them and their students. More needs to be done to educate teachers and parents on the advantages 

of the language policy that is being run.     
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Appendix 3 
Interview Questions  

 

This study is looking to compare the implementation of Ghana’s language policy in education in 

the northern region and the Ashanti Region.  It is to study the strategies teachers in the regions 

employ in instructing their students and the motivation behind it. Your objective contribution will 

help improve teaching and learning practices in lower primary, especially regarding the use of the 

local language.   

I would like to assure you of the confidentiality of your response and to tell you that your response 

will only be used in this study. Before we started this conversation, I asked for your permission to 

record this interview, please do I have your consent to continue?  

1. Tell me about your Ghanaian language instruction at the teacher training college. 

2. Do you have or have you had any programs or workshops to improve on your instruct ion 

in Ghanaian language?  

3.  What would you like to say about the amount of training you had on Ghanaian language 

in your teacher training / How would you characterize the amount of Ghanaian language 

training you had at the teacher training school?  

4. Talk me through a typical class, how do you approach it?  

5. Do you have students whose mother tongue is different from the language in the area? How 

do you instruct such students?  

6. What challenges do you have teaching in the Ghanaian language and how do you deal with 

them?  

7. In 2007 the Ministry of Education unveiled a new language policy that says that Ghanaian 

Language should be used as a medium of instruction from KG to primary 3, while English 
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will be studied as a subject. Then from Primary 4, English will replace Ghanaian Language  

as the medium of instruction. Are you aware of this policy?  

8. Where did you first learn about it?  

9. What is the attitude of children when instruction is in Ghanaian language?  

10. How do you feel when you teach in Ghanaian language?  

11. What is the attitude of parents and community towards the use of Ghanaian language as a 

medium of instruction in your class, do they support it or discourage it?  

12. Is there any mechanism that ensures the implementation of the language policy in school?  
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