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ABSTRACT

This work examines efforts made in Ghana to vocationalize the
curriculum of its schools, with a special assessment of its latest
attempt in this area--the Junior Secondary School Program. As in
many other developing nations, Ghana has tried to achieve socio-
econamic development to solve the problem of unemployment among
its school-leavers. These goals underlie the efforts to introduce
vocational elements in the curriculum of schools in Ghana.

vocationalization of education was also justified by such
educational philosophies as Pragnatism, Populism, and Socialism,
which supported the view that the general education of the child
should include both academic and vocational courses. This was
considered necessary to develop the “all-round” person capable of
contributing to the social transformation of the society. Added to
this, the Functionalist and the Human capital theories both had an
influence on these curriculum changes. The former posits that
vocational education helps to &velw and sort individuals for the
jobs they can best perform. While the latter claims that this type
of education provides the knowledge and skills required for
economic development in society.

However, achieving the goals of vocational education has
remained elusive, and the “successes" in this area are more a myth
rather than reality. The failure of these curriculum changes is
due to socio-econamic, political and educational problems,
prompting critics, including Foster (1966), Bacchus (1986), and
others, to argue $hgt without the prior or concurrent introduction



of changes in the socio-econamic structure of the developing
nations, vocational education will continue to fail.

The findings of this study confirmed the critics’ argument.

However, the investigation also suggested an emerging
condition which supported the need to look at the issue of
vocationalizing education again. It was discovered that the high
cost of urban living due to unprecedented i flation rates in the
Ghanaian econamy had begun to generate interest in vocational
training among school graduates seeking alternative sources of
income. In other words, despite its failure to achieve previously
set goals, vocational education could more 1ikely succeed at the
present time because the socio-economic conditions in the country
have been changing-~providing, however, that it was redef ined and
given full support by the govermment, policymakers, and
educational authorities.
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DEFINITION OF TERMS
Vocationalization:

This term means referes to the attempts to provide vocational
courses (including technical, vocational, pre-vocational and
business), along side the regular academic courses in the primary
and secondary schools.

Vocational Programs:

Such programs are directed at training students to acquire
specific skills for specific jobs. They include courses such as
catering, hotel management, farming, office practice, and business
studies.

Pre-Vocational Programs:

Pre-vocational courses are designed to introduce students to
various occupational fields by broadening their acquaintance with
them. This enables them to make more rational decisions in the
choice of their future occupations. Theses programs are directed
at giving students some "hands on" experience and theoretical
grasp of such vocations as agriculture, fishing, woodwork,
metalwork, electrical studies, carpentry, welding, vulvanizing,
tie and dye, tailoring and business integrated into the academic
curriculum.

i ifi i s

Simply put, diversified curriculum programs have been mainly
those directed at providing students with pre-vocational
activities in school. That is, diersifying the school curriculum
often means the inclusion of pre~vocational courses aimed at



introducing students to fields of study other than the traditional
academic arts and science subjects.
School-leavers:

This is synonymous with school graduates.
Post- Teachers:

These are secondary school graduates who have received at
least two years of teacher education fram established teacher
training colleges.

Development :

in this study the term development 1is used in it broader
sense to include increased economic growth. A more equitable
distribution of resources in society, the creation of structures
for enhancing self-sustaining economic growth, the reduction of
poverty within the the population, and minimization of dependence
on major industrial states (Samoff, 1974).



ABBREVIATIONS TO BE USED
Less Developed Countries
Junior Secondary School Program
Ministry of Education
chana Education Service
Curriculun Research and Development Division
Nationa] Liberation Council
National Teacher Training Council
National Planning Committee for the implementation of
School Reforms.
Provisional National Defence Council

West African Examinations Council



CHAPTER |

VOCAT IONAL 1ZATION IN GHANA: AN 1
Introduction

we have evaded the real issues, in education,
conveniently terming the manifested problems
as over-educated, the unemployed educated, the
diploma disease, and so forth. We have never
run short of impressive catch-words. This does
not help us much. We need instead to address
ourselves to the real fundamental issues in

social, economic and political development in
order to locate answers for education.

Joseph Rugumyamheto (Education
Minister, Tanzania, 1984).

The purpose of this study is to review and analyze the
efforts made in Ghsna to vocationalize the curriculum of its
schools, with a special assessment of the country’s latest effort
in this area through the Junior Secondary School Program (JSSP).
The argument advanced in this study is that vocational education
programs in Ghana, as in many of the less developed countries
(Lbcs), have failed--and are likely to continue failing—~unless
the problems associated with vocationalization are better
understood and the factors which influence its success or failure
are adequately addressed and overcame.

The continued failure of vocational education in Ghana to
this >ime can generally be attributed to the following reasor:s:
(1) the curriculun changes introduced are insufficient and
ineffective to achieve the range of goals set for these programs;
(2) the authorities have believed that vocstionalization itself

1



2
could effect the desired socio-econamic changes; (3) the
theoretical and philosophical reasons supporting vocational
education fail to consider the controversy surrounding the
relationship between education and development, as well as its
role in the job market; (4) the cultural conception (i.e. value
and status) and the socio-economic structural reward system (i.e.
income and social mobility) associated with vocational education
by parents, students, teachers, education authorities, and
decision-makers are low; and (5) frequently inadequate provision
is made for the implementation of these programs.

The JSS program, which was jmplemented in Ghana in 1974 and
which was directed at making education more useful to students, is
one example of how these problems continue to thwart efforts to
vocationalize education in that country.

in spite of the history of failure of these projects,
authorities continue to maintain the opinion that vocational
education is a more relevant alternative to the academic
curriculum ard see it as being a potential socio-economic change
agent. Based on this unfounded assumption, new vocational programs
are introduced soon after the collapse of existing ones, without
any attempt to learn why previous efforts have failed, thus
creating the foundation for future repeated errors and the
inevitable disintegration of subsequent programs.

The study will begin by providing an overview of
vocationalization in Africs, particularly in the education system



of Ghana, known as the Gold Coast in colonial times.

Aims of Colonial Education

European colonization of Africa (as well as other areas)
during the mid nineteenth century had two main objectives: (1) the
exploitation of the wealth of the colonies; and (2) the provision
for the settlement of the excess population of Europe (Bacchus,
1989). Initially, from the point of view of economic exploitation,
the colonies were regarded simply as sources of raw materials, but
later they were considered valuable for trading purposes. Hence,
the ability of the ocountry to produce goods for and purchase
products from the metropole became an importart concern. To solve
this problem, efforts were made at getting the colonized to grow
cash crops or to work as laborers jn the monetized sectors of the
econcmy, since this would allow them to earn the incomes required
to purchase imported goods from the metrople (Bacchus, 1989).

With regard to goverrment the major problem which confronted
the colonizers was the maintenance of social order and stability
necessary for effective economic exploitation (Bacchus, 1989).
Different strategies were used to achieve this goal including the
introduction of indirect rule by the British as, for example, in
Northern Nigeria, Ghana and elsewhere in Africa (Bacchus, 1989;
Foster, 1965). This gave a facade of power and control to the
accepted traditional sources of authority (e.9. the chieftaincy
system), while in fact, the real power still rested in the hands

of the colonizer.
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Another approach was to attempt to "educate™ or socialize a
few of the local population to accept the colonizers' values,
beliefs and assumptions of superiority, and to use some of these
educated individuals, both as models for others who were aspiring
to improve their conditions of life, and to help with the
administration of the colonies by becoming links between the
colonizers and the masses (Bacchus, 1989). This, in effect, meant
selecting a few Africans to participate in the domination and
exploitation of the colonies by developing in them a strong sense
of loyalty to their respective metropoles. In other words, the
implicit purpose of colonial education in Africa was essentially
to teach the local population some skills which would prepare them
to occupy, with a certain degree of comitment and contentment, a
few positions at the lower levels of the occupational hierarchy
within the European controlled sector of these societies (Rodney,
1972; Bacchus, 198%).
Th el f Education
The earliest efforts at providing education in Africa were
left largely to the missionaries, who saw Christianity as a key
element in producing the type of individuals desired by the
colonizers. Their aim was "to produce Christian pupils, diligent,
obedient, straightforward, kind and God-fearing” (Bacchus, 1989).
The type of education provided was, therefore, not designed to
foster confidence, rationality and the pride of being African
within the pupils; rather, it was one vhich sought to instill in
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them " a sense of deference towards all that was European”
(Bacchus, 1989). Since the establishment of schools tended to
follow trade and the location of centers of administrative
control, this resulted in an unequal distribution in both the
provision of educational services and the access to education by
various groups in the country. in addition, access to education,
including the provision of educational facilities, was greater
among ethnic groups living within or in the inmediate surroundings
of the trade and administrative centers. This trend not only
created the rural-urban sectors of the colonial societies, but it
also generated the desire awong the rural groups to migrate into
the urban centers to seek wage employment and a better life.

Ancther point was that the educational facilities made
available through the efforts of the colonial goverrments were
very limited since the authorities wanted to provide just enough
education to "keep the colonial system ticking” (Bacchus, 1989).

on the other hand, education was seen by African parents as
important for their children if they were to have the chance of a
better 1ife in the society. This attitude not only resulted in
increased demand for European education, but it also led to
overproduction of primary school graduates who could not all be

limited number of junior positions available in this sector. The
result was extensive unemployment among the educated Africans
throughout the British colonies in Africa as early as the 1850s
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(Foster, 1965). When this became a great concern to the colonial
goverrment it jnitiated a new educational policy aimed at
improving the quality of life among the masses, as well as
remedying the unemployment problem.

Vocational Education

The colonizers were always aware of the potential danger of
the output from schools outstripping the number of available jobs.
The authorities therefore decided to jntegrate the work of the
school and the comwnity by introducing agricultural and
traditional industrial courses into the school asrriculum. It was
believed the "superior” knowledge, skills and values which
students acquired in these vocational courses would gradually be
diffused into the comunity and, in this way, make these students
change agents for comunity development (Bacchus, 1983). It was
also believed that provision of this type of education would lTower
the occupational aspirations of students to more "realistic”
levels. Academic education was therefore designed for the few
students selected for public sector jobs. In other words, there
was a sharp distinction between the education provided for the
masses and that given to those who were being prepared to occupy
higher status positions in Ghanaian society. The masses were to be
"socialized” to accept their position at the lower echelons of the
occupational hierarchy. Schools were to give them the skills,
knowledge and values which would not only keep them productively
occupied at this level but would also help them accept the
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inevitability of their position=-to which it was often said, "it
had pleased God to call them” (Bacchus, 1983).

In the British colonies the first comprehensive curriculum
proposals for the colonized were put forward at the invitation of
the Colonial Secretary by the Privy Council on January 6, 1847.
The work was undertaken by J. P. Kay Shuttleworth. His plan for
the “Education of the Colored Races of the British Colonies” had
two main objectives: to combine intellectual and industrial
jnstruction, and to ensure that the labor of children contributed
toward defraying some part of the expense of their education
(ibid.).

The assumption was that native labor must continue to be made
available for the cultivation of the soil. Thus, proponents of
this new policy argued that the best system was "cambined
intellectual and industrial instruction” (Colonial Office, 1847).
To this end, gardening and crafts courses were made compulsory at
the elementary and secondary schools, while agricultural science
was introduced into the teacher training curriculum.

The emphasis on vocational education in schools in British
Colonies in Africa was again reinforced in the 1920s following the
publication of the Phelps-Stokes Commissions report of 1922 and
1924. The two Commissions, funded by the Phelps Stokes Foundation
of the United States, were invited to report on and make
recormendations for the development of education in Eastern,
Western, Southern and Equatorial AMfrica (Foster, 1965; Bacchus,



8
1989). Headed by Thomas Jesse Jones of the Hampton Institute of
North America (a well-known educational institution for Negroes),
the main task of the Comnissions was to relate education to the
"needs” of the local comunities. Therefore, in addition to
agriculture and village crafts, the Comissions recommended the
inclusion of health, hygiene and housewifery in the elementary and
secondary school curriculum. In the teacher colleges, the Jeanes
Teacher Training model! was proposed (see chapter two for a
description of this model). As in the 1847 educational policy,
this was also an attempt to return the majority of the students t:
the land to contribute to the development of their comunities and
also to provide a solution to the growing unemployment problem
among the educated Africans.
The Phelps Stokes report thus formed the basis of the 1925
Education Policy in British Tropical Africa which stated that:
Education should be adapted to the mentality,
aptitudes, occupations and the traditions of
the Africans...,conserving as far as possible
all sound and healthy elements in the fabric
of their social life....its aim should be to
render the individual rore efficient in his or
her condition of life, whatever it might be,
and to prowte the advancement of the
comunity as a whole (Foster, 1965, p. 160).
It was argued that, because the African economy was and would
remain agrarian, the type of education provided by the schools
should be geared to providing students with skills that would help

them to inprove the rural sector. Additionally, since about 80% of
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the students were destined to remain in the rural sector,
introduction of agricultural and industrial courses into the
school curriculun was perceived as necessary in order to equip
these students with new and improved skills that would assist them
in transforming rural life (Foster, 1965; Graham, 1971).

Furthermore, since the responsibility for decision making in
these communities rested with the adults, the new policy
recognized that much of the education given to the young aimed at
changing attitudes and beliefs, such as those pertaining to health
and hygiene, was 1ikely to be ineffective or to take a long time
to produce results since young people had little influence on
change. This problem led to the jntroduction of comunity/adult
education as proposed by the 1944 report on Mass Education in
African Society (Bacchus, 1989). The rationale advanced for this
approach was that:

The progress of a backward community will be
greater and more rapid if the education of the
adults is taken in hand simultaneously with
that of the young,...efforts to educate the
young are often largely wasted unless a
simultaneous effort is made to improve the
life of the comunity as a whole (Bacchus,
1989, p. 7).

in short, it was evident that the aims of the colonial
educational policy were conmpatible with vocationalization of the
curriculum in schools.

However, by the end of the first half of the twentieth
contury (1950s and early 1960s), the various attempts to
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vocationalize colonial eduration liad Fxiled o achieve their goals
and anticipated outcomzs. For exanple, ir his "Survey of Educat ion
in West Africa,” Dr. G. B. Jeffrey sdcieired the educational
systems of these countries:

for providing too pperficial an

education...for being too muzh bound by

external exeminations, for being too book ish

and unpractical; for producing too many cleris

and too few farmers...and for utterly failing

to stop the «ift to toms....(Citad in

Bacchus, 198¢, p. 7j.
These failures were due .% scveral socio~econamic and educational
(school level) factors. The soecio-economic constraints were the
students' and parents’' attitudes to vocational education, rapid
educational expansion in a climate of fairly stagnant economies
and inelastic labor markets, urban-rural income differentials,
miscalculated assutptions that schools were responsible for
solving socio~econcmic problems, and the lack of full goverrment
support and financing.

At the school Tlevel, vocational education faced
implementation problems related to unclear program definition,
ineffective implementation structures and strategies to integrate
the academic and vocational curricula, jnefficient administrative
and management systems, lack of qualified vocational teachers and
lack of the required equipment and resources (Foster, 1965; 1966;
Graham, 1971; Bacchus, 1986; 1991; Lillis & Hogan, 1983). These
problems have long been characteristic of vocationalization
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efforts in colonial and post-colonial Ghana as well as in other
developing countries.

BRIEF HISTORICAL BACKGROUND TO THE PROBLEM IN GHANA

The Gold Coast (Ghana) was a British colony from the mid-
nineteenth century until the end of the first half of the
twentieth century. The search for raw materials and new trading
partrers by European colonizers ted to their colonizing this
particular region of West Africa. Because of their need for
literate African interpreters, the British merchant companies
(including the Royal African Conpany) established schools at the
British trading posts--the castles—-along the coastal belt of the
country. Private companies also wanted Africans able to read and
write, so that they could serve as soldiers, messengers, gardeners
and cooks. At this time, education was for the most part offered
to the "mulattoes” (children of European traders by African wives)
but not to wholly African pupils (Hilliard, 1957; Foster, 1965;
Scanlon, 1966; Graham, 1971; McWilliam & Kwamena-Poh, 1975).
Examples of these early schools were the Cape Coast, Anomabu and
Accra castle schools. The merchants set up the Mulatto Fund to
finance the schools because, until the mid-nineteenth centary, all
educational and commercial activities in the Gold Coast were the
entire responsibility of the merchants and not the British
goverrment .

Educatiomal expansion in the Gold Coast occurred with the

arrival of the missionaries--the Basel, Wesleyan, Bremen and the
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Catholics-~in the mid-nineteenth century, by which time the
British goverrment had already assumed ocontrol of all
administrative and commercial activities in the Gold Coast. The
defeat of the Ashanti Nation in 1874 marked the beginning of full
British colonization of the Gold Coast. The colonial goverrment
allowed the mission bodies to be responsible for the development
of education in the country, but it also established a few schools
of its own. In addition, it offered grants-in-aid to the mission
schools which were designated “assisted” schools. The missionary
bodies were therefore “free to esteblish schools vherever they
wished" (Stein, 1974). By 1881 there wers 139 government and
assisted schools in the coastal area. Except for three government
schools, all were run by the missions. These schools enrolled just
over 5,000 students. By the turn of the century there were still
only about 135 goverrment and assisted schools which enrolled
about 12,000 pupils. British annexation of the Ashanti Nation in
1874 had led to an increase in the demand for primary education.
As a result, a total of about 120 private (unaided) schools, were
in operation during this period (Stein, 1974).

After the turn of the century, responding largely to local
demand, the missions expanded their educational activities to
cover wider areas of the country-—particularly the interior.
During the 1930s, some schools were established through the
jnitiative of local African rulers, and adninistered by the Native
Authorities (Foster, 1965). By 1951 (when self-goverrment was
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attained) there were 3,073 schools (including unaided schools)
with a total enroliment of 300,705 students (Stein, 1974; Foster,
1965) .

The greater demand for European education was due to its
'‘vocational' nature since it prepared people for work in the
lucrative but small exchange sector of the Gold Coast economy.
Although the economy was basically agrarian and export-oriented
(cash-crops), the ocolonial goverrment continued to neglect
development of the vast agricultural industry to improve both the
incomes and general standard of living of the rural peoples. The
ability of the few employed educated individuals to purchase
imported European goods, such as clothing and textiles, shoes and
foods, led the masses to believe that socio-economic mobility in
the Gold Coast was highly dependent upon the acquisition of
European academic education. In other words, it was clear to the
people that the Gold Coast education system paralleled the
occupational structure that existed in the exchange sector of the
economy (Foster, 1965). Since the establishment of the castle
schools, it had become evident that school graduates were
recruited into clerical jobs in the European dominated sector of
the economy rather than being sent back to the land. The general
aspiration of parents, students and comunities was therefore to
receive academic education in order to secure modern sector
employment and escape rural poverty and hard work on the farws.

However, the exchange sector economy of the Gold Coast was
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not expanding at a rate sufficient to create an adequate nurber of
clerical jobs to absorb the thousands of school graduates each
year. Hence, there was extensive unemployment among the few
educated Africans as early as the 1850s (Graham, 1971). This
probleil increased in severity during the first half of the
twentieth century and caused the colonial goverrment to search for
an alternative "more relevant” educational program that not only
would aid in the socio-economic development of the Gold Coast
colony but also would reduce growing unemployment among the
educated.

Vocational Education in the Gold Coast

Following the reeonmendations of the Privy Council in 1847
vhich sought to relate education to the African economy, mode1
farms and trade schools were established in the Gold Coast in an
attempt to ‘return’ students to the land and the comunity after
graduation. The colonial educators had hoped that training in
agriculture and crafts, which were the dominant occupations of the
local comunities, would induce graduates to settle and assume
jobs in the rural sector econamy. To this end, farming, gardening
and crafts were added to the traditional academic curriculum of
the elementary school curriculum.

But efforts to introduce vocational programs into the school
curriculum in the 1850s failed. This was because the authorities
had wrongly assumed that, by providing such courses, students
would willingly opt for this type of employment in the rural
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sector after graduation. They had failed to recognize that the
occupational aspirations of the local population were largely to
acquire white collar jobs in the modern sector and, escape from
the economically unrewarding agriculture and craft occupations of
the rural sector. This misconception regarding the people's
occupational aspirations, compounded with the lack of rural
development, contributed to the failure of vocational education in
the schools during this period.

A second attempt was made to “vocationalize” the Gold Coast
education system during the first half of the twentieth century,
following the publication of the Phelps-Stokes report of 1922.
Between 1925-1950 the colonial goverrment introduced various
agricultural, technical and handicraft courses into the school
curriculum. But by 1951 these attempts also had failed to achieve
the desired goals and anticipated outcomes. Once again, this was
due to the lack of investigation of the problems which thwarted
earlier implementation efforts and those which characterized the
new reforms—-namely the continued failure to iwprove the general
standard of living and incomes of the rural masses who formed
about 90% of the entire population and, the failure to expand jobs
in the modern sector.

Sumary and Review

Vocational education was introduced into the Gold Coast

education system as a socio-econamic change-agent and as a

solution to the educated unemployment problem. However, the
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colonial educators failed to provide the means for the general
implementation of the new curricuium. Hence, the practical
realization of the goals of vocational education remained a
failure. They also were incorrect in their assessment of the
educational or occupational aspirations of the population. It was
assumed that, if the students, especially those in the rural
areas, were provided with practical agricultural training and
craft skills, they would likely remain or return to the rural
traditional crafts. But this did not happen. Because of the
growing income differential between white collar and agricultural
jobs and the increased amenities available in the cities, many
youngsters sought modern sector employment--even if these meant
jobs at the lowest level of the occupational hierarchy in the
modern sector.

SIGNIFICANCE OF THE STUDY

The significance of this study lies in two main areas.

First, the study will generate some new insights regarding
the rationale and goals of vocationalization in a developing
country. in particular, the study should also illuminate some of
the various socio-esonémic and educational factors that have
impeded vocationalizatiom in the developing oountries since
colonial times.

Second, the study will demonstrate to the government and
educational authorities that: (1) there is a need to re-examine

the rationalis and goals of vocationalization; and (2) that
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vocationalization of education in itself is incapable of solving
the broad socio-economic and unemployment problems of Ghana and
other LDCs. In other words, the study will posit that, unless
certain aspects of the country's socio-economic structures are
transformed in order to make it possible for students to use the
vocational knowledge and skills taught in schools, such
vocationalization efforts are meaningless and represent a mis-use
of the country's scarce resources.

ORGAN|IZATION OF THE STUDY

This study is organized in the following manner:

Chapter one presents the purpose and the problem of the study
and an overview of vocationalization in Ghana since colonial
times.

A detailed review of vocationalization in the country during
the colonial perdod is the focus of chapter two. Included in this
chapter is a discussion of the educational proposals made by the
Privy Council (1847) and the Advisory Conmittee of 1923, based on
the publication of the Phelps-Stokes Comission’s reports of 1922
and 1924.

in chapter three vocationalization in post-independence Ghana
is reviewed, plus the various factors which have influenced this
type of education since independence. The factors presented
include educational expansion, the need for development, the
international support for vocational education in the 1960s, the

support offered by Functionalism and the Human Capital Theory, and
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the philosophical reasons advanced by Pragnatism, Populism, and
Socialism.

Chapter four explores some of the major implementation
problems associated with vocationalization.

Chapter five outlines the research strategies that were used
in the study.

in chapter six a brief account of the implementation of the
JSS prograsm as a pilot project from 1976-1986 will be presented.
Its main focus, however, will be to evaluate the aims and
objectives or goals of the program.

Chapter seven examines the effectiveness of the JSSP
imp lementation strategy adopted by the Ministry of Education.

The main focus of chapter eight is to evaluate the JSS |
curriculum, training and supply of JSS teachers, and JSS
examination policies.

Chapter nine assesses equipment and resource supplies, the
distribution system and financing policies.

The final chapter presents a sumary of findings, conclusions

and reconmendations in relation to the Junior Secondary School program.



CHAPTER i |
VOCAT |ONAL EDUCAT ION IN COLONIAL GHANA

M LI, A e ———

introduction

This chapter traces the development of vocational education
jn Ghana prior to Independence. This includes a review of the
traditional Ghanaian education system before colonization, the
consequences of educational expansion, and the reasons why
vocational education was introduced into the country's educat ion
system. Second, it presents and examines the various education
policies regarding vocationalization of education in the Gold
Coast. The policies to be discussed in detail include (a) the
Privy Council Recommendations of 1847, (b) the Phelps-Stokes
Report of 1922 and 1924, and (c) the Advisory Committee Report of
1925 and 1935. Finally, an attempt is made to show why these
educational reform policies have failed.

THE DEVELOPMENT OF VOCAT! EDUCATION IN __ GHANA PRIOR TO
1NBEPENDENCE

The Nature and Goals of Ghanaian Traditional Education

Like in other African societies, the pre-colonial form of
education in the Gold Coast wes informal education by which the
main educational agency was the home and to some extent the
conmunity.

The most crucial aspect of this education was its "relevance”
to the people because of its close links to social 1ife, both in a

19
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material and spiritual sense, its collective nature, and i%s
progressive development in conformity with the successive stages
of physical, emotional, and mental development of the child
(Rodney, 1972). Furthermore, there was no separation of education
and economic productive activity, nor was there any division
between manual and intellectual education. That is, attention and
importance were given equally to both manual (e.g. agriculture)
and intellectual (e.g. study of religious and tribal customs)
education in the general upbringing of the child.

Second, it was "yocational” in orientation because it
prepared individuals for both citizenship and for life. This was
noted by a Danish merchant in the mid-1600s who observed that,

From the age of eight or nine the boys would
follow their father to learn some trade and be
initiated into the customs and traditions of
the tribe or comunity....the young had to
seek information about the past by listening
to their elders. The young men especially had
to attend sessions of the law courts, to
become acquainted with tribal law. (McWilliam
& Kwamena-Poh, 1975, p. 2).

The home and comwnity were therefore the school, where
parents and elders of the fanily (extended family) served as
teachers in the training of the young for citizenship. It was the
duty of all the elders in a family to train its young members to
cultivate good character, good health, knowledge of tribal
history, beliefs and culture, and training in the dominant

occupational practices of the comunity. These teachings were
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expected to perpetuate tribal knowledge, skills, values, and
beliefs and also to prepare the young to participate fully in
social life, thus bringing honor to the entire family. One of the
main disciplines taught to both boys and girls by the family was
hard work on the farm and respect for manual labor in general,
because a successful farmer or a master craftsman was one of the
marks of a prosperous family.

“The introduction of European formal education under colonial
rule was accompanied by a decline of the family as the focal point
of educational life of the traditional society in the Gold Coast
and the other colonies (Scanlon, 1966; Foster, 1965; Graham,
1871). The young now looked up to the school teachers and school
authorities for guidance, knowledge, and the inculcation of
foreign values and behavior patterns required by the schools.
Family and parental knowledge, and traditional practices became
less important in the new society dominated by formal education.
Parents themselves were termed "illiterates” by others who had to
be educated in the new values in the efforts by the colonizer to
build a new and "civilized” society.

Formal education thus contributed to the erosion of
traditional authority and power. Family heads and local chiefs now
had virtually no power over their educated minority groups. Nana
ofori~Atta, paramount chief of Ak im~Abuakwa observed:

If the educated native is going to be trained

for him to look dowm on, or to tell his
parents, relatives or chiefs....'you are not
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as advanced and skilled as | am, you do not
know the tricks of the civilized world, you do
not deserve the leadership naturally conferred
on you'...then | fear our path to civilization
will have been badly made (Foster, 1965,
p. 142).

The once cherished and long held traditional values of
respect for elders and authority and appreciation of local music
dance, religion, and law were considered "heathen" values by the
zealous missionaries who were eager to instil the principles of
christianity into the colonial peoples through formal education.
More important, the boarding school system introduced by the
missionaries removed the young generation from contact with the
family trade or occupational practice, particularly agriculture.
"Vocational” preparation was seen as the responsibility of the
school. Individual interests and pursuits replaced the
traditionally-oriented drive to work for the coomon interest and
development of the comunity. This was reflected in attempts made
by the educated minority to develop higher occupational
aspirations and secure better income for themselves and their
children at the expense of the large majority of people who had no
access to formal education.

In review, the imposition of European education in Ghana
turned the attention of the young and old away from traditional
occupations to the search for urban jobs and status in the small
emerging modern sector of the economy. Practical or skilled
education in agriculture, handicrafts, hunting and fishing was
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seen as being it only for illiterate or rural people. In other
words, despite its "vocational™, social and economic nature, the
importance of pre-colonial Ghanaian education was abandoned by
both the colonized and the colonizer in favor of the rewards
offered by the Eurcpean education introduced into the country
during the mid-nineteenth century.

The Development of Formal Education in Ghana

British colonization of the Gold Coast during the nineteenth
century was primarily motivated by the prospects of economic gain,
derived from the creation of new markets for British manufactured
goods, the security of raw materials to feed British industries,
and the prospecting for gold. Britain, as well as other colonial
powers such as France and Spain, began its colonizing efforts by
introducing into its colonies a new range of economic activities,
such as the commercialization of certain agricultural crops for
export (eg. cocoa, palm oil and timber), the establishment of
mining ventures in areas with valuable mineral resources, and
other similar economic activities favorable to the interests of
the colonizer (Bacchus, 1986).

These enterprises often required manpower with Western, or
European, educational skills and knowledge for their operation
(Bacchus, 1986; Graham, 1971). In addition, the colonizers needed
educated Africans to serve as interpreters to assist them in their
conmercial transactions with the local people. Thus it became
necessary to introduce a FEuropean education system into the
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colonies.

The purpose of colonial education was three-fold: the
creation of a competent artisan ¢lass, the diffusion among the
masses of education sufficient to enabie them to understand the
basic elements of the machinery of government, and the creation of
a small adninistrative class (Bray et al., 1986).

In the Gold Coast, the British merchants established schools
in the castles along the coastal belt (built earlier by Portuguese
and Dutch, to house slaves being sent overseas). These schools
catered primarily to the mulattoes adnitted children of the few
African traders. Hence, the greater portion of the indigenous
population in early nineteenth century Gold Coast were never
exposed to European education.

Educational Expansion _ in the Gold Coast: Efforts by the
Missionaries

Educational expansion in the Gold Coast, and in other British
colonies such as Nigeria, Sierra Leone, Kenya and Uganda, began in
the third decade of the nineteenth century with the arrival of the
Basel, Wesleyan, Anglican and Bremen missionaries. The models for
these education systems were taken from the missionaries’
homelands resulting in the importation of non-African ideas to the
African continent (Bray et al., 1986). The freedom to establish
and manage their own mission schools led these missionaries to
place a great emphasis on religious instruction in their newly-
devised programs. This not only helped to convert the majority of
the Africans to Christianity, but also produced obedient and
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submissive individuals who were eager to assist the colonizer in
the administration of the colony.

By 1881 the Gold Coast had 136 elementary (Mission) schools
and only three Goverrment schools in the coastal area. By the turn
of the century there were 135 schools, but the enroliment had more
than doubled with approximately 12,000 pupils. The vast majority
of these students, though, still resided in the coastal areas
(Hilliard, 1957; Foster, 1965; Graham, 1971).

Educational activity began to infiltrate the interior of
Ghana in the early twentieth century, due to the cultivation of
cocoa as a cash crop in this region. In the less~developed and
traditionally-oriented Northern Territories of the country, the
demand for education remained insignificant (refer to Table 1).
However, educational expansion in the Gold Coast, as in other
British colonies, did not alter the colonial goverrment’s policies
regarding the provision of education.

As in Britain, education in the colonies was highly
decentralized, based upon the concept of formal schooling as a
"orivilege to be privately acauired, or a duty to be individually
performed” (Carnoy, 1974). This policy resulted in the
establishment of private schools, aided by the State but relying
largely on self-finance through schoo! fees (Carnoy, 1974). The
fee requirement seriously limited access, particularly to post-
primary education, to the majority of the colonial subjects who
were unable to pay these charges. in the Gold Coast, the annual
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Table 1
Educational Devclopment in the Various Areas of
The Gold Coast, 1919
Area Population No. of Schools Pupils
Coastal Belt (Fanti) 1,143,000 186 25,000
Ashanti 407,000 23 2,600
Northern Territories 527,000 4 225

—— M‘ ———

Sonrce: ngwxmgﬁmmu‘& (See also Foster [1965]- Education and socigl
change in Ghana)
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fee for the primary level was five shillings (5s.0d), while the
middle school fees ranged from fifteen to thirty shillings (15-
30s), depending on the academic nature of the instructional
progran offered. These fees continued to be assessed until
Independence in 1957 (Mcwilliam & Kwamena-Poh, 1975; Graham,
1971).

The colonial goverrment's participation in the development of
education was therefore minimal, compared to the efforts made by
the missions (Assisted Schools). Even by 1851, when self-
goverrment was achieved, government schools nuvbered only 41,
while the missions had 625 schools (refer to Table 2).

One of the objectives of restructuring access to educat ion
for the masses was to ensure that there were not too many educated
individuals seeking the limited ruwber of white collar jobs
available on the market. As previously jndicated, these were the
type of jobs to which those who had been to school aspired. Table
2 also indicates that the demand for European education became
more pronounced at the beginning of the twentieth century for two
main reasons: (1) formal education offered wage emp loyment
opportunities and higher income in the exchange sector of the
economy; and (2) it conferred a highly valued social status on the
school graduate. The school graduate had a chance of securing a
job as a messenger, clerk, gardener, housekeeper, teacher, or
priest in the now emerging small modern sector of the economy,

where the salary or income provided a "more comfortable” or
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Table 2
Number of Primary Schools and Earollments by Control of School:
Selected Years 1881 - 1951

Year Government Assisted Total Enrollment
1881 k) 136 139 5,000
1890-91 5 49 54 5,076
1901 7 128 13§ 12,018
1920 19 197 216 28,505
1930 28 312 340 41,917
1940 23 444 467 61,832
1949 36 584 620 100,888
1951 41 625 666 106,300

M

Source:  George (1965), Education in Ghang, (See also Foster [1965} Education and social
change in Ghana.)
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"affluent” lifestyle than the rewards offered by farming in the
la~ge, traditional agricultural sector. in addition, the educated
person held a high position or status within the family and
comunity in general, where such individuals acted as town
secretary or adviser and interpreter at all goverrment sponsored
functions concerning local and national development projects.
These, then, were the aspirations of both parents and students
alike. They regarded the benefits that accrued from formal
academic education as being highly desirable.
The _School Curriculum

From 1882 there was a serijous attempt to make the government
assune greater responsibility for the provision of educational
services. Most missions could no longer support their numerous
schools and they solicited grants-in aid from the goverrment
(refer to Table 3). The education offered was an attempt to
reproduce the structural characteristics of the British
educatioral system which had emerged as a result of the Education
Act of 1870. An important objective was to control the general
nature of the curriculum offered by school in the Gold Coast so it
would conform more closely to that offered by the British schools.
By deriving financial support of the State, missionaries found
themselves tied to minimal standards of education and to a
curriculun developed by the State. The minimal curricula
requirements, upon which grants were based, included the provision
of iistruction in reading, writing, English language and
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Table 3
Government Expenditure op Education:
Selected Years

Year Grants to Missions Total Expenditure
1880 £425 £1,325
1901 -£3,706 £6,543
1919 £6,157 £54,442
1926 £30,887 £179,000

—— e

Source: McWilliam & Kwamena-Poh (1975), The development of education in Ghana: An
outline.
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arithmetic, as well as neediework for girls. Grants could be
obtained for optional subjects such as English grammar, history
and geography (Foster, 1965; Altbach & Kelly, 1978).

Instructional Methods

The method of instruction was rote memorization in a
monitorial system, with English as the medium of instruction in
the urban schools, while local languages were used in the rural
schools (Foster, 1965; Graham, 1971; Carnoy, 1974). Schools were
effectively streamed based on the medium of instruction used.
There were the English medium schools and those in which
instruction was offered in the local vernacular. These schools
were, in part, “vocatijonally oriented” since they channelled
students toward different occupations in life. English became the
educational medium for those destined for urban life and/or
leadership roles within either the indigenous society or the
colonial order. The use of local languages in the rural schools
was aimed at preparing these students for rural sector vocations
(Altbach & Kelly, 1978).

Although the elementary curriculun was basically academic,
both the colonial educators in the Gold Coast and those in Britain
were interested in alternative educationsi Tforms--agricultural and
industrial training--for the majority of the students, since they
were destined to remain in the larys rural sector. Introduction of
such courses into the curriculum was intended to make them better

farmers and craftsmen. Moreover, their knowledge and skills would



R
diffuse into the community and help raise the general standard of
living of the rural people. This vocational emphasis became part
of colonial education policy in the Gold Coast (as well as in
other colonies) beginning in the 1840s.

Even though there were individual schools that used
indigenous languages, the educational system as a whole devalued
these languages. Education provided 1in these languages was
considered transitional to the learning of European languages
(Altbach & Kelly, 1978). But it could also be argued that the
existence of multi-ethnic languages, including Ga, Twi, Akwapim
and Ewe, might have encouraged colonial educators to adopt English
as a way of standardizing the medium of instruction. Several other
reasons could also be provided to support this decision to later
move to English as the medium of instruction in schools, including
the fact that the colonizers perhaps seemed to have grest
difficulty learning and speaking the various local languages
fluently and producing textbooks in all of them. Furthermore,
there mist have been a problem deciding which tribal or ethnic
Jenguage was to be chosen as the dominant language in the schools.
This would have given the partioular tribe whose language was
chosen as the official medium of instruction a type of dominance
which could have resulted in serious ethnic conflict in the
country.

According to Altbach and Kelly, (1978) the fact that

instruction occurred in the colonizer's language was no indication
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that the colonized became exposed to the colonizer's culture. They
argue that colonial schools taught a version of European language
(English) and culture “adapted” to the education of the colonized
(Altbach & Kelly, 1878). In other words, unlike the French
Assimilation Policy which conferred the right of French
citizenship on its colonized, the British did not intend for the
Africans to become British. Rather they were to be "educated” to
serve the interests of the colonizer through the performance of
low~paying jobs.

The method of instruction in the Gold Coast schools, with its
emphasis on rote memorization, therefore discouraged the
development of rational, scientific and creative thinking. The
system appeared to have been formulated on the belief that African
students had acquired no previous knowledge from their own
environment which was of use in their formal education. Further,
it was assumed they were unable to think for themselves.
Consequently, they were not made active participants in the
teaching and learning process. The jnstructional strategy used
instilled in them a fear of challenging or guestioning the
authority of their teachers and demanding Jjustification for
decisions taken by school authorities. Thus, students accepted
without question what the school offered as the ultimate truth,

The curriculum, therefore, was not an out~growth of the
society from which the child came. But neither was it an out-
growth of the colonizer's society. it represented a basic denial
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of the colonized's past, and withheld from students the tools to
build the future (Altbach & Kelly, 1978). The schools ignored the
children's past (as in history instruction) and at the same time
denied them skills for anything other than traditional labor--
farming and local crafts. This resulted in a simultaneous
obliteration of students' roots and denial of the means to effect
change. On the other hand, it provided some skills including
nuneracy and literacy in English, which were of use to those who
were to enter the modern sector of the econamy. With this
education one might become a secretary or interpreter; but, one
could not become a doctor or a scientist or develop further
his/her own indigenous culture (Altbach & Kelly, 1978). It also
contributed a great deal to the low status accorded to
agricultural work, and vocational training of any kind, This was
the case in almost all the British colonies. The curriculum
content reflected the interests of the various groups that formed
the Ghanaian society, such as parents, eduaeted minority and the
colonizer. The perceptions of these groups helped to determine the
goals of education in the Gold Coast as in other colonies. As
Carnoy (1974), and Bacchus (1986) observed, to the elite groups
and rich individuals, the provision of academic courses served the
function of social reproduction. These groups accordingly
considered vocational education in the middle schools to be the
proper kind of training for the masses, particularly the rural
people. It was an attitude calculated to ensure that the elite
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children continued on to the few secondary schools to receive the
type of education required for securing high-level positions in
the modern sector occupational structure.

To the parents, education was mainly an instrument of
economic and social mobility through the introduction to a
"hetter” 1ife in the modern sector of the economy. It was expected
to free their children from the unrewarding agricultural sector
and the destitute character of rural life. Academic, as opposed to
vocational education consequently served as “valid" knowledge to
the masses. Thus, any attempt to change the focus of the
curriculun from the academic orientation was often fiercely
resisted by parents.

The colonizers, on the other hand, perceived colonial
education as a means of furthering their econcmic and political
interests. This kind of education taught the students some of the
skills and attitudes required to become economically useful while
maintaining their dependency on, and submissiveness to, the
dominant group (Bacchus, 1986). The education provided was
therefore geared toward preparation for life and work at the
lowest levels of the social hierarchy. In addition, the colonizer
aimed at developing a comprador elite class whose orientations,
concerns and interests would remain compatible with those of the
metropolitan power, even after the colonies had become self-
governing and independent (Bacchus, 1986). This was reflected in
the establishment of the elite Secondary schools and, later, the
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University College of Cape Coast which offered University of
London degrees. In addition, some ¢tudents were also awarded
scholarships to study in Britain.

In review, it was obvious that the elementary school
curriculum had a dual goal: (1) to improve students’ productive
capacity in the traditional sector; and (2) to produce lower-level
manpower for such jobs as clerks and messengers, while allowing a
few the preparation necessary for entry into the academic
secondary schools and into teaching and the priesthood.

EDUCAT |ONAL EXPANS ION AND UNEMPLOYMENT

Expansion of elementary education (primary and middle
schools) from the 1830s, particularly after the First Wor 1d War,
not only increased the nuvber of achools and enrollments at this
jevel of the colonial education system. it also "overproduced”
elementary school graduates, in the sense that the majority were
unqualified for secondary education. Nor were they able to secure
jobs in the modern sector econonty as they had anticipated, due to
the highly limited employment opportunities available in this
sector.

in other words, no direct control was exerted by the colonial
goverrment to reduce the output of the primary and middle schools.
However, it was clear that parents did not send their chilidren to
school so that they could return to subsistence agricultural work.
Education meant one thing above all else: the opportunity to enter
more highly paid posts within the modern sector econamy. Foster
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(1965) confirms this by writing that:

African preference for clerical employment
remained unchanged even where pupils were
persaaded to undertake trade or industrial
training. In this case, the vocational
aspirations of Africans had little to do with
the schools themselves but were a direct
reflection of the actual vocational
opportunities open to them~-greatly due to the
differential rewards accruing to different
types of occupation (p. 132).

Thus, educational expansion at .ie elementary school level,
despite the relatively inelastic job market of the small modern
sector of the economy, coupled with both parents’ and students’
occupational aspirations, resulted in widespread unemployment
among elementary school graduates. According to Foster, (1965)
unemployment ir« the Gold Coast (as well as in the other African
colonies) was evident even as early as the 1850s. This issue not
only became a concern for the colonial goverrment; it also paved
the way for the birth of nationalism. Particularly among the
educated, whose members included Casely-Hayford, Mensah Sarbah, J.
8. Danquah, Kofi Busia and Kwame Nkrumah, unemployment among
school graduates was viewed as the direct result of inferior
colonial education and also the refusal by the goverrment to
create more jobs for the pecple.

Tl T |ON
in ion
During the 1840s, the siow socio-economic development and the

growing problem of unemployment among educated in the @old Coast,
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prompted the colonial government in Britain to design an education
that would be more relevant to the needs of the local people. The
goverrment concluded that these problems had arisen because of the
“i.ookish" (academic) nature of the school curriculum. in other
word:, conce-n increased for ihe development of a more “effective”
or “relevant” cuticntm. This concern was expressed by the Lt.
Goverror who, in a quotation takss: from Foster (1965), observed
that:

at present there is no employment for educated
boy:...hence the results of education,
pleasing as they may be, are not so healthy
and permanent as they would be if they were
associated with various branches of useful
mechanical knowledge (p. 54).

in the British West Indies, similar calls were made by the
local planters for the inclusion of practical courses in the
curriculun. Bacchus (1986) for example, quotes an editorial
included in the Kinaston Chronicle of Jamaica, which argued that
children on the Island began their education at the “wrong end" by
being taught to read the Bible and to sing hymns. Rather, the
article went on, they should start with an introduction to the
"mechanical arts", the use of the "plough and harrow™, the "plane”
and the "adze", the "awl" or "needle”.

Attempts therefore began to be made during the mid-nineteenth
century to diversify the colonial education by including
agricultural and industrial courses to offset the almost
exclusively academic (the 3Rs plus religious education) nature of
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the existing curriculum. The remedy for Africa's socio-econamic
problems, it was believed, lay in her fertile soil, the
productivity of which could be increased by improved a;-icultural
skills and practices.

it was therefore the duty of the school to equip students
with the necessary knowledge to utilize this natural resource more
effectively. The relationship between the vocational curriculum
and national development posited by the colonial government
reflected its assumptions regarding the basis for success of the
industrial revolution that occurred in England a century earlier.
During that revolution children had been taught to "sing, knit,
cobble shoes, and do gardening jobs™ and the sale of the products
of their labor helped to pay the expenses of the schools, as well
as providing the children with meals (Graham, 1971). Accordingly
it was felt that colonial education should also embody a range of
activities broader than mere academic pursuits, if socio-econamic
development was to occur in these societies.
The Kay Shuttleworth Proposals

To achieve the socio-econamic goals of education in the
colonies, including the Gold coast, the Colonial Office asked the
Cormittes on Education of the Privy Council to prepare a memoranda
on this topic, with a view to spread in the British coloniesNuch
knowledge of industrial training for a "thriving peasantrly among
the colored races” (Foster, 1965; Bacchus, 1991).

The task of preparing the memoranda fell on .James Kay-
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Shuttleworth, the well known English educator. in January 1847, he
presented his document entitied mwugrﬁw
Moe of Organizing Day=Schools of industry, Model Farm School, and
Normal School part of a System of Education for e Colored
Races of the British Colonies. it became the first formal
statement of British educational policy in colonial areas,
including the Gold Coast.

in preparing his proposals, Kay-Shuttleworth knew that
practical courses required additional financing. He therefore
developed a program which would "combine intellectual and
industrial education” in such a way that it would "render the
labor of the children available towards wmeeting some part of the
uxpense of their education” (Bacchus, 1991). In other words, he
was intent on designing a financially self-supporting vocational
education program in the colonies. This was calculated to reduce
the government's educational grants.

in general, the new educational proposals stressed the
following goals: personal development; improvement of the general
standard of living and the development of social skills, and an
appropriate level of political awareness among the "colored races
of the colonies.”

Specifically, the proposals intended to:

1.  inculcate the principles and pravwote the
influences of Christianity by such

jnstruction as can be given in elementary
schools;



On the subject of industrial and agricultural training the

Accustom the children of these races to
habits of self~control and moral
discipline;

Diffuse a grammatical knowledge of the
English language as the most important
agent of civilization;

Make the school the means of improving
the condition of the peasantry by
teaching them how health may be preserved
by proper diet, cleanliness, ventilation
and clothing, and by the structure of
their dwellings;

Conmmunicate such a knowledge of writing
and arithmetic and of their practical
application as may enable a peasant to
economize his means, and give the small
farmer the power to enter into
“calculations and agreements.”

proposals intended to:

6.

Give practical training in household
economy and in the cultivation of the
cottage garden, as well as in those
common handicrafts by which a laborer may
improve his domestic comfort;

improve agriculture to replace the system
of exhausting the virgin soils, and then
leaving the work of reparation to natural
influences. The education of the colored
races would, therefore, not be complete
for the children of farmers, unless it
included this object.

To this end, the textbooks of the schools should:

8.

Teach the mutual interests of the mother
country, and her dependencies, the
natural basis of this connection and the
domestic and social duties of the colored
races;

Set forth simply the relation of wages,
capital, and labor, and the influence of

41
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local and general government on personal
security, independence, and order. (Privy
Council Office, London, 1847, pp. 2-3).

Based on these proposals the Education conmittee of the Privy
Council suggested that:

1. Special elementary schools be created
where pupils would be taught basic
skills;

2. Day schools for industry of (six-year
program) be established to assist pupils
in learning trades, gardening and
agriculture with the girls studying
housewifery;

3. Model farms to be set up to help pupils
develop habits of industry leading to "a
settled and thriving peasantry";
4. Teacher training schools to be
established with an agricultural slant to
the curriculum. Among the subjects to be
taught were Chemistry and its &ppl jcation
to agriculture, agricultural economy,
surveying, practical mensuration, farm
management, and treatment of diseases
(Privy Council Office, London, 1984).
in additien to providing school graduates with worthwhile and
broader occupational alternatives, these proposals were intended
to bring “true" civilization to the colonies and also make
education more relevant to national and local needs.

The_Gold i

in the Gold coast, the Privy Council's reconmendations were
adopted in an effort to restructure the education system. Although
the demand for education was modest at this time, it had gained
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considerable recognition among the coastal peoples, particularly
the Fantis. But the limited number of clerical Jjobs in the
European-dominated sector of the economy meant that most of the
school graduates could not find employment. Consequently, Dr.
Madden, Governor Maclean, and Reverend Freeman suggested the
establishment of model farms in each settlement in the Gold Coast
(Graham, 1971). One model farm, which lasted about ten years, was
thus set up at Dominasi by the Rev. Thackaray (Foster, 1965).

By 1850 the Wesleyans had set up model farms at Beulah and
Napoleon (near Anomabu) where "work on the land was to be closely
related to instruction in the classroom" (Foster, 1965). At these
settlements the experimental crops included coffee, cinnamon,
mangoes, ginger, olives and grapes. But they all failed perhaps
due to the nature of the Gold Coast climate.

in the interior, the Basel missionaries in 1877 set uwp
school-based industrial training programs which were supplemented
by advanced work at a central industrial training institute in
Accra staffed by both European and African teachers. This was
later moved to Takoradi where it is now known as Goverrment
Technical Institute. This institute turned out skilled iron
workers, joiners, and carpenters. It appears that the aim of the
Base! industrial and agricultural training, combined with its
boarding~house school system was, to isolate the African
Christians from the traditional culture and its "heathen"

practices, and to establish self-supporting Christian comunities.
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But by the end of the nineteenth century these early efforts
to vocationalize the Gold Coast schools had failed, largely due to
socio-economic, political and educational problems within the
country. This will be discussed in detail later in this chapter.
SECOND ATTEMPT AT VOCAT IONAL TRAINING

OEMUNL A N e e

introduction

Since the initial statement on colonial educational policy
developed by the Education Committee of the Privy Council in 1847,
there had been no additional British colonial educational policy
until 1923, when the Colonial Office established an Advisory
Committee on education in the colonies. In 1925 this Conmittee
published what was to be the f irgt general statement on British
policies for colonial education in almost one hundred years. To a
large degree the policy statements paralleled the conclusions of
the Phelps-Stokes Report for the restructuring of colonial
education.

The Phelps-Stokes Comissions

After World War |, both American and British missionaries
working in Africa decided that a thorough enquiry must precede
their post-war development plans. Thus, in 1919 the American
Baptist Foreign Missionary Society channelled a request through
the Comittee of Reference and Counsel of Foreign Mission
Conference of North America to conduct "a survey of educational
conditions and opportunities among the Negroes of Africa with a

special view of finding the type or types of education best



adapted to meet the needs of the Native" (Foster, 1965).

in response to this request, in 1920 the Phelps-Stokes Fund
of the USA, which was devoted to advancing the education of
Negroes, set up two conmissions to report on African education.
The first commission studied education in West, South, and

Equatorial Africa and in 1922 produced a report entitled Education

in Africa. The second commission investigated East, Central, and

South Africa. In 1924, it submitted its report entitled Education

in East Africa.

The Phelps-Stokes Conmistions’ Report

Initially, the Comissions made clear the source of their
approach by acknowledging the influence of principles developed in
the United States by Samuel Chapman Armstrong at Hampton, and
Booker T. Washington at Tuskegee. The Hampton-Tuskegee institutes
of fered American Negroes a combination of academic and technical
training to prepare them to become model teachers, craftsmen and
cultivators in their own comunities. In other words, there was an
attempt by the Phelps-Stokes Conmissions to equate the position of
the African with that of American Negroes. As the Phelps-Stokes

Report stated:

though village conditions in Africa differ in
many respects from those in America where
these activities have had great influence on
the improvement of rural life, the
resemblances are sufficiently numerous and
real to warrant the belief that the plans
above described may be adapted to colonial
conditions in Africa (Foster, 1965, p. 157).
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The educational plan devised for the African colonies,
including Ghana, by the Phelps-Stokes Commissions thus gave
primacy to concepts and practices that were originally targeted to
Negro education in the Southern United States. As Foster (1965)

notes:

western educational institutions had been
transferred without reflection to the African
scene and there was no attempt made to modify
curricular content in the Tlight of African
experience. This created some major
dysfunctionalities such as overproduction of
school graduates, unemployment of the educated
and a general dislike for agricultural
training. It was therefore necessary for the
colonizers to undertake a careful sociological
investigation of African conditions, and upon
the basis of this, develop a sense of specific
reconmendations on the desired shape of future
African education (pp. 157-158).

The Commissions were able to make a series of very specific

reconmendations, as quoted by Féster (1965):

1. The development of an educational system
should be substantially based upon an
agricultural curriculum. Since:

the overwhelming majority of the
AMricans must live on and by the
soil, but the schools make very
little provision for training in
this important element for life.

2. An agricultural curriculunm was to be
supplemented by a system of elementary
trade schools to teach the simpler
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elements of trades required in Native
villages and to prepare for the fess
skilled occupations.

Here, Foster observes that although the Covmissions were
primarily concerned with the provision of agricultural and simple
technical instruction for the masses, they were conscious of the
tiny proportion of students from small nurber of more academic
jnstitutions who would proceed to further studies and later enter
professional or semi-professional occupations (Foster, 1965).

3. Tribal languages should be used in the
lower elementary stages. The language of
the European nation should be introduced
in the upper standards only.

4. Other subjects such as history and

geography were to be more closely related
to the local milieu (p. 159).

In general, therefore, the recammendations of the Phelps-
Stokes Conmmissions were to develop a more "practical” and
"functional” or "relevant” educaticn within the African setting in
order to provide more useful instruction for the vast majority of
African pupils. Again, to a great extent, these recommendations
appear in many ways to be in the same spirit of the James Kay-
Shuttleworth proposals of 1847.

The Advisory Conmittee Memoranda

Based upon the reconmendations of the Phelps-Stokes Report,
the Advisory Committee on Education for the colonies produced two
subsequent reports in 1925 and 1935 respectively. The views of
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this Advisory Conmittee, as embodied in its two major reports can

be summarized as follows:

The provision of education in African
societies was to be based on the
cont inued activities of voluntary
agencies, but the general direction of
policy was to remain in the hands of the
colonial government.

in other words, the decentralization policy of educational

development was to be maintained, but more central goverrment

supervision or control was called for.

The schools were to pe adapted to native
life.

Grants-in-aid were to be made on the
basis of school efficiency.

The use of local vernaculars in
education, particularly in the Tlower
forms, was to be stressed.

There was a growing need for more active
supervision of schools by the colonial
governments.

Great stress was placed on the need for
technical, vocational and agricultural
training at the expense of more
‘traditional’ (academic) subjects within
the curriculum.

There was an increasing awareness of the
need to expand educational facilities for
wcm;n and girls (Foster, 1965, pp. 159-
160).

The memoranda of the Advisory Conmittee paralleled the

conclusions

of the Phelps-Stokes Commissions,

though
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amplifications were made concerning the precise application of its
principles within British colonial areas.

Concerning the adaptation of schools to native life, in its

1925 report the Advisory Conmittee asserted that:

Education should be adapted to the mentality,
aptitudes, occupations and the traditions of
the various peoples, conserving as far as
possible, all sound and healthy elements in
the fabric of their social life; adapting them
where necessary to changed circumstances and
progressive ideas, as an agent of natural
growth and evolution (Foster, 1965, p. 160).

In its attempts to adapt colonial education to Tlocal
lifestyles and practices, the Conmittee formulated the following
major aims:

1. To render the individual more efficient
in his or her condition of life.

2. To promote the advancement of the
comunity as a whole through the
improvement of agriculture.

3. To develop native industries and improve
the health of the people.

4. To train the people in the management of
their own affairs through inculcation of
true ideals of citizenship and service
(Foster, 1965).
With respect to the provision of agricultural education and
the development of rural comunities, the 1935 Memorandum on the

Educat jon of African Communities stated:

The basis of African life is, and is likely to
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remain agricultural. If this is so, one of the
primary tasks of African education must be to
assist in the growth of rural communities
securely established on the land (Colonial
office No. 103, pp. 6-8).

Thus, like the 1847 recovmendations of the Privy Council once
again a strong enphasis was placed on the need to adjust the
content of African education, to align it more directly with the
needs of the society. Since this mesnt the gpreparation of
citizens for life and work in their omn conmunities it implied the
vocationalization of education. The effect was then another
attempt to de-emphasize the study of academic courses in favor of
the development of basic skills in agriculture and industrial
training so that the many students who remain in the rural areas
would become more useful and productive to themselves and to their
communities.

The 1935 report also gave inportance to the development of
mass education, adult literacy programs, and environmental
studies. In this respect, the Report stated that:

The progress of a backward conmunity will be
greater and more rapid if the education of the
adults is taken in hand simultaneously with
that of the young...efforts to educate the
young are often largely wasted unless a
simultaneous effort is made to improve the
life of the comunity as a whole (Thowpson,
1981, p. 32).
The basic thrust of the 1935 report was the preparation of

all members of the comunity, irrespective of their age and social
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status, in terms of improved methods of conducting their
traditional occupations (Cowan et al., 1966). The importance of
relating colonial education to local occupations compelled the
Advisory Committee to issue a third memorandum in 1944, Entitled
Mass Education in African Society (Hilliard, 1957). This document
stressed the need to educate all members of these societies.
Accordingly, the various reports and reconmendations produced by
the Advisory Committee that followed the Phelps-Stokes study led
to the establishment of colleges in East and Central Africa
patterned on the Jeanes Schools that were devised in the United
States.

The Jeanes Teachers

in 1907, Miss Anna T. Jeanes, a humanitarian and
philanthropist, donated a substantial amount of money to iwprove
the educational needs of the rural comunities in the southern
part of the United States. Jeanes teachers were mostly women
graduates from Hampton and Tuskegee institutes, which were already
active in providing practical education for the Negroes.

These teachers evphasized the use of readily available local
materials to prepare students with an "education for life" rather
than mere certification (Bray et al., 1986). Staff members, once
trained, were assigned responsibility for clusters of rural
schools. They travelled around the rural areas to provide support
and advice and promoted among large rural black comunities the
Hampton-Tuskegee educational  doctrines of self-help and the
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dignity of manual labor. They were thus involved in introduction
of simple forms of industrial and agricultural work into the
school. They also visited and taught in people's homes, and
promoted gardening and health services.

In 1925 the first Jeanes school was opened in Kenya. Shortly
after, two more were opened in what was then Southern Rhodesia,
one in Northern Rhodesia, and a fifth in Nyasaland. In 1927,
Achimota College was founded in the Gold Coast. It also was to
operate along the lines of the Jeanes schools. The fate of the
Jeanes Schools is discussed later in this chapter.

Impact of the Colonial Educational Policy Reconmendstion in Ghana

Following the publication of both the Phelps-Stokes Report
and the Advisory Committee's recommendations, the period of the
1920s was marked by a systematic attempt to introduce reforms into
the primary and secondary education in the Cold Coast. Since the
Gold Coast Governor, Sir Gordon Guggisberg, hailed the Phelps~
Stokes Report as "the book of the century, a combination of sound
idealism and practical commonsense,” more than any other colonial
governor, he attempted to model Gold Coast education on the lines
suggested by the Commission (Foster, 1965; Hilliard, 1957; Graham,
1871). Thus, in his annual address to the Legislative Council on
March 6, 1924, Guggisberg declared that "education of the mind as
well as of the hand and of the brain, is the keystone of the
edifice forming goverrment’'s main policy” (Hilliard, 1957).

His address, referred to as The Keystone (H.M.S.0., 1924) stated
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that:

1. Literacy was not the be-all and end-all
of education; character training and good
trades and professional training were
important.

2. The existing system tended to produce a
semi-educated class which despised manual
labor; its standards were poor and it did
not provide real character training.

3. The chief cause of these defects was that
those who taught had themselves received
an inferior kind of education.

4. The main task of educational reform must
therefore, be to provide a good all-round
secondary education, upon the basis of
which a better-educated class of teachers
could be trained, and thus, in time raise
the)level of education generally (pp.

7-9).

Achimota College was the first and perhaps the most
significant of the developments which resulted from the new
impetus and direction which Guggisberg gave to education in the
colony. Fram 1930, the college consisted of a complete educational
ladder from kindergarten to university classes, with teacher
training for both boys and girls (Hilliard, 1957). University
classes went up to London Intermediate Standard in Arts, Science
and Agriculture, to the first examination for Medical Degrees, and
to final degree standard in Engineering (Hilliard, 1957). Despite
the fact that it was an elite school, Achimota made an attempt to
devise a curriculum adapted to the African milieu and needs. But

this idea met strong opposition from the elite minority who were



54
far less interested in the native content of African education.
Achimota has therefore remained an elite academic college to this
day.

In 1922, four junior trade-schools were opened by government,
two in the coastal area, one in Ashanti, and one at Yendi (this
was transferred to Tamale in 1937). These schools were designed to
meet the growing need for artisans who had attained a reasonzble
general educational standard. Pr sion was therefore made for the
teaching of literacy as well as technical subjects in these
schools (Hilliard, 1957). It nust be noted here that the types of
technical graduates produced by these schonls were mainly
personnhel required by government in the fields of architecture,
town planning, factory machine operation and repairs, road and
railway engineering and land surveying. Hence, they were more
prepared for modern sector employment than for rural jobs.

To assist in the teaching of agriculture, a nurber of courses
for teachers and students were offered at the newly established
agricultural schools at Aburi, Asuansi, Kumasi and Tarkwa
(Hilliard, 1957). it was considered necessary to diversify the
teacher college curriculum to include agricultural courses, the
teachers were expected to teach the subject to both pupils in
schools and to the comunity members jnvolved in the mass
education programs. Every effort was made therefore to assist in
reiating Gold Coast education to the “practical” needs of the
comunity and the individuals within them.
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With regard to financing the various programs, the new
reforms coincided with a considerable rise in the general revenue
of the country. Hence, total expenditure on education rose from
£114,000 in 1926 to £291,000 by 1931 (Hilliard, 1957). But due to
the depression of the 1930s, this increase was short-1ived.

Like the Gold Coast, similar endeavors were made to diversify
education in Tanganyika (now Tanzania), Kenya, Nyasaland, Northern
and Southern Rhodesia. The Jeanes schools that operated in these
areas also attempted to relate curriculum content to the local
community, and in particular to rural occupations. The focus also
was the development of agriculture, local industries (crafts etc.)
and health care (Thompson, 1981).

Evaluation of the lwplementation of the 1925 Education Proposals:
The Nuffield Comnission's Report of 1953

in 1951, the Secretary of State for the colonies and the
Nuffield Foundation jointly sponsored a project to evaluate the
1925 and 1935 educational policy and practice in the British
Tropical African territories, including the Gold Coast. During the
second half of 1951 two small groups of experts were formed to
visit West, East and Central Africa respectively. Their task was
to review education up to and including the secondary level.
After visiting the specified territories in Africa the study
groups criticized educators in Africa for:
Providing too superficial an education and for
providing it to too few children; for being

too mich bound by external examinations; for
being too bookish and unpractical; for
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producing too many clerks and too few farmers,
artisans, technical, and reliable
adninistrators; and for utterly failing to
stop the drift to towns, the decay of
agriculture, the break-up of tribal society,
and the loosening of moral standards (Colonial
Office, London, 1953; Thompson, 1981, p. 64).

The report submitted by these two groups contained a
testament of several ideas already present in the 1925 and 1935
memoranda on education in Africa. It laid a strong emphasis on
vocational education in the schools to bring about change of
attitude among students and parents. However, its recommendations
did nct receive the expected attention in the colonies because
most of the African states, particularly the Gold Coast, were
moving towards independence from coionial rule. Hence, the British
were more concerned with training Africans to replace expatriates
in the modern sector economy than with implementing the vocational
education recommendations of the Advisory Comittee. This new
concern thus called for an expansion of the traditional “academic”
education program.

At this point, it is necessary to identify the factors which,
for the second time in one hundred years, contributed to the
failure of colonial educators to introduce vocational education
into the Gold Coast as well as into the other colonial African
education systems.

WHY VOCAT IONAL EDUCATION FAILED IN COLONIAL GHANA

Several reasons underlie the failure of the colonial

goverrment to vocationalize education in both the Gold Coast as
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well as in the other African colonies. First, colonial educators
had assumed that the creation of vocational schools would generate
a demand for such an education among students. However, they
neglected to find out which groups were using the schools and for
what purposes. To the Africans, European education (academic)
meant one thing: escape from rural servitude, destitution and hard
work to a high-paying job in the small modern or European-
dominated sector of the economy. They strongly resisted any
curricula change which tended to deny them such an education. in
their view, vocational education was fit only for slaves and the
j1literate or unskilled rural masses. As Soott (1938) observed:

the African declined to accept the indigenous
system of training as a foundation for his
future education...he would regard any
suggestion in the educational sphere to build
upon the old as tantamount to a refusal to
grant him the benefits and opportunities of
she purely western forms of training, to which
v not unnaturally attributed the domination
.- the white (Yearbook of Education, p. 716).

Bacchus (1991) reports resistance to similar proposals in the
west Indies. He points out that local West Indian planters
perceived the Kay Shuttleworth proposals as "far too sophisticated
and too expensive" and “more likely to produce independent small
farmers” than the cheap laborers they needed to work the sugar
estates. Consequently, religious groups, including the Baptists,
who were engaged in the education of the black masses, saw it as

"an attempt to keep the black population perpetually in the role
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of laborers on the sugar estates”.
pParental objection to vocational education also becane a
formidable hindrance to its implementation in African schools.
This was largely due to the fact that, since education was not
compulsory and since parents had to pay fees, they continued to
register their support for, or objection to, the content of the
curriculum by refusing to send their chi}dren to school if they
did not approve of what was being taught. And since the survival
of schools and the level of the teacher's income depended very
much on the nurber of children in attendance, through this means,
parents were able to influence what teachers actually taught in
the schools. In the Gold Coast, Kenya and Uganda, the missionaries
had to acquiesce to the educational demands of parents in order to
win "souls" for their respective denominations. According to
Foster (1965) had the proponents of such schemes of educational
reforms been prepared to examine colonial attitudes and
expectations regarding the “work and function" of schools, the
failure of vocationalizing attempts might have been predicted.
Failure to investigate African attitudes toward formal
education implied that there was 1ittle or no recognition of the
educational aspirations of Africans. Nor was the critical role of
schooling as an  instrument of social mobility discussed
sympathetically or dispassionately. That is, not only did the
proposals of the various reports fail to recognize the economic

and social aspirations of the jndividual Africans, but also the
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latter were not consulted as to what type of education best
fulfilled their needs. in other words, vocationalization was a
“top-down” decision which ignored the importance of the African
with respect to the attairment of the goals of the new educational
proposals. The success of this reform was therefore very much in
doubt from the beginning.

Second, it was also assumed that the agrarian nature of the
colonial economies would support the introduction of vocational
training. While this assumwption appeared true, the authorities
also failed to consider the income differentials which existed
between clerical jobs in the modern sector and agricultural jobs
in the rural sector. Although the colonial economies, including
that of the Gold Coast, were basically export-oriented, geared
toward the production of cash-crops such as cocoa, coffee and
sisal, the low prices offered the producers had not improved the
farmer's income. Furthermore, the colonizers neglected the
development of the vast rural economy. This made the urban areas
more attractive and they continued to lure graduates away from
agricultural jobs in the rural sector.

Additionally, since agriculture appeared to be an economic
enterprise with uncertain financial outcomes due to price
fluctuations in the world market, this industry was less
attractive, particularly to the educated African. For example,
during the period 1908 - 1914 cocoa prices fluctuated between £38
and £49 per ton on the world market. By 1920 the price had risen
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to £129 per ton, only to drop to £19 per ton in 1933 (Foster,
1965). The fluctuating cocoa price has persisted to the present-
day. In a natiorwide radio and television broadcast, the current
Head of State of Ghana, Chairman Rawlings recently noted that:

The world market price of cocoa went down from
an average price of almost £3,500 sterling per
ton in 1977 to less than £1,500 sterling per
ton im 1987. Since 1987 the price

continued to fall to the point where this year

(1990) it reached a low level of about £600
sterling per ton (Home Front Magazine, March,

1990, p. 7).

Price fluctuations, compounded by swollen shoot disease which
wiped out entire cocoa farms, made the industry unattractive to
both parents and school graduates in the Gold Coast. Above all,
the few educated individuals (and even the masses in general)
preferred imported to locally produced goods. Therefore, demand
for the latter remained low and this situation made it impossible
to engage in farming or the crafts as economic ventures.

The demand in Africa for technical education in the
traditional skills was also very low. For exawple, by 1948 the
category of skilled workers and artisans accounted for less than
10% of the male labor force in the Gold Coast. This not only made
technical education unpopular, but also forced a larger majority
of technical educated personnel to seek employmant outside the
country, a trend which continues in most of these countries even
today. It also indicated a discrepancy between policy and practice
in relation to the colonial government. while the Goverrment
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verbally supported vocational education in schools, in practice it
made little or no use of such skills in the economy by neglecting
the development of activities that would result in the productive
emp loyment of vocational graduates.

Yo the Africans, therefore, ‘valid' knowledge and 'valid’
education meant academic education since it alone led to the
acquisition of wage employment. Introduction of any other type of
education was therefore considered a deliberate attempt to deny
the people the opportunity of gaining access to modern sector
jobs, income and the accompany ing social status. Parents therefore
demanded academic rather than vocational education for their
children. 1t was their hope that, upon securing clerical
employment in the modern sector, children would use their "high”
incomes to transform the family's general standard of living.
Therefore, it is not surprising that Africans resisted colonial
attempts to vocationalize the school curriculun, The colonial
authorities had failed to take into consideration the reward
structure associated with occupations in the society and the
attitudes of the Africans towards education that reflected their
recognition of this system of rewards.

Third, there was the assumption that the agricultural program
offered by the schools would develop better farmers awong the
majority of the students who would end up in the rural sector. But
since opportunities for achieving social status and economic

mobility existed only in the modern sector, and since this
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required academic qualifications, it was erroneous to assume that
so-called "better farmers” would be satisfied with the low income
offered by the deprived rural economy. Even if students were
willing to practice their “better” farming methods in the rural
areas, the parents were urwilling to share or give up fertile
lands. The latter also refused to go along with the "new methods"
of farming since they undermined the Jong-cherished traditional
ways of cultivating crops.

Fourth, it was oconjectured that vocational education would
develop relevant attitudes, skills and knowledge among students to
aid in national as well as comunity development. Again, some
pertinent questions remained: What were the "relevant” community
and national needs? What basic vocational skills and knowledge
were to be taught in the schools to achieve these "needs"? The
proposals failed to recognize that a wide variety of local needs
existed--the need for better staffed schools, good roads and
hospitals, for example--which the school curriculum could in no
way provide. it also appeared to most Africans that academic
education had greatly contributed to the development of the
metropole. Understandably, then, thay held the view that national
development was heavily dependent upon this type of education. And
the rural/urban income differential did not encourage support for
the study of vocational courses in the schools.

Fifth, the policy of adapting education to rural needs in
Lfrica was derived from an American approach to the Negro problem
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in America. It was a wholesale transfer of concepts and practices
developed within the American content (Foster, 1965; Berman,
1971). In other words, it equated the needs of the African with
those of the American Negroes. This was clearly reflected in the
adoption of the Jeanes philosophy of education which was a direct
transplant from Hampton and Tuskegee Colleges. Thus the colonial
educators ignored the fact that the needs of the colonized
Africans were quite different from the needs of new ly-emancipated
American Negroes. This transplant was therefore bound to fail.

According to King (1976), the impact of the Jeanes teachers
was quite 1imitec in Africa. In Kenya, the Jeanes teacher training
schools had diFficulty offering an agricultural curriculum as well
as recruiting students. Africans of ability wanted to advance
their own school achievements, especially in English, and were not
attracted to a program which was aimed at the training of teachers
and the broadening of the village school curriculum. Again, Jeanes
teachers were not sufficiently confident or adecuately prepared in
the academic subjects to give the intended boost to standards and
relevance of work in primary schools. Rather they concentrated
mainly on community development work. Furthermore, the missions
were reluctant to let their best teachers go for two years
training. This meant those trained in the Jeanes doctrines were of
mediocre caliber in terms of their academic background. Also,
since the best teachers were primarily interested in advancing

their professional and socio-economic status, they were not
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attracted to a training ocourse which prepared them to remain in
the villages (Heyneman, 1870). Thus, the Jeanes teachers, after
receiving their training, came to realize that the occupational
skills which they wanted to develop were not those to vwhich pupils
and villagers aspired.
it was equally clear that even the American Negroes

themselves resented this type of education, despite its apparent
"success" in the United States. W. E. B. DuBois foresaw that the
development of specific types of institutions appropriate to rural
Negro populations could only exacerbate the rigidity of the negro-
white caste structure. For him the question of "educational
parity” was sociologically more significant than the question of
educational content (Foster, 1965). Similarly, in Africa,
particularly the Gold Coast and Nigeria, efforts to provide so-
called "useful” education for the peoples were interpreted as
attempts to keep them in permanent subservience to the European
economic and political life. In this light Bude (1983) quotes
Azikiwe of Nigeria:

The theoretical basis favoring an education in

the crafts and in agriculture for the African

is wrong. It assumes that the Afrigan is

better suited to craft and agriculture work,

an gssumption which can hardly be correct

(p. 125).
In the Gold coast, attempts to vocationalize education were also
vigorously resisted by the emerging elites who argued that such an
education eroded the guality of education in general,
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Commenting on the provision of vocational education in the
elite Alliance High School in Kenya during the colonial period
Anderson (1970) noted that:

vocational subjects were held by the puwpils in
less esteem and were gradually dropped from
the curriculum, Agriculture, despite
determined efforts by the staff, was an early
victim ( p. 23).

Thus, the attempt to implement an approach to education that
was imported from America foundered in the African context. The
colonial authorities had failed to realize that different
envirorments required specific and separate studies in order to
design appropriate educational programs. It was also a warning to
both the colonial educators and the African elites that imported
education models, no matter how effective they appeared to be,
wire not necessarily relevant in other contexts.

Finally, the implementation of vocational education faced
several problems at the school level. First, the proposals failed
to provide an explicit definition of the nature of the new
curriculum. It was not clear vhether the proposals suggested pre-
vocational or vocational studies. Nor was it clear whether the
practical courses constituted an integral part of the general
education program or were to be considered as separate courses.
additionally, the issues of how to integrate the two curricula and
where to provide the practical training were not clarified.
Consequently, school administrators and teachers did not know
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whether to provide such courses on or off school premises. This
was further exacerbated by a lack of content definition. That is,
the proposals failed to define specific vocational courses of
study or the scope and content of such courses for schools.

The lack of a clear definition thus relegated the practical
courses to the fringes of the school curriculun. These courses
were perceived as extra-curricula activities, while academic
courses dominated the study programs. Not surprisingly, both
teachers and students eventually came to regard the vocational
courses as less inportant to the future life of the pupils. This
attitude became an obstacle to the general implementation to
vocational education in the schools.

Secord, it appearec that no attempts were made to include
vocational courses as p#rt of the school examination program.
Since an examination vagt or certificate was required of
graduates seeking ewployment, both teachers and students
understandably spent more time on examination subjects than on
non-examination courses. This helped to diminish the importance of
"skills education” in the schools.

Third, implementation of the new curriculum at the school
level was undermined by the lack of qualified vocational teachers.
This was further worsened by problems posed by inadequate
materials, equipment and supplies, ineffective administrative and
evaluation strategies, and a lack of financing (Graham, 1971;
McWilliam & Kwamena-Poh, 1975).
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Conclusion
Although colonial attempts to vocationalize education in the
Gold Coast (and the other colonies} appeared sensible, the
realities of the situation were not given full consideration.
Perhaps the basic or fundamental error committed by the colonial
educators was to presuppose that the source of the socio—econamic
problems of the colonies lay in the external inefficiencies
(irrelevance) of the school curriculum (Foster, 1965). But the
socio~economic  problems, including unewployment  amwong the
educated, were not related, to the character of the school $8;
rather they were the result of a dysfunctional consequence of the
relationship between a rapidly expanding school output and a
virtually stagnant econamy.
The next chapter examines vocationalization of education as a

socio-economic change-agent in post-colonial Ghana.



CHAPTER (il
VOCAT IONAL | ZATION IN POST-COLONIAL GHANA
introduct ion

pespite unsuccessful efforts during the colonial period at
broadening the curriculum to include vocational or practical
subjects, the Goverrment of Ghana continued its efforts i this
direction, and introduced a nurber of new projects aimed at
achieving similar goals. These were the Continuation School
Project (1969-76) and the Experimental Junior Secondary School
Project (1974-86). This chapter will briefly examine these
projects, focusing on their rationales, goals, implementation
strategies and the reasons for their failure.

Educational Expansion and the Revival of Vocational Education in
Post~Colonial Ghana

Educational Expansion
The election of a new Legislative Assembly in February, 1951

symbolized the passing of the colonial era in the Gold Coast. From
that date, the effective control of internal policy in the country
lay in African hands, becoming more permanent in March 1957 when
full independence was granted by the British. The priority which
the new government--the Convention Peoples Party (CPP), led by Dr.
Nkrumah--attached to education and national development was
reiterated in the words of Governor Guggisberg: "Education is the
keystone of a people's life and happiness” (Foster, 1965;
Hilliard, 1957; Graham, 1971; McWilliam & Kwamena-Poh, 1975).

By 1951, the school system comprised a relatively small group

68
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of highly selective secondary schools superimposed upon an
expanding but still very limited primary school sector. This was
further marked by urban/rural inequalities which existed within
the system in terms of the distribution of schools. Among the new
goverrment’'s first aims, therefore, was to meet as soon as
possible the most urgent popular demand which was for “a measure
of education for every child of school-going age” (McWilliam &
Kwamena~Poh, 1975). Thus, the goverrment decided to emphasize the
development of the primary and middle school (elementary
education) system and to increase the enrollment of children at
that level. To achieve this objective, it launched the Accelerated
Development Plan in 1951,

The Accelerated Development Plan: 1951-1960

The main objective of the Accelerated Development Plan was
"to help develop a balanced system working toward universal
primary education as rapidly as consideration of finances and
teacher training allowed, but maintaining at the same time
proportionate facilities for further education for those most
fitted to receive it" (McWilliam & Kwamena-Poh, 1975). In view of
this, the goverrment obolished fees at the primary level (to
encourage all parents to send their children to school), and also
transferred educational control from the missions to the State
(McWi1liam & Kwamena-Poh, 1975).

In broader terms, the plan had three main objectives:

1. To increase literacy and numeracy awong the citizens of
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Ghana.

Like the rest of the new emerging nations {ex-colonies)
of Africa and elsewhere, achievement of high levels of
literacy and numeracy rates was interpreted as being one of
the primary indices of a "modern” or "developed” nation. It
also conferred "power” and "recognition” at the international
level. The new government was therefore eager for Ghana to be
perceived as a “developed” and no longer "backward"” or
"undeveloped"” country by increasing literacy and numeracy
rates among the people.

To create equal access to education for all primary school-
age children of the country, regardless of their ethnic,
regional, socio~economic background or sex.

Under this objective educational expansion was
effected to fulfill the promise made by the CPP
goverrment to the people during its election campoion.

The objective was to extend education to as wide a group
of people as possible. This was to counter the policy of
the colonial goverrment which educated only about 5% of
the entire population. Second, there was the strong
belief that education could  effect radical
transformations in the well-being of the people by
developing in them favorable attitudes to change,
increase the level of their political par jcipation and

ensure greater equality in the distribution of wealth.
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3. To produce the educated manpower needed for the few existing
industries, and particularly to fill the vacant posts in the
civil service left by colonial expatriates.
ouring  this period (1950s and 1960s)
industrialization was one of the goals of the nation's
development strategy. Since formal education produced

the required knowledge and skills for this purpose, the

new nation invested heavily in expanding its educational

services. The CPP government, therefore, placed an

overwhelming emphasis upon the provision of education at

the expense of other alternative programs such as

infrastructure and rural development. It was believed

that the development of qualified manpower for both the
civil service and industrial concerns would "speed up”

Ghana's efforts to "catch up" with the developed

nations. The annual budget for education, therefore,

rose by about 15% from 1950 to 1951 i.e. from £902,00 to
£1,065,000.

By 1960 the Accelerated Development Plan had increased both
the rumber of schools and enrollments at the pre-university level,
particulary at the primary and middle school levels (see Table 4).

More important, enrollments in vocational/technical
institutions (these were post-primary vocational institutions)
rose from 296 in 1950 to 2373 by 1960. However, compared to the
increases at both the elementary and secondary levels, it appeared
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that more emphasis was placed on expanding academic rather than
vocational education at this time. This was due to the resistance
to this type of education which the colonial authorities had
earlier tried to impose upon the Africans, and to the desire by
the Government to prowote higher education for its citizens in
order to prepare them to fi11 top level jobs in the public sector
and in the developing industries.

The curriculum of the elementary school corresponded broadly
to that of Britain, since any attempts to deviate from the
colonial academic curriculun was interpreted as a deliberate
measure to continue an infericr system of education abandoned by
the metropole (Foster, 1965). In other words, "Africanization” of
education was fiercely resisted. The massive expansion effected by
the Accelerated Development Plan, therefore, was not accompanied
by any inmediate proposals to radically restructure the curriculum
to include vocational subjects. However, the achievements of the
Plan indicated that all the developments in education over the
century of colonial rule were minuscule as compared with the
achievements in education in only a decade of self-rule in Gnana.
The Second Development Plan: 1959-1964

The increases at hoth the primary and middle school levels
resulted also in an increasing demand for expansion of the
secondary sector also, since large ruwbers of middle school
graduates were qualified for secondary level education. This issue

received goverrment's attention in the Second Development Plan for
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1959-1964 which aimed at expanding secondary education. The Ghana
Educational Trust, with a capital of £2.5 million from the Cocoa
Marketing Board funds, was set up to accomplish this task (Foster,
1965).

By 1966 the nurber of secondary schools had doubled, with a
total enrollment of 93,526 students (refer .to Table 4). During
this period only two vocational/technical institutions had been
established making a total of eleven such schools enrolling about
4,000 students. This slow development of vocational education, as
opposed to the rapid expansion of academic education, appeared to
encourage the population to believe more in the "superiority” of
the latter over the former in terms of its importance to national
and individual cocio-economic development. Furthermore, it also
showed that the goverrment itself did not fully believe in the
contribution of vocational education to nationatl development. The
national economy was absorbing academic rather than vocational
graduates resulting, ina low demand for vocational education by
the students attending school. However, because of the Vimited
naber of jobs in the modern sector in relation to the increased
output of academically qualified students, the problem of
unemployment among the educated, particularly the middle school
graduates, escalated to become a concern of the CPP Govermment.
Voegt ionalization in the Post-Colonial Era

As in the colonial period, efforts to vocationalize educat ion
continued to characterize the education policy of many other LDCs
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during their post-independence, because governments and educators
continued to regard academic education as unsuitable for all
students--especially those receiving post~primary education. This
was because rapid expansion of more academic educational programs
in the years inmediately following independence produced an over-
supply of school graduates who could neither pursue higher
education (due to limited places or inability to qualify) nor
secure jobs, due to their lack of vocational skills. For example,
in Ghana those elementary school graduates who did not get to
secondary schools had to join the labor force and, of the limited
rumber selected for secondary education, only a third proceeded to
higher education. The rest of these greduates had to join the
labor force to campete for the limited number of available jobs in
the public sector.

The inevitable result was that the problem of unemployment
awong those who had received an education was increasing.
Vocationalization of education was therefore considered necessary
since it would provide a more relevant, useful and product ive
education system, which would not only benefit students after
graduation--but would also make investments in education more
economically profitable for the LDCs'. The commonly held-
expectation was that the returns from educational investment (in
the form of graduate employment and diverse services) would
increase productivity, thus fostering socio-economic growth in

these societies.
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VOCATIONAL_EDUCATION IN GHANA
The Seven-Year Development Plan (1963/64-1963/70)

Yo address the dilewma of the educated unemployed, the
Nkrumah Goverrment came up with a 7-year Development Plan which
categorized education as an activity under its “economic
development” strategy based on the claims of the human capital
theory. The Seven-Year Development Plan recognized education as
the “foundation on which industry and agricuiture must be built.”
(Ghana Goverrment, 1963). In this respect, the goverrment viewed
education from two perspectives. First, as a means of increasing
productivity the pecple ought to be made receptive to new ideas, a
task for which education could prepare them. Second, education
should teach the population the specific skills needed to produce
the goods and services required by the econamy. This was an
attenpt to develop a modern labor force for the “rapid expansion
in agriculture, industry and other sectors of the economy” in
which revolutionary developments were envisaged (Anim, 1966). It
was hoped that the new proposals would make education "more
relevant” to both the individual and the nation as a whole and 2
more effective instrument in hélping to solve the problem of
unemployment anong the educated.

The government recognized that:

1. There was a need to develop a plan which
would eventually contribute to the
solution of the unemployment problem.

2. There was a need to plan towards
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effecting change in the attitudes of
school leavers, turning their attention
away from white collar jobs to more
profitable practical vocational
occupat ions.

3. There was a need to train children to
acquire the necessary skills that would

aid development in rural aress (Adams &
Chen, 1981, p. 166).

To this end, the 7-year Plan proposed to:

1. select pup’ls for secondary schools after
six years of primary education.

2. Eliminate the middle schools and replace
them with continuation schools in which
courses offered would be vocational in
nature~—~such courses as agriculture,
shorthand, typing and office practice,
simple bookkeeping, elementary
accounting, housecraft and handicrafts
(Report of the Ministry of Education,
1962).

it should be noted that, for the first time since the end of
colonial rule, vocational education in schools had been defined to
include business courses.

The Centinuation School proposal was, therefore, a response
to the need for economic expansion, as well as an attempt to help
cope with the unemployment problem. in this respect it appeared
the government associated the growth of unep loyment among the
educated with the “irrelevance” of the school curriculum.
Furthermore, the country enbarked upon an aconomic development
program of import-substitution industrialization. This development

strategy required skilled manpower--a need that could not be met
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by what was basically a traditional, examination-oriented,
academic curriculum.

However, the implementation of the 7-year development
proposals was tenporarily suspended by the goverrment, mainly due
to growing political discontent with the CPP among the general
populatinon. The unemployment problem, in addition to the low price
of cocoa, generated anger, particularly among the farmers. The
govermment therefore considered it "unwise” to proceed further
with its plans to vocationalize education at this time.

THE NATIONAL L IBERATION OOUNCIL (1966-1969) AND THE
INTRODUCT |ON OF THE CONTINUATION SCHOOL PROGRAM

In February 1966 the Nkrumah government was overthrown by a
military regime which referred to itself as the National
Liberation Council (NLC). In June of that year, the new
administration set up an Educational Committee headed by Professor
Kwapong of the University of Ghana (Legon). Its task was to
conduct a comprehensive review of Ghana's educational system at
all levels. The comittee's major purpose was to examine the
prevailing problems in the system and make reconmendations for its
improvement .

K it 1966

A mejor task of the cormittee was to put forward a philosophy
of education which was acceptable to the nation and to the NLC. It
was also to indicate the type of education that would be the
embodiment of such a philosophy. The Kwapong Committee was also
charged with determining how to make the best use of available
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resources in the service of education. Finally, following this, it
was to reconmend national priorities for educational development
on the basis of present and future needs (Taylor, 1974).

Even though the committee toured the country and held
mmerous public hearings in which individuals and representatives
of groups presented their views on the kinds of changes in
education that they felt the country should have, the policy
options that emerged from the conmittee's report could not be said
to be the product of national debate or local research, or of
experimentation and comparative analysis. Rather, the committee
adopted Nkrumah's 1962 education proposal--which had been rejected
and used as one of the reasons for his overthrow by the military—
to replace the existing middle schools (Forms 1-#) with programs
that would provide a ‘more appropriate terminal éducation for
elementary school-leavers™ (MOE, 1968). The Kwapong conmittee’s
reconmendation, therefore, was to leave the academic-oriented
aurriculun of the first eight years of elamentary education
intact. This decision, it would appear, was intended to allow the
children of the elite to enter the secondary schools at the grade
8 level through a selection process based on the results of the
Conmon Entrance Examinations. This group would avoid the study of
vocational subjects which were part of the program offered during
the last two years of elementary education. Those who failed the
selection examination for the secondary schools were to engage in

pre~vocational (skills acquisition) studies in the Continuation
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School Program (Forms 3-4), "patterned on the farming and local
industrial needs of the country” (Ministry of Education, 1968).

implementation of the Continuation School Program
Introduction

The basic idea behind the "Continuation School Program” was
that pupils not destined for academic secondary schools would
spend a portion of their time learning skills that would be useful
to them in everyday life. Such skills therefore had to be related
to what was customarily done in the local community, and, more
specifically, in families~-the aconomic unit to which the
unemployable school graduate would have to return. The middle
school curriculun was to include activities that were already
generating a measure of financial return in the district. This
essentially meant farming and local handicrafts.
imp lement.at ion

The implementation strategy involved eighteen schools. Two
from each of the nine adwinistrative regions (now ten) were
selected as trial schools. In addition to internal financing
UNICEF contributed eighteen sets of equipment deemed necessary for
the project. The equipment supplied was for the teaching of
science, agriculture (including poultry farming), home science,
woodwork and masonry.

Although the "trial" schools had equipment, the Ministry of
Education had not worked out how the vocational courses were to be
integrated into the middle school curriculum, Should the outcomes
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of these subjects be assessed through the Form 4 final
examination? If not, how much attention should students and
teachers pay to the vocational courses?

in general, the iupiamntatim of the project was without any
prescribed guidance: there was no structured curriculum, no time
allocation for the vocational courses, and worst of all, teachers
and head-teachers were not given special training for their new
tasks (Adams & Chen, 1981). It appeared, therefore, that the whole
undertaking was done with the belief that "schools would and could
use t* -~ ‘wm initiative” to solve the problems that would arise
(Adarr,  Aven, 1981). That is, schools were left on their own to
devise a “relevant” curriculum, in addition to solving the problem
of how to integrate the academic and the vocational curricula.
The Continuation School Curriculum
By 1972 the Ministry of Education had been able to identify
about thirty-two courses which were being offered in the various
continuation schools. It reported that:
The course content has been systematical ly
diversified to embrace some thirty-two

different vocations, including vegetable
gardening, crop and animal husbandry, poultry
farming, cloth weaving, cane work, catering,
extraction of vegetable oils, dress-meking,
hair-dressing, fishing, masonry, woodwork ,
vulcanizing, charcoal burning, salt meking,
blackemithing and welding (Ministry of
Education, 1976).

The above report did not mean that all 18 schools offered all
32 courses; rather they offered whatever was possible in their
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respective comunities.
Yeacher Supply

Since the teachers had no training in these various
vocational subjects, schools had to resort to hiring local
craftsmen in the community as "specialist tutors”. Some of them
even conducted a few classes (e.g. weaving) in their own studios.
Even when, by 197€, the mumber of continuation schools had soared
to about 634, the authorities had still not maede any plans to
train the required vocational teachers for the schools. In view of
this, most of the equipment supplied by UNICEF was under-used. In
one school, for instance, a UNICEF official who was assessing the
program in 1972 found one incubator "lying idle” while other
schools had still "not received” the allocations made to them
since 1969 (Adams, Chen, 1981). This was a clear indication that,
despite their open rhetoric supporting vocationalization of
education, the education authorities either wers not fully
committed to the program or were grossly inefficient in terms of
its implementation at the school level.
Coordinat ion

Yo coordinate the program in the various regions, the
Ministry of Education appointed regional organizers. Their major
task was to visit the schools and to give advice, guidance and
help. It must be noted here, that the kind of "guidance” and
"help” was not defined for the coordinators. Most of these
coordinators, therefore, paid only official "visits” to the
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schools, and wrote reports on what they saw. They rarely offered
any effective help with the implenentation of the program. in
addition, because these coordinators were also Ministry officials,
the boundaries between "advice” and "cammend”, and between
"guidance” and "prescription”, were often blurred (Adams & Chen,
1981). The coordination strategy was therefore not effective nor
helpful to the schools.

Failure of the Continuation School Program

By 1976 it had become clear that the Continuation School
program had failed. The major reasons for this were socio-economic
and educational.
Socio-ecordiic Reasons

Although the program appeared to enjoy some "acceptance”
among both students and parents, this was clearly not the kind of
education the people wanted. As previously indicated, since
colonial times academic education had heen seen as the only way of
securing a better-paid job in the modern sector; hence, the
introduction of vocational (skills training) courses was perceived
as an attenpt to tie the bulk of the population to a rural
lifestyle. In view of this, diffusion of the innovation throughout
the middle school system was very slow indeed. At the end of 1976,
of more than 3,000 middle schools only 21% had introduced the new
program. This also indicated that @overrment support for
inplementation of the program was very weak. In a centralized
system of government, such as existed in Ghana, the support of the
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Goverrment in the adoption of the program was necessary for
success. But its relative inaction in this field strongly suggests
that the MLC itself was not much interested in its diffusion.
second, the increase in the nutber of continuation schools
resulted in a demand for additional funds to pay the salaries of
"vocational teachers” in the local communities who were helping to
jnstruct the pupils. But this overstretched the goverrment's
educational budget. Since goverrment could no longer finance the
increasing cost of education at this level, comunities and
parents were "encouraged” to share the financing of the program
with the goverrment by providing the necessary materials (e.g.
gray baft, cane, seeds, etc.) and labor. in some schools, parents
were even asked by the headteachers to pay a fee each term since
goverrment had withdrawn the arnual grant for the vocational
courses. Because most of the parents were poor, and were not
particularly interested in seeing these vocational subjects taught
in schools, the program was soon abandoned in several regions,
which resulted in a return to the academic curriculum. Thus, it
could be inferred from this that community~financed curriculum
reforms which are not supported by the population have a very slim
chance of survival in Ghana or in any other developing country.
Third, one of the main goals of the program, which was
to reduce unemployment, was not achieved. According to Gardrer
(1985), unemployment ‘increased among middle school-leavers and

moreso among the graduates of the continuation programs. Two
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reasons appear to have been at the root of this problem: (1) the
graduates of the Continuation program had no capital to engage in
self-employment; and (2) the market for graduates with some
elementary skills acquired in a minor school program was not only
1imited but virtually non-existent. With an economy that was not
expanding, the demand for additional workers was quite low
especially for those with minimal skill training and no job
experience. In other words, while the authorities "strongly”
advocated vocationalization of education, they failed to
adequately help the economy develop to the point where it could
fully utilize the vocational knowledge and skills of the graduates
involved.

Educational Reasons

The Continuation School program failed partly because there
was shortage of vocational teachers and an inadequate supply of
equipment and resources. in addition, too many vocational courses
were being introduced, and the organization and coordination
strategies were ineffective (Gardner, 1985; Adams & Chen, 1981).

In addition, the Ministry of Education made no effort to
evaluate or monitor the programs to assess the success or failure
experienced in the implementation process; this would have allowed
them to devise means for possible modifications of the program.
The exercise depended upon "luck™ for its survival. Above all, it
failed to act on the regional reports submitted by the
coordinators, and to plan for any restructuring to aid the
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implementation process. This suggested that, 1ike the Government,
Ministry of Education officials were apathetic to the introduct ion
of the new program.

The Ministry also failed to incorporate continuation courses
into the middle school final year examinations administered by the
West African Examinations Council (WAEC). Consequently, both
teachers and students of the middle schools concentrated more of
their time and attention on the subjects which were to be assessed
at the final examinations. These were the subjects that had a
strong academic orientation. There was, therefore, no motivation
for schools to devote time and resources to vocational subjects
which were not being included in the certificate that students had
to obtain and which they needed for employment.

Finally, since no follow-up studies were ocnducted to
ascertain the "usefulness”, "employability” and "product iveness"
of the continuation graduates, the Ministry of Education had no
knowledge of the "relevance” or effectiveness of the entire
program.

Therefore, after seven years of implementation, the
Continuation program appeared to have had little if any of the
ijmpact on either the schoole or the comunities as was anticipated
in the original goals and objectives.

But despite the lack of success with the program, the policy
makers remained committed to vocationalizing the school
currieulum. Hence, by 1974, both the government and the Ministry
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of Education were ready to introduce a new vocational education
strategy embodied in the concept of the Junior Secondary School
Program.

THE_NAT IONAL._REDEMPTION COUNCIL (1972-1979) AND THE
EXPERIMENTAL JUNIOR SECONDARY SCHOOL _PROGRAM

introduction

iIn 1969 the NLC relinquished power to the newly elected
civilian goverrment, the Progress Party, led by Dr. Busia. But he
was ousted from office in 1972 by a new military regime--the
National Redemption Council (NRC). The quest for a "more relevant”
basic education program which was to help resolve the growing
problem of the educated unemployed became one of the priorities of
the new regime. In view of this, the NRC appointed an education
conmittee, headed by Or. N. K. Dzobo, to study the Ministry of
Education's new educational proposals for introducing vocational
subjects in the schools as set out in the New_ Structure and
Content of Education in Ghana (MOE, 1974).
The Dzobo Comittee and the New Education System with the Junior
Secondary School Program
The following basic rationale underlying the proposed new

structure was developed:

The new proposals recognize that any system of

education should aim at serving the needs of

the individual, the society in which he lives

and the country as a whole. In particular, the

system should, in a country 1ike Ghana, aim at

instilling in the individual, an appreciation

of the need for change directed towards the
development of the human and material
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resources of the country. Equally importantly,
it must generate in the individual an
awareness of the ability of man, using the
power derived from science and technology, to
transform his environment and improve the
quality of his life (MOE, 1974).

Stenming from this general aim mentioned above, the Dzobo
committee recommended that the curriculum of the basic education
course should be diversified to include both academic and
vocational courses. It was an attempt to expose students to wider
occupational choices, particularly with reference to rural
occupations. This objective was to help those whose education
would end at the basic education level, assume rural ewployment.
This, it was argued, would reduce the growing unempioyment problem
among school-leavers (MOE, 1974). The committee thus recommended
that the last four years of the basic education course (middle
school) be replaced by a three-year junior secondary school
program at which level students were to engage in studying both
academic and vocational subjects. Successful graduates were to
enter Form 4 of the regular secondary schools while the rest would
enter the labor force.

The new education system reconmended by the Dzobo Conmittee

was as follows:
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Primary education - 6 year
-Basic Education

Junior Secondary School - 3 year

Senior Secondary Lower

(‘0" Level) - 2 years

Senior Secondary Upper

("A" Level) - 2 years

University - 3 years (MOE, 1974).

The new pre-university system therefore entailed thirteen instead
of the previous seventeen years of schooling (this has been
further reduced to 12 years since 1987).

The comittee's reconmendations were approved by the NRC
goverrment in 1974, and the Ghana Teaching Service (GTS-~which
later became known as the Ghana Education Service (GES) was
established to inplement the new program.

At this point, however, it is important to identify the
fundamental causes of educational expansion which fostered the

revival of vocationalization of education in post-colonial Ghana.

FACTORS AND EDUCATIONAL PHILOSOPHIES WHICH INFLUENCE THE EXPANSION
AND OCONTINUED EMPHASI ON___ VOCATI TION __IN -
ANDEPENDENCE GHANA

In i

Vocationalization of the primary and secondary school
curriculum in post-independence Ghana, as in other LDCs, was
influenced by educational expansion, international call during the
1960s for such education in schools, educational philosophies of
the 1950s and 1960s, and the functionalist and humen capital
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theories.
Educational Expansion

The rationale underlying the expansion of education,
including an education with a vocational bias in post-
independence Ghana as well as in other developing nations, had
three motivating factors all of which led to overproduction of
school graduates within static economies. Education was seen as:
(a) a human rights measure; (b) an anti-colonial device; and (¢) a
development strategy.
Human Rights Cause

At the end of World War 1| the United Nations declared that
formal education should be the right of all citizens in every
country. Deliberations and reconmendations of the UNESCO
conferences in Karachi, Addis Ababa, and Santiago in the 1960s
prowted the idea of Universal Primary Education (UPE). In
countries which already had UPE, including the UK, Australia, and
New Zealand, this human rights concern found expression in the
determination to ensure greater equality of access to secondary
education (Bacchus, 1981). in the LDCs it took the form of the
intent to introduce Universal Primary Education. But since it was
realized that more education of the traditional type would not
meet the employment needs of those ocountries, the
vocationalization of education, even at the primary level, was

seen as an answer to the universal primary education issue.
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The Anti-Colonial Cause
For most of the newly independent developing nations such as
Ghana, Nigeria, Kenya, and Uganda, educational expansion was
perceived as a way of finally throwing off the shackles of their
colonial legacy by moving from the provision of education for only
a few, to education of the masses. As an exawple, in Ghana, over a
period of a century of colonial rule only 5% of the entire
population was educated by the British (Foster, 1965; Graham,
1971; Kwamena~Poh & McWilliam, 1975). Nkrumah's Accelerated
Development Plan of 1951 was intended to address this gross
imbalance by providing greater equality of access to education and
jobs, as well as manpower development. But since there was not
likely to be enough public service sector jobs for this increased
output of secondary school graduates, ef forts were made to broaden
occupational aspirations beyond the traditional white collar jobs
anticipated by those students, by including more practical
subjects such as technical drawing, bookkeeping, typing and office
practice, agricultural science, poultry farming and conmerce, in
the curriculum of school. It was also thought that even if the
secondary school graduates went into the civil service, it would
be useful for them to develop some appreciation of the
difficulties and challenges faced by marual workers in such fields
as agriculture and skilled trades.

The Development Cause
During the 1960s, the generally accepted definition of
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national development meant economic growth (Todaro, 197T), def ined
as, the capacity of a national economy to generate and sustain an
annual increase in its Gross National Product (GNP) at rates
between 5-7% or more (Todaro, 1977). In other words, the GNP was
considered to be a primary indicator of a nation’'s development.
Vocational education was seen as a means of improving the rate of
development by providing youngsters with skills that would allow
them to make a direct contribution to the economy. This was, in
essence, the human capital theory of development.

This widely-held conviction led to an increase in foreign aid
and the transfer of expatriate planners, teachers, engineers--
individuals with specific skills or those able to impart these
skills to the population--to the LDCs with the intention of
generating econcmic development as it had in Europe through the
post-war Marshall Plan (Haddad, 1981). What this ideology ignored,
however, were the structural and psychological differences that
existed between the LDCs and European countries. Thus, what had
been successful in Europe was neither appropriate to nor would
achieve the same results in the LDCs. Nevertheless, the provision
of vocational education was seen as a means of developing the
appropriate attitude to work which would eventually help to
achieve development.

The capital, expertise, etc., transferred from the West was
to be invested in the small modern sector in the LDCs, for it was
this sector that was believed to have the most potential for
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spearheading national development. This modern sector development
theory, advanced by Arthur Lewis (1955), argued that the center of
economic gravity in the LDCs would shift through the on-going
reallocation of labor from the traditional agricultural sector. As
this happened, the LDCs would have to use production techniques
similar to those used in the developed countries if their products
were to compete on the world market. This would result in a need
for manpower with the same type of education and technical skills
as the economically more developed countries (Arthur Lewis, 1955).
in other words, this development theory called for increased
expenditure in post-primary education, especially at the secondary
school level, to produce the required manpower for economic and
national development. Also, a shift from academic to more
technical training was needed.

But this approach to development, in effect, reinforced
the existing colonial dual economic structure (urban~rural) in
these societies and encouraged migration to the industrialized
urban centers from the rural sector. More importantly, it fueled
the expansion of and increased expenditure on education at all
levels, especially at the post-primary levels--a measure which
later came to be justified by the human capital theory. But if
this human capital was to be productive, it would need the
technical skills seen to be required in the anticipated shift from
agriculture to industry and for the improvement of farming
methods. Thus, educational expansion, caused by the above factors,
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greatly influenced the revival of vocationalization in the
developing nations during the post-colonial era.

In Ghana, the educational expansion factors underlying
vocationalization were evident in (1) the objectives of both the
Accelerated Development Plan (1951-60), (2) the 3~Year Development
Plan (1954-64), and (3) the reconmendations of both the kwapong
and Dzobo educational committees of 1966 and 1972 respectively.

The Need for Vocational Education in _Schools: The international
Debate

While millions of people from awong the
educated are unemployed, millions of jobs are
waiting to be done because people with the
right education, training and skills cannot be
found....This is one of the most disturbing
paradoxes of owr time.

R. S. McNamara, 1974
Can education alone solve the unemployment
problem?
Martin Carnoy, 1980

Introduct ion

The most common reason among the many put forward in support
of vocationalization of education in the LDCs was the reduction of
unemployment among the school graduates. Vocational education wis,
therefore, usually introduced to help solve this explosive sucio-
economic and political problem. But the question often asked by
the skeptics or critics of such programs, including Fosta~ (1965,
1966), Bacchus (1979, 1986) and Lillis & Hogan {18832, ts whether,
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in reality, the school and its curriculum were to blame for the
unenployment issue or, as argued by Hurst (1981), whether the
advocates were using this educational reform as a “red herring” to
evade reality. In other words, while the advocates of vocational
education continued to accuse the school curriculun of
contributing to the problems, the critics insisted that the
prevailing socio-economic structural features of the LDCs were to
blame. Despite this unresolved debate, vocational education
continued to receive attention in the various educational reforms
attempted by the LDCs, as evinced by current attempts in India,
Sri Lanka, the Philippines, Zimbabwe, Nigeria, Kenya and Ghana.
The Vocational School Proposal

In May, 1961, ministers of education from across Africa,
including Ghana, participated in the historic meeting, The
Conference of Afri Sta on vel of tion in
Africa, held in the Ethiopian capital of Addis Ababa. The
conference drew attention to the role of education as an
"essential factor in the econamic and social development of the
African countries, and its importance as a productive investment"
(UNESCO, 1962). It also recognized the need for manpower
development in scientific and technological fields, and so
resolved to expand both secondary and tertiary education,

it must be recalled that the period between the late 1950s
and mid-1960s saw many of these nations gaining independence from
colonial rule {(e.g. Ghana, 1957; Nigeria, 1961). There was,
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therefore, the need to produce the required personnel to fill the
varigus positions in education, civil service and industries being
vacated by the colonial expatriates. This move also portrayed the
growing influence of the human capital theory.

Among the many important resolutions passed by the conference
was the adaptation of education to the African milieu. In this the

resolution stated:

1. The relationship of education to the rural
envirorment should be given consideration from
several points of view. ...education should be
adapted to the environment.... Futhermore,
since African economy as a whole is still
essentially rural, steps need to be taken for
education to produce the economic return
looked for, to ensure that general education
prepares the way for the acquisition of
specialized knowledge, and that agricultural
education is given its rightful place.

2. In view of the existing predominance of the
agricultural sector in most African countries,
the meeting considers that education should
enable the majority of children, young people
and adults to adapt themselves to the rural
envirorment and to improve the productivity of
the agricultural sector. ...the education
provided in the rural areas should be
accompanied by other types of education, such
as vocational training and craftsmanship
courses (UNESCO, 1962, p. 17).

It should be noted that these reconmendations of the Addis
Ababa Conference were a direct resurrection of both the Phelps~
Stokes and the Advisory Committee proposals referred to in chapter

two. That is, post-independence African educators were no
different from their colonial counterparts in the quest for
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“relevant” education for Africa.

From these proposals and also fram the claims of the human
capital theory, there emerged at both the national and
international levels both advocates and critics of vocational
education, particularly curricula diversification, in the LDCs.
The leading proponents were Balogh (1962) and Dumont (1962; 1966);
while critics have included Foster (1966), Bacchus (1979, 1986),
Lillis and Hogan (1983); Lauglo et al., (1985).

The central thesis for a vocational education program
advocated by Balogh and Dumont was that unemployment among the
educated in the developing countries was the result of the
academic nature of the school curriculum. This, it was believed,
contributed to the development of hostile attitudes toward
agriculture or manual labor in general, and fostered unrealistic
job aspirations among students (Balogh, 1962; Duwont, 1962, 196€).

Dunont (1966) observed:

For most African children, in town and country
alike, school represents above all a means of
entering the elite class. Even in the most
backward areas of the bush everyone has
grasped the fact that the official with clean
hends (civil servent) earns more and works
much less....Pushed by his parents, a peasant
child quickly realizes that he can never 9o
very far in agriculture; the only way to get
ahead is to get out (p. 89).
A conversation between Dumont (1966) and a schoolboy in the

Congo (Zaire) appears to confirm the above claim:
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DUMONT: "What do you hope to become after school?”
SCHOOLBOY: "1'm going to become a bureaucrat."
DUMONT : "What will you eat?"
SCHOOLBOY: "Manioc and bananas.”
DUMONT: “If your sister goes to school, you'll have nothing
to eat, except your fountain pen” (p. 92).

The consensus among the advocates, therefore, was that the
education then offered in most schools in the LDCs de—emphasized
agricultural education, while it peopled the streets with “jobless
and idle youths" (Dumont, 1966). They concluded that school should
not detach students from their original rural world but train them
rather so that they would be in a position to modernize it.

it was therefore proposed that, since the economies of the
LDCs were basically agrarian and in addition between 80-95% of the
population lived in the rural areas and depended upon agriculture,
the - .ential need was the creation of technical and agricultural
programs within the schools. This would eventually facilitate the
development of modern agriculture which would help raise the
living standards in the rural econamy. The technical and
agricultural skilis acquired in the schools, it was argued, would
prepare students for rural jobs including agriculture, fishing and
crafts, and also lower their aspirations so that they would settle
in the rural areas and help to transform them. This would not only
halt the urban drift, but would reduce or e}iminate unemployment
avong school~leavers. In short, the advocates, in an unequivocal
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conclusion, laid the blame for socio~econcmic problems in LDCs on
the academic nature of the school curriculum. Thus, unliess the
curriculum was diversified to include agricultural and vocational
courses, such problems would not be solved.

The governments and educators of the LDCs perceived the
growing national and international support for vocational
education in schools as economically "sound”, "relevant” and
justified. Soon, diverse forms of vocational programs were
introduced into the education systems of these nations, including
india, Sri Lanka, the Philippines, Argentina, Brazil, Nigeria,
Sierra Leone, Kenya, Uganda and Ghana.

Despite the various goals of vocationalization in the
different developing nations, still there were some comonalities
which ran through almost all of them. These included attempts to:

1. Equip students with relevant knowledge
and skills.

2. Make students more productive, thereby
contributing to their own development and
to the national economy.

3. Lower students aspirations for higher
education and urban or white-collar
emp loyment.

4. Provide students with rural skills to
help them settle and take up jobs in the
rural sector.

5. Eliminate unemployment among school
graduates.

6. Provide self-employment for graduates,
and,
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7. Assist students to respect marwal labor,
particularly agriculture.

(Foster, 1966; Bacchus, 1986; Lillis
and Hogan, 1983; Lauglo et al., 1985).
The above goals, therefore, suggested that vocational
education was conceived as capable of solving the sundry socio~
economic problems of these societies. This was very much the
colonial educators' perceived purpose of schooling. However, in
the late 1960s, the assumption that the school curriculum was the
cause of the socio~economic problems was challenged by those who
argued that it was not to blame.
The Case Against Vocational Education
it is widely believed that schools can readily
be modified to meet new economic needs and,
more particularly, to accord with the
intentions of social and econcmic planners. On
the contrary, schools are remarkably clumsy
instruments for inducing prompt large-scale
changes in under-developed areas.

(Philip Foster, 1968, p. 165).

Based upon his research in Ghana, Foster (1966) rebutted the
explanation of unemployment in the LDCs put forward by the
vocational education advocates. He argued that unemployment among
the educated was the result of rapid educational expansion against
a relatively stagnant economy. That is, the modern sector econconly
was not expanding rapidly enough to absorb or create the number of
new jobs needed to accommodate the thousands of school graduates

each year. In view of this, vocationalizing the school curriculum
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would do very little to help solve the unemployment crisis. Adding
to the argument, Carnoy (1980) and Bowles and Gintis (1976)
contended that the presence of educated unemployed was an inherent
and necessary part of the capitalist system. The creation of a
reserve army of workers helped to keep down (or control) wages
which, in turn, allowed capitalist enployers to increase their
level of profit accunulation. To Carnoy and Bowles and Gintis,
then the problem of the educated unemployed could not be solved
merely by vocationalization--unless capitalism itself were
abolished or at least seriously modified.

second, the existence of a dual structure in the economy
(rural/urban) and its attendant wage differentials encouraged
school graduates to drift into the urban centers in search of
white collar jobs. This was one of the contributory causes of
unemployment in these societies (Bacchus, 1979). About 4 million
rural school graduates in Africa migrate to urban centers each
year in search of jobs (1LO, 1988). The interview response of an
educated, unemployed youth in Dar es Salaam, Tanzania, reported by
Ishumi (1984) illustrates this point:

RESEARCHER: "Why did you come to Dar es salaam?”

YOUTH: " .1 hated the job (agriculture)....Of course
it pained me most that | had not cont inued
with higher (secondary) education. Same of my
classmates at that school who did continue now
have good jobs, in police, prisons, as clerks,
drivers and so on. | too had to look for a job
and get away....As for the job here, well, |
?m st'i;l in search for one--a real good one."

p. 54).
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In Ghana, every year 250,000 rural school graduates migrate
to the urban center (I1LO, 1988). This urban migration not only
increased unemployment but created other problems, including
inadequate urban housing due to rapid urban population growth. The
average annual urban population growth rate in Ghana rose from
3.9% between 1980 and 1985, to 4.2% in 1985-88 (World Development
Report, 1989). Vocational ‘instruction in agriculture by itself,
therefore, would not induce youths to take up farming unless the
existing economic structure and its pay differentials underwent a
massive transformation (Bacchus, 1979).

Third, critics suggested that it was very unlikely that the
centralized systems of goverrment of the LDCs would lend full
support to vocational education. And, without the political
support needed in terms of finance and resources, such education
was bound to fail. For LDCs, schools virtually depended upon state
funding of their educational activities and approval of any new
curriculun. But the problem was that these governments seemed to
support academic education, which they believed would contribute
more to national development by producing highly qualified trained
manpower. Using the evidence of his research in Ghana, Foster
(1966) argued that colonial attempts at vocationalizing education
iri Ghana failed due to the lack of political support by both
goverrment and the people.

He observed that:
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The paradox in Ghanaian education, has been
the emphasis placed on vocational and
agricultural training in all documentary
sources and the relative absence of it within
the actual system of education (p. 144).

This indicated political rhetoric and lack of practical
support. Similarly, Wright (1986) reported that, although the
Sierra Leone Government was willing to go along with
diversification of the curriculum "as an important aspect of its
education development strategy” it was not quite prepared to
sacrifice same of its other educational goals in the name of
diversification. Bacchus (1986) similarly argued that, even where
vocational graduates were produced, both the private and public
sector's demand for more academic as opposed to vocational
education graduates forced the latter to work in jobs unrelated to
their training. This is partly because the rural people could not
pay for the high cost of services provided by these formally
educated vocational graduates. This explains the reasons why about
80% of the doctors in some LDCs live in the urban centers,
servicing the needs of the 20% of the population who live there.
The city dwellers are likely to be in a better position to pay for
their services (Bacchus, 1988). The critics called this a "wastage
of funds and skills". Some economists, including Blaug (1973;
1980) and Woodhall (1978) who joined in the debate against
vocational education, contended that investment in vocational

education was likely to worsen rather than improve the socio~
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economic situation in the LDCs because it was more expensive to

set up initially and maintain, than academic education. The former
required special equipment whigh was expensive and teachers who
were trained in those subject areas. These requirements were often
unavailable or in short supply.

Fourth, critics questioned the course ocontent of such
education since those who advocated it failed to provide details
about the vocational courses proposed. What kind of agriculture,
for instance, should the school emphasize, and to what extent or
level should it be taught? What elements in agriculture and crafts
were to be tonsidered "modern™ to eliminate the possibility of the
duplication of traditional methods which the children already
know? Furthermore, the question of who should study vocational
programs was not resolved, That is, which segnent(s) of the
population of the LDCs should study vocational courses and
sventually move into or remain in the rural sector econamy, and
which segvents should study academic courses for private and
public sector jobs? These aquestions were not being answered.
However, Bacchus (1986) stressed that, for vocationalization to
succeed, it had to be made an integral part of the overall
national development plans of the LDCs and be related to the
nature of that country's development strategy. It was also likely
to fail if the differential rates of pay in favor of those with an
academic education persisted.
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The chana Experience

Based upon the recommendations of both the Addis Ababa
Conference and the arguments put forward in favor of vocational
education by its various advocates, the Ghana Government began to
perceive vocationalization as the key to the nation's development.
The belief, as previously indicated, was enphasized by Nkrumah in
his 7-Year Development Plan (1963/64) which called for the need to
provide both academic and vocational education. The objective was
to produce both high~level and middle-level technical menpower
capable of contributing toward the nation's economic growth to
achieve overall development. The assumption that knowledge in
technology and science was relevant to economic development led to
the establishment of the Kwame Nkrumeh University of science and
Technology in Kumasi in 1964.

At the secondary school level, the curriculum was broadened
to include commercial, technical and agricultural programs. Again,
new post-secondary, vocational and technical institutions were
established in certain parts of the country, such as the Kwadaso
Agricultural College, Bunso Agricultural Institute, Accra
Technical Training college and the Advanced Technical Training
College in Kumasi. The old vocational schools at Asuansi, Mampong
and Yendi were also revived to admit post-secondary school
graduates. At the elementary school level emphasis was laid on
school farms, gardening, and crafts which jed eventually to the

introduction of the Continuation School Program.
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in addition to meking students more productive to the
econcmy, the new reforms also sought to make the schools
(particularly at the primary and secondary levels) self-sustaining
through the sale of the products which resulted from their various
technical/vocational courses, and to reduce central government's

educational grants.

Educational Philosophies Which Have inf luenced_the Development of
Vocat jonal Education Programs
Introduction

in addition to the international debate regarding the need
for vocational education in the LDCs, such education was also
considered philosophically justified. It was argued that general
education should include both academic and practical courses in
the training of the "all-round” person to assist in the
progressive transformation of society. That is, general education
was viewed as being incomplete unless it provided the two types of
educat ion--academic and vocational.

PRAGMATISM AND THE OF GENERAL Ti

Pragnatists are of the view that learning should be directly
relevant to the active interests and concerns which pupils have,
or will face, in their out-of-school activities, in their private
lives, and in their future roles as workers and citizens (Lauglo,
1985; Lauglo & Lillis, 1988). Therefore, pragnatism stresses the
relevance of out-of-school education in general. It thus rejects
the view that curriculun should be justified by reference to
intrinsically worthwhile structures of knowledge. Futhermore, it



107
rejects any dualism between "pure" (academic) and “epp’iad”
(vocational) knowledge (Lauglo & Lillis, 1988).

Pragnatism supports the view that learning ocars best when
arising out of application to real life problems. Thus, the
essence of education should be to lead individuals to solve thw
problems of life, which in turn leads to the transformation oF
both individuals and their milieu (Dewey, 1956; Hirst & Peters,
1970). In short, the implication of the argurent put forward by
this group of educational philosophers is that general education
should include both academic and vocational eduation. On the one
hand, pragwatism believes that problems dea’ing with the
preparation of individuals for employmert should be acvressed by
the school. In addition, it argues that the uses which pupils may
have for tools and practical techniques in their private life
should be considered in their education programs. But there has
also been support for the aesthetic side of practical subjects.
These views have led to a general emphasis on a practical approach
to the teaching of any subject (Lauglo & Lillis, 1988).

Even in the U.S.A. curriculun thought was profoundly
influenced by pragmetism and its emphasis on the importance of
museful” learning. An example is the inclusion of subjects like
Industrial Arts, Domestic Science and business subjects in the
high school curriculum which reflects both the educational theory
of pragnatism and the mass character of the high school (Lauglo &
Lillis, 1988). Similarly, the Yheoretical and Practical Vocational
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Orientation programs of Sweden (GQustafsson, 1986) and the

Technical Vocational Education Initiative course for British

secondary schools (Saunders, 1986; Rdhrs, 1988) have been clear
examples of the pragmatist concept of general education which was
to include both an academic and agricultural or vocational focus.

POPUL 1SM_AND EDUCAT ION

Populism typically celebrates the importance of work as a
source of moral fibre, self-reliance and civic virtue (Lauglo &
Lillis, 1988). Productive physical work is, as seen from this
perspective, educational in that it develops valued personal
qualities. Populists view academic secondary education (and for
that matter, all formal education) with suspicion because of its
role in the transmission of the culture of the elite in society.
Therefore, one of its concerns has been to ensure that secondary
school pupils identify with "the people” (Lauglo & Lillis, 1988).
Productive work was therefore to be introduced to this end; hence,
the strong support for diversification of the secondary school
cawrricula (as in Tanzania's Education for Seif-Reliance program) .

The populist stance focuses on secondary education that will
prepare students who leave school with the requisite skills to
“return to the comunity”. Therefore, they do not want elite
education, such as that transmitted through an academic
curriculun, to unduly dominate the work of schools further up the
educational ladder. In other words, populism suggests that the
program of studies forming the school curriculun should relate to
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the values, attitudes, beliefs and dominant occupations of the
masses in the society. Such a curriculum would not only help
students at all levels of the educational system identify with
their society in which they would eventually live and work; it
would also make them more productive, useful and able to fit into
the various types of available jobs and thereby contribute toward
the development of the local comunity and the nation as a whole.
This view gives support for subjects in the curriculun to be
directly relevant to work, home and community life.

Socialism and Education

in addition to advocating equal opportunities for all to
receive general education, a socialist ideology strongly supports
practical subjects in the curriculum of school. This is found in
the socialist concept of polytechnical educatici:, which is rooted
in Marxist philosophy. In this, there is some overlap with
Pragnatism - the rejection of dualism between “theory" and
“practice” (or "pure" and "applied” knowledge) and of the
educational superiority of the former (Laugio & Lillis, 1988).

The notion of praxis is central to Marxist epistemology. in
other words, people learn by acting on natural phenomena,
transforming them while experiencing their influence. Therefore,
curriculum should seek to integrate "theory and practice”
(academic and vocational). But while Pragmatism stresses the value
of "experience" and "activity" more generally, Marxism holds up
the educative value of productive work in particular. Hence,
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“education with production” has been a recurring theme in
socialist rhetoric and policy (Lauglo & Lillis, 1988; Gumbo,
18886).

The slogan means that students should participate in
productive work outside the school and learn directly from workers
and peasants. This was evident, for instance, in China during the
Cultural Revolution (0'Dell, 1986; Bacchus, 1986). Further, the
goal was that real-life problems of production should be the
starting point for the teaching of science. Thus, the original
idea was to break down the institutional boundaries between
education and productive work. The current interest in "Education
with Production” in Zimbabwe (Gustafsson, 1986; Gumbo, 1986) and
other Southern African countries is a less extreme example of this
socialist thinking in educational policy. This theme of practical
work in general education is one that socialist Polytechnical
education shares with the populist philosophy of education as
advanced in China by Mao, in Tanzania by Nyerere and in Cuba by
Castro.

The Philosophical !nfluences on Vocational Education in

in Ghana, as in many other LDCs, the philosophical
justification of vocationalization is that it relates education to
the needs of the society. This philosophy was evident in the 7~
Year Development Plan as well as in the reconmendations of both
the Kwapong and Dzobo committees on the country's educational
reforms. Based on the premise of pragnatism, efforts were made at
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all levels in the education system to equip students with relevant
knowledge, skills, values and attitudes in the attempt to make
them more productive, and to contribute to the social, economic,
political and cultural transformation of Ghanaian society. These
ideas were evident in the introduction of the Continuation School
Program, the Junior Secondary School Program, as well as the
emphasis on vocational and technical studies at the tertiary level
of the country's education system.

Vocationalization also has sought to assist students to
appreciate and respect community occupations. It is a calculated
attempt to get students to identify with their various communities
where they would eventually live and work. This is an important
aspect of the populist philosophy. This view was emphasized
through the introduction of community-based occupational courses
into the elementary, secondary and tertiary educational programs.
For example, an agricultural science department was created at the
University of Ghana (Legon) in 1965 to conduct research into the
agricultural practices of the country, and to effect increases in
production in this sector.

Finally, vocationalization of the country's education system
has been also based on the concept of equality of education and
job opportunities for all, as emphasized in socialist ideology.
This objective was an effort to break down the opportunity
barriers erected by colonialism, which distinguished between
academic and vocational occupational structures in addition to
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determining who occupied what positions in the nation's socio-
economic and political structure.

Theoretical Approaches in Western Societies Which Have Had An
impact on the LDCs

The contribution of formal education to economic development
jn the LDCs has been the concern of Western development theorists
for the past three decades. This concern rested on the assumpt ion
that, since education had contributed to economic development in
the econcmically developed countries, it was, without doubt, the
only way to achieve development in the LDCs.

Formal education, it was argued, would be a fundamentai agent
of socio-cultural change since it would develop human capital,
influence elite formation, and modernize attitudes and behavior in
the general population (Almond & Coleman, 1960). in other words,
important determinants of development or modernization 1lay in the
structures of formal education. In additicn, econamists of the
period, including Schultz (1961), Denison (1962) and Harbison
(1964), contended that research provides strong evidence that
education can produce the knowledge and skills needed for econamic
development.

The assuvption of a strong correlation between education and
economic development has encouraged many third world nations,
including Ghana, to focus on eauipping students with skills and
knowledge that are considered useful and more productive in the
national economy. Out of this came the further issue as to the
type of "skills and knowledge" that are most likely to contribute
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to economic development. The question then focused more
specifically on the relative contribution of a more academic
education program on the one hand and a vocational education on
the other. Many LDCs, after going through a first phase of
expanding their existing educational services, began to share the
belief that an education which develops skills and knowledge
directly relevant to the jobs available 1in the society, is most
important for the nation's economic development. Hence, efforts
began to be made at a diversification of the school curriculum to
include practical, or vocational courses, and to de-emphasize the
regular academic curriculun. it was the oconviction of most LDCs
that such skills would help develop the required manpower to
supply the labor force with the higher and lower levels skills
needed in the pursuit of socio—~economic growth,

Vocationalization has been, therefore, perceived as a quest
for greater relevance with respect 1o the skills developed by
educational institutions for the labor market. Therefore, there
needed to be a better articulation between the content of
schooling and the subsequent use of acquired skills, attitudes and
knowledge in the world of work (Lauglo & Lillis, 1988). In other
words, in addition to equipping students with relevait employment
skills to enable them to secure a livelihood, education should
make the students more productive at work. The market relevance
assuvption is also expected to help reduce the problem of

unemployment among the educated in a mre effective manner,
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because graduates would be more qualified to enter the job market.
As previously indicated, egalitarian values has been also
jnvoked in support of vocationalization. The assumption that such
education would create equality of educational opportunity--
regardless of one's academic ability. Moreover, it is assumed that
the gap between rich and poor students can be narrowed by
providing all of them with the requisite skills for jobs.
Vocationalization is also expected to reduce the sharpness of
distinction between theoretical and practical knowledge and
consequently manual and non-manual work (Lauglo & Lil1is, 1988).
Functionalism and the Vocationalization of Education
Another theoretical support for vocational education emerged
from the functional view of society which has been shared by many
sociologists. Functionalists basically argue that accession to
various oéwpational roles in modern societies is (and should be)
achieved rather than ascribed (Hurn, 1985). This view of wmodern
society therefore allowed sociologists of the 1950s and 1960s,
including Parsons (1960) and Hoselitz (1960) et al., to perceive
the LDCs as underdeveloped, since occupational roles were (and
still are) largely undifferentiated in most cases, due to
depressed market conditions. In addition, individuals in these
societies were usually selected for Jjobs on the basis of
ascription rather than achievement. The functionalist view of
society tends to subscribe to a meritocracy. |t argues that
occupational roles should be achieved on the basis of merit rather
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than passed on from parent to child. Therefore, the children of
the poor should have equal opportunity to achieve high status with
the more privileged children in society. However, those who are
unable to achieve such high positions on the basis of merit,
should be channeled into vocational and trade education or Job
training. This, it is believed, will create middle-tevel skills
and help raise the incomes of such groups (Hurn, 1985).

The meritocratic theory implicit in Functionalism has, since
world War 11, influenced governments of Western societies (later
the LDCs) to try and increase equality of opportunity by expanding
education at all levels, particularly post-primary educat ion, and
by introducing universalistic rules for employment intended to
discourage nepotism and legislating elimination of discrimination
on the basis of religion, race or sex (Hurn, 1985). The focus of
the theory is on ability and effort rather than privilege and
inherited status.

The theory also argues that the modern society is an expert
society, one that depends pre~eminently on rational knowledge for
econamic growth, requiring more highly trained individuals to fill
the majority of occupational positions (Hurn, 1985). In other
words, an increasingly meritocratic society is not only morally
justified, but it is also a more rational and efficient society.
According to this line of reasoning, formal education therefore
performs two crucial functions. First, it is responsible for the

creation of new knowledge. Since research activities of
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universities and colleges produce the new knowledge that
facilitates economic growth and social progress, the expansion of
such education is justified. Second, extensive schooling equips
individuals with specialized knowledge and skills that can no
Jonger be acquired through the family or on the job (Hurn, 1985).
A highly specialized division of labor makes vocationalization of
formal education necessary.

Conversely, it is also argued that, if schools cannot teach
the highly specific knowledge and skills required by an
increasingly large number of jobs, they can provide the foundation
of general cognitive skiils that permit effective learning of more
specialized knowledge and skills (Hurn, 1985). In short, the
theory argues that the crucial function of schools is not so much
to teach specific and useful vocational skills, but rather that
schooling represents an efficient and rational way of sorting and
selecting talented people so that the most able and motivated can
attain the highest status positions (Hurn, 1985). Therefore, it is
this selection function--the need to differentiate individuals in
terms of skills and training to adapt them to the occupational
hierarchy and division of labor--that provides the rationale for
vocational and academic programs in schools.

However, since the late 1960s the functionalist view of the
role of schooling in the society has been challenged by Neo-
Marxists and some non-Marxist conflict theorists. Among the former
conflict theory are Frank (1965), Bowles and Gintis (1976), and
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carnoy (1974; 1980). Among the leading exponents of non-Marxist
conflict theory is Randall Collins (1979).

The Neo-Marxists Interpretation of Vocational Education and
schooling

According to the neo-Marxist school of thought, schools serve

the interests of the capitalist order in modern society, and also
reproduce the values and personality traits necessary in a
repressive capitalist society (Hurn, 1985). In Schooling in
capitalist America, Bowles and Gintis (1978) argue that the
educational system reinforces class inequalities in contemporary
society. For example, in the USA different social classes usually
attend different neighborhood schools. Thus, both the value
preferences of parents and the varying financial resources
available to different conunities mean that schools catering to
working class students will teach different values and different
personal qualities than schools serving higher-status populations
(Bowles & Gintis, 1976). They stress that schools in lower class
comunities tend to emphasize rule following, punctuality,
obedience to authority and provide minimal discretion in choice of
tasks. In contrast, schools that prepare students for elite
positions encourage them to develop some capacity for sustained
independent roles, to make intelligent choices awong many
alternatives, and to internalize norms rather than follow external
behavioral rules (Bowles & Gintis, 1976).

Consequently, the Neo-Marxists categorically reject the
functionalists' assumption that schools are efficient in selecting
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talented people. Instead, they argue that schools work to convince
people that selection is meritocratic (Hurn, 1985). For instance,
selection for particular programs within a school must appear to
be made on the basis of ability and intelligence using such
oriteria as 1Q tests and grades (Kurn, 1985).

But these criteria, they argue, mask the fact that success in
schooling, and of course, success in life, is strongly related to
social class and shows no indication of becoming less closely
related over time (Hurn, 1985).

in their view, it is essential for the legitimacy of the
capitalist order that the population be convinced that people in
high-status positions do deserve these positions, that they are
more talented and harder workers than others. schools, they claim,
are an essential institution for helping to establish this
legitimacy.

The Neo-Marxists, therefore, argue that educational reforms
alone cannot reduce social inequalities. In other words,
vocationalizing education in any form, and under any conditions,
is not likely to resolve the social and economic inequalities
among the different social groups. Rather, it is a deliberate
attempt on the part of the dominant groups to ensure social
reproduction, since their children are more likely to receive
university education to assume highly paid and respectable
positions, while those from the working class groups pursue

vocational studies to ensure their position as laborers, masons,
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carpenters and generally low-paid workers.

As an example, in the LDCs, including Ghana, it has always
been a comon practice among authorities who advocate
vocationalization of education to educate their own children in
independent or private schools, which follow a strictly academic
curriculun. They do so in order to avoid having their children
"waste time" learning practical courses in the more poorly
financed public schools.

According to the Neo-Marxists, the premise of 1iberal
educational reform, which suggests that educational expansion,
improved schooling, and vocationalization of the curriculum can
create equality of opportunity, is therefore false. instead, they
contend that social inequalities can be resolved only vhen
capitalism is abolished (Hurn, 1985).

Similarly, in the Credential Society, Collins (1979) rejects
the functional supposition that credentials determine access to
desirable jobs, because most of them are not necessary
qualifications for effective performance on the job. instead,
Collins maintains that while some credentials may be necessary for
any individual to obtain a particular job, fram the point of view
of society as a whole, the system of job allocation is an
jrrational one. It is irrational because large ruwmbers of
individuals are excluded from many occupations they could perform
quite adequately, solely because they lack appropriate
credentials. Again, many individuals spend a great deal of
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unnecessary time in educational institutions acguiring credentials
that will entitle them to scarce but not generally very
covplicated jobs (Hurn, 1985). Collins believes that such an
jrrational system persists because employers and educat ional
jnstitutions have vested interests in steadily raising levels of
educational qualifications required for jobs. In addition, this
enphasis on credentials is sustained by the belief in the "myth of
technocracy”: the myth that jobs in modern society are rapidly
becoming so complex that only people with high levels of
sophisticated cognitive skills can perform them adequately (Hurn,
1985) .

on this view, vocationalizing education, based upon the myth
of the expert society (technocracy) as advanced by Functionalism,
is unacceptable. Credentials alone cannot be enployed as the
ultimate recuirement for measuring one's ability to perform a
particular job efficiently. Satisfactory job performance can be
gained through on-the-job training. Like the Neo-Marxists, Collins
argues that vocational education in the schools serves the
interests of the ruling or dominant groups of the society (Hurn,
1985).
influence of Functionalism on Vocationalization in Ghana

In Post-1ndependence Ghana, the equality of opportunity view
of Functionalism was translated into the introduction of universal
primary education for all children in the country. iIn addition,

vocationalization of the school curriculum has served &s a
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screening device to help individuals develop in areas where they
are considered to be most talented. At the tertiary level, science
and advanced technical courses have been emphasized as well as
research in the universities to improve the rate of socio-economic

development of the country.

The Human Capital Theory and Vocational Education

...a country which is unable to develop the
skills and knowledge of its people and to
utilize them efficiently in the national
economy will be unable to develop anything
else.

Harbison, 1964.

The human capital theory, developed within the functional
paradign by economists of the 1960s, including Schultz (1961),
Denison (1962), Becker (1964), and Harbison and Myers (1964),
argues that investment in human capital through formal education
produced the knowledge and skills which yield reasonable future
economic returns in the form of increased earnings and Tabor
productivity at both the private (individual) and national levels.

For example, writing in the early 1960s Schultz (1961)
reasoned that, although people acquired useful skills and
knowledge through schooling, it was not obvious to many that these
skills and knowledge were a form of capital, and that this capital
was, in substance, partly a product of deliberate investment. This
type of capital, he continued, had grown at a much faster rate in
western societies than non-human or conventional capital. Its
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arowth, therefore, largely explained why these societies were more
econcmically developed than the LDCs.

The earliest research oconducted by Schultz showed that
between 1900 and 1956 the growth of human capital increased more
rapidly than that of reproducible physical capital in the USA. His
work also revealed that the allocation of resources to formal
education increased approximately three and a half times, nore
than consumer income and the gross formation of physical capita)
within the same period. In other words, formal education had been
an important means of developing human capital for economic
growth.

Subsequent research by Denison (1962) attempted to account
for the residual growth in the increase in GNP. He attributed
jmprovements in labor productivity mainly to the educational
jmprovements whick: had taken place in the work force. This was
further confirmed by the work of Harbison and Myers (1964) who
suggested that increasing the per capita spending on secondary and
tertiary education would lead to higher levels of per capita
jncome in the country. The basic assumption, therefore, was that
years of schooling, or additional training completed, were proper
indices of an individual's potential productivity. Though a nurber
of economists have questioned the methods used to calculate the
degree to which education has contributed to economic growth
(Sinmons,  1980), these studies plainly established that
educational expansion was linked to the growth of GNP in the
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U.S.A.

Research carried out in the LDCs revealed even stronger
evidence of a causal relationship between education and economic
growth. (Simmons, 1980; Psacharopoulos, 1972). As a result,
Psacharopoulos suggested to the World Bank that LDCs should
consider human resource development through vocationalization of
the curriculum as central to their development strategies. His
1985 research on Colombia and Tanzania later reversed this claim
somewhat--based on the evidence that became available. A further
extension of the relationship between education and increased
productivity was undertaken by Harbison and Myers (1964). They
attempted to establish a relationship between the expansion of
higher education in the scientific and technical fields, and
economic growth. They concluded that investirents in such higher
education made significant contribution to economic growth.

At the Tlower levels of the educational system, vocational
education again began to be stressed as a potential tool for the
production of middie-level manpower needs. Until the early 1980s,
the Wor1d Bank was ready to lend funds only in support of what it
termed "relevant and productive” education in the LDCs. (Woodhall
& Psacharopoulos, 1985). This decision meant that projects most
likely to be funded were those dealing with vocational education.
From 1963 to 1976 about 40% of total world Bank education lending
was for vocational and technical education at the secondary and
post-secondary levels (World Bank, 1991).
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As a result of the work of these researchers, coupled with

the pressures from the local elite groups, educational expansion
shifted from the primary level to the secondary and tertiary
sectors. For instance, the aggregate increase in enrollment for
the LDCs from (1950~70) was 142%, 182% and 183% in the primary,
secondary and tertiary levels. Between 1950 and 1970 total
enroliment growth increased by 259%, 172% and 163% for Africa,
Latin America and Asia respectively (Bacchus, 1981; Todaro, 1977;
Coombs, 1985). In Ghana, for exawple, between 1960-74 the number
of primary schools increased from 3,425 to 6,843, while the
secondary schools increased from a mere 53 to 162. Also, the
enrollment of the former increased from 478,100 to 1,014,964,
while that for secondary schools rose from 16,577 to 68,489. The
period between 1950 and 1970 has, therefore, been rightly
described as the "golden era” of formal education (Todaro, 1977).

But with this rapid expansion of education, education policy
makers became concerned that an educational prodram was needed
that could transform a lowly-skilled person into a highly-skilled
individual, thereby raising his or her productivity and earnings.
According to the supporters of the theory, total output will
increase with the increased provision of education because of the
increase in productivity among formerly uneducated workers. This
would make the distribution of earnings more equal and eliminate
unemployment--with each individual being rewarded on a
meritocratic basis.



125

But, argued Thurow (1972), what the theory overlooked was the
fact that, unlike the USA, the labor market of the LDCs was
largely job competitive. In other words, it was limited in size
and rate of expansion. Therefore, training of too many skilled
personnel could result in economic crisis due to an overproduct ion
of skilled workers. Woodhall (1978) also warned that heavy
investment in education could worsen the economies of the LDCs,
since such measures would draw capital away from other sectors
(e.g. health and transportation) and this would deprive those
sectors of resource inputs reguired for economic growth. Until the
mid-1970s this was the situation~-one of increasing financial
allocation to education--which characterized most LDCs. For
example, dwring this period governments of the LDCs, including
Ghana, allocated between 25-30% of the total national budget to
education. (Todaro, 1977; Bacchus, 1979).

The hunan capital theory, despite its numerous def iciencies,
succeeded in capturing the attention of politicians, policy
makers, educationalists, aid agencies and goverrments of both
North and South (DCs and LDCs). One of the outcomes was a
recognition of the need to provide for basic skills training among
those at school. H. E. Wyatt, Chairman of the Canadian Chamber of
Conmerce, as quoted by Livingstone (1985), noted:

we must readjust the value system of our
society including the parents, the pupils and
the educators. We must gear more of our

thinking toward encouraging basic skills
training.
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On the global scene the 1960s saw a noticeable shift of
emphasis from the Arts courses (academic-oriented) to business
studies, technical training and vocational courses. Employers
began to hire graduates from all levels of the education systems
with business and mathematics or science backgrounds. In Ghana,
the 1960s saw the genesis of various business and commercial
schools. In the secondary schools, the Ministry of Education, on
the advice of the goverrment, added conmercial subjects--typing,
commerce, accounting and agricultural science—~to the curriculum.
The irony, however, was that secondary schools which had farm
lands to provide some agricultural training (demanded by the
curriculun) failed to receive the necessary agricultural tools.
These were given, due to influential politicians, to the city
schools which had no lands available for farming. As a result, the
tools were kept under lock and key.

Following the successful campaign by the human capital
theorists, the LDCs, including Ghana, Nigeria, Kenya, Sierra
Leone, India and Sri Lanka, adopted a policy of vocationalization,
particularly curricule diversification, largely due to political
and socio-economic pressures, including unemployment among the
educated.

The gove~rments believed in the theory's assumption that, the
acquizition of skills would enhance national and regional
development through increased labor productivity and efficiency at
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work. Though the extent or level of skills development was not
specified, it was believed that such skills would also help the
performance of both technical and managerial functions. It was
also assumed that such programs would reduce unemployment either
by making school~leavers more employable on the job market, or by
rendering them capable of engaging in self-employment. This claim
of the theory continues to underlie almost all vocational programs
in the LDCs, incl.uding the current JSS program in Ghana (Foster,
1965; 1966; Bacchus, 1979; 1986; Lillis & Hogan, 1983).

influence of the Human Capital Theory in Ghana

Like many other LDCs, Ghana's policy makers accepted the
human capital theory as a means of solving the country's socio-
economic problems. Education at all levels is perceived as a
useful investment, expected to yield profitable returns for
students and the country as a whole. Thus, in the T7-Year
Development Plan education was seen as "an economic activity"”
required to spearhead development in the country. Acceptance of
the hunan capital theory led to secondary education expansion and
vocationalization of both the elementary and secondary school
curriculum. It also led to the establishment of both government
and private business and commercial schools throughout the
country .,

Conclusion
The need for educated manpower, increased numeracy and

literacy anong the people to aid in the political and econamic
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development of the country, and the desire to make education and
students relevant to society, contributed to the revival of
vocationalization of education in post-colonial Ghana, as well as
in other LDCs. However, the practical implementation of vocational
education in the LDCs has so far been unsuccessful due to certain
socio-economic and educational problems. In the next chapter some

of these constraints will be examined.



CHAPTER 1V
IMPLEMENTAT ION PROBLEMS

i ion

Tnis chapter discusses the most common problems associated
with the practical implementation of vocational education in the
post-colonial era of the developing nations. These constraints are
grouped under two headings: political and socio-economic and
educational.

According to Bacchus (1986) the major political factor

contributing to the failure of the vocationalization attempts

might be due largely to the inability of these

countries to grapple effectively with the

basic problems of their under-development

rather than the inherent futility of this

approach (p. 16).
He observed that, currently, about 1 billion persons in the LDCs
live at a sub-mapginal level of existence; 500 million suffer from
malnutrition, and 40,000 children under five die every day from
such preventable diseases as hunger, thirst and illness. He cited
the 1985 Ethiopian famine disaster which claimed about 350,000
lives to oonfirm his point, and further warned that the
possibility of such disasters recurring are quite real. He argued
that continued financirg of both academic educational expamsion
and modern sector developments, intending to £111 jobs that carry
substantially highee wages and a better standard of living--at the

129
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expense of the vast rural sector and its large destitute
population-—only widened urban-rural disparities. This increased
underdevelopment problems in addition to giving priority to those
with academic rather than vocational skilis. Furthermore, even
with the increased oversupply of school graduates with the
necessary academic qualifications required for the limited modern
sector jobs, the pay differential in favor of academic graduates
has persisted into the current post-colonial era.

However, Bacchus (1986) attributes this pay anomely to the
powerful influence which those in certain positions of power and
influence in the society exert on political leaders, especially
through their well organized professional associations or trade-
union groups. In contrast, those who earn their living in the
traditional sector of the econamy have been relatively unorganized
and thus tend to have less influence on the political decision
makers (Bacchus, 1988). Therefore, income differential issues
resulting from the under-development problem would contirue to
thwart efforts to vocationalize education in these societies.

The capital-intensive nature of available industries and
their import-substitution policy also restrict employment to only
a few skilled graduates. Many of these import-substitution
industries tend to import almost all the required components for
assembling such products as TV sets and radios; hence, very few
technical or vocational personnel are usually reguired to
supervise the asserbly process (Bacchus, 1988). In several cases,
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the majority of the supervisors enployed possess academic rather
than technical qualifications. De-emphasizing labor-intensive
measures therefore made vocationalization an unattractive
educational route to many students.

The Definition Problem

Clear ly-defined aims and objectives of educational programs
are vital for their successful jmplementation, since these could
help implementors know what the programs are about and what to
expect as outcomes. The advocates of vocational education proposed
the introduction of agriculture, craft and technical courses into
the school curriculum. These courses were to be looked upon as
pre-vocational ones, which inplied that such education did not
purport to give corplete training for entry into the occupations
concerned but rather provide preparation for such training.

However, in almost all the pre-vocational programs found in
the LDCs (including the current JSS program in Ghana) the dominant
rationale supporting its introduction has been the goal of
assisting graduates to enter into avployment—a remedy for youth
unemployment. In other words, it is expected that pre-vocational
education--1like vocational training--would give direct advantage
to its graduates in their access to work in the areas of
specialization (Lauglo & Lillis, 1988). The distinction between
pre-vocational and vocational is therefore unclear. According to
Lauglo and Lillis (1988) one can find varying perceptions and
expectations among different concerned parties in this respect.
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There are those who perceive pre-vocational education as "a
widening of general education”; those who view it as a broad
familiarization and preparation for further training; and those
who see it in effect as "preparation for work”. But even where the
concept is #estricted to prior preparation for "further” training
(spprenticeship), it must be noted that the viability of such
programs depend on how far such opportunities are available to
carry out these programs effectively, and whether pre-vocational
students would eventually make use of these training
opportunities.

The unclear definition has led to the provision of varying
degrees of vocational education in the schools. In Colombia,
Psacharopoulos found a ‘multi-track™ system of diversified
education in which students rotate throughout vocational options,
then focus on one and finally specialize in a particular skill
(e.g. woodwork)--all the while taking academic courses along with
their vocational studies. In Tanzania, he discovered a “uni-track”
diversified system which restricted students to one vocational
topic in a specialiized physical setting (Psacharopoulos, 1985).

In Sierra Lsxée, Wright (1986) observed that:

schools were left largely to their own devices
in the matter of what was to be taught as part
of a diversified curriculun. The murber and
cavbination of "diversified subjects” offered,
varied widely fram school to school, and no
guidance or assistance was provided to help

schools develop suitable content for each of
these subject areas (p. 19).
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The conceptual problem has, therefore, generated different

interpretations of the concept of vocational education in the

LDCs. But in the main, Lillis and Hogan (1983) identified four
which included:

Q)

(2)

(3)

(4)

Diversification of the Whole Formal
Education System. In this model attenpts
are made to mplement overall ideological
goals through the reorientation of
student attitude to both society and work
in socialist countries by means of
structural changes in educational
systems, For exanple, the policy of
work/study in China (Bacchus, 1986;
Unger, 1982), Education for Self-Reliance
in Tanzania (Nyerere, 1967; Coulson
(ed.), 1979), Vocational Education in
Russia (O'Dell, 1986), Cuba Countryside
Schools (Bowles, 1971; Dore, 1975).

Parallel _ Vocational _ Systems. This
involves a technical or agricultural
school system which runs parallel to the
dominant academic wmodel. This oftes
atterpts to  reorientate students’
aspirations but “"the magnet of the
academic schools destroys meny of the
desirable goals of such initiatives.”
(Lillis and Hogan, 1983).

iculun. These
endeavor to create a compulsory
vocational component  of a Core
Curriculum, such as the Junior Secondary
School Program in Ghana (Adu, 1986;
Qardner, 1985), pre-vocational studies in
Sri Lanka (Dore, 1975) and industrial
Education in Kenya (Lauglo, 1985). The
stress here is on pre-vocational and
attitudinal training.

Non-Formmal Systems. These are low-cost,
non~formal innovations which offer pre-
employment, out-of-school  training
programs for post-primary school-leavers,
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as practised in the Village
Polytechniques in Kenya (Anderson, 1970)
and the Production Schools in Panama and
Barrio High Schools in the Philippines.

(Lillis and Hogan, 1983).

These various interpretations of vocational education have
resulted in a lack of clear focus in these programs which has
affected their successful implementation. Each approach to
vocationalization of the curriculum seems to stress something
different. The result was that, even in one school system the
content of the program tended to differ from school to another. £
the other hand, it could also be argued that, given a clear
definition of such programs, a nurber of important questions will
still remain: Who defines vocational education and its
expectations, and for which segment(s) of the society? Is
vocational education for all secordary school students (even as
theoretically embodied in the aims of Ghana's JUSS program) or just
for some students? Are the arbiguities characterizing the
conceptual issue a deliberate camouflage by which advocates use
eckication as a social reproduction tool?

Einancing

The cost of implementing vocational programs has been found
to be higher than the cost of academic education programs
(Psacharopoulos, 1985; Lillis and Hogan, 1983; Bacchus, 1986;
Lauglo, 1985; Foster, 1966; Woodhall, 1978; Blaug, 1973). As an
example, Lauglo (1985) reported that industrial Education (IE) in
Kenya was twice as expensive as the academic courses, due to
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small classes, the high cost of equipment and its maintenance, and
the additional teacher salaries involved. According to the
Ministry of Education in Ghana, the JSS program was about five
times more expensive than the former middle school course. This,
of course, confirms the arguvent that, since vocational education
is introduced mostly i times of economic recession and high
unenployment, it is not reasorwhle ‘. “hink that the same
economies (even vith foreign aid) can finan'u e kigh cost of
these types of programs (Lauglo & Lillis, 1988). The inab: ity of
the LDCs to mest the higher cost of vocational education renders
such programs dependent, to a large extent, on foreign aid. For
exanple, during the 1980s international assistance to vocational
and technical education averaged about $600 million annually, of
which the World Bank provided 45%, bilateral agencies 30% and
other multilateral donors 25% (World Bank, 1991).

However, because the aid is often tied to certain political
conditions (e.g. purchasing equipment fram specific countries),
donors tend to dictate implementation policies and goals of such
programs. In some cases the aid is given if and when the recipient
goverrment is "willing" to embark upon introduction of vocational
programs. Furthermore, negotiating for aid can be a long~drawn out
"battle" between donors of the project and the recipient country.
Wright (1986) observed this situation in the Sierra Leone case:

the project negotiations between the vorld

Bank and Sierra Leone was a long-drawn out
affair lasting almost 5 years....sometimes
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funding agencies e recipient countries
operate at cross-purposes over policy with
bizarre consequences for implementation
(p. 20).

In addition, it was becoming increasingly evident that meny
such projects experience a dowward spiral once large-scale
external funding ends. This, of ocourse, bhas devastating
consequences if the project is on a natiorwide scale as, is the
case of the current JSS program in Ghana. The problem of financing
has been evident in Argentina (Gallart, 1986), India (Ray &
Sacheti, 1986), Sierra Leone (Wright, 1986), the Caribbean (Chin
Aleong, 1988), and Nigeria (Okpete, 1986).

The above problems are further exacerbated by the diverse
constraints prevailing at the school level.

Educational Problems

General implementation of vocational programs at the school
level faces several problems related to planning and organization,
lack of equipment and resources, curriculum development, teacher
development and supply, and evaluation and monitoring strategies.
Plapning and Organization

The lack of qualified personnel required for planning and
organizing such projects and designing appropriate implementation
and adninistrative strategies often presents a real problem.
ineffective strategies have not only caused wastage in resources
usage; they have resulted in ili-defined roles and personality or
status conflicts in the implementation hierarchy. The reason is
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that the implementation process becomes a "top-down” strategy in
which a few people at the top issue orders in a “one-way" system
of administration. This causes apsthy and anger among the lower
ranks in the hierarchy, who therefore refuse to supervise the
implementation in the school setting. Furthermore, the planners
tend to leave out the provision of regular and adequate supplies
of resources and materials in the planning stages; hence, the
inability to sustain a continued supply of required equipment has
became & factor contributing to the demise of many vocational
programs. In most cases, shortage of such materials has resulted
in teachers returning their focus onto academic courses, as in
Sierra Leone (Wright, 1986).

In other situations, the lack of experts available to
assenble the advanced equipment in the schools also becomes a
problem. Wright comments on the Sierra Leone case:

technical and commercial equipment supplied to
some schools remained in packing cases for one
or two years because the skilled menpower for
installing them was lacking in these schools
(p 23).

Additionally, because planners fail to meke provision for the
maintenance of the ewuipment, most of it soon becomes non-
operstional. This problem is very likely to affect the JSS
implementation in Ghana since no maintenance units have been set
uw to repair broken tools. Lack of effective planning and
arganization is, therefors, a great hindrance to the
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implementation of vocstional programs of instruction.
Yeacher Supply
Teacher development and supply, particularly vocktional
teachers, has also been an important contributory factor to the
failure of these programs in the LDCs. The significance of the
classroom teacher to the implementation process is obvious, as
articulated in the National Policy on Education, Ministry of
Education, Nigeria: “...no education system can rise above the
quality of its teachers” (Okpete, 1986). However, it appears that
authorities concentrate more on the goals and anticipated outcames
than on the supply of qualified teachers. in almost all the LDCs
vhere vocational programs have been or are being introduced,
teacher supply problems prevail. In some cases, while the school
curriculum is diversified, the teacher training curriculum either
remains the same, or embarks upon a different form of
vocationalization than that which has been implemented in the
schools.
Wright (1986) observed this in Sierra Leone:
while most project schools still operated
mediocre versions of traditional craft-based
syllabuses in woodwork and metalwork, the
teacher education programs ewbarked on an
jnnovative and "integrated approach to
technology known as “design technology'
(p. 24}.
The teachers produced arc therefore unable to teach the
vocational courses in the schools. The dearth of vocational
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teachers is therefore an obvious sign that implementation of the
practical courses will continue to meet with failure.

Evaluati itori

In education evaluation and monitoring strategies generally
tend to be neglected in the implementation exercise, and this
applies in particuler to vocational education programs. The “who",
“how" and "what to evaluate” in these programs are often left out
of planning discussions. This deficiency leaves the whole exercise
to run on the assuiption that, perhaps by some miracle, the goals
of the program will scmshow be achieved. Lack of evaluation and
monitoring, thus plunges the entire program into a hopeless
future, sinply because, though openly advocated, the educational
authorities themselves privately ocortirue to believe in the
superiority of academic over vozational education in the social,
economic and political development of the LDCs. In cases where
evaluation has occurred, little or no attention is paid to the
findings in an attewt to modify strategies, while authorities
continue to focus on the goals and outcomes of the program. In
short, there is cften no effective feedback which is used to
improve the implementation process.

The above educational problems are central to almost all
vocational programs in the LDCs, particularly with the current
JSS iwrogr-am  in Ghana. It appears therefore, that the charge by
critics of this type of education, that it is unable to solve
the so:io-econamic probiens of the LDCs is justified, as
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indicated by some of the empirical research evidence conducted
thus far on vocational education.

Research Evidence

Research evidence produced by the World Bank and other
agencies has shown that vocational education is incapable of
lowering the aspirations or changing the gttitudes of pupils
towards manual work. Even more important is the fact that it has
been unable to solve the unemployment problem among school
graduates in the countries studied.

First, Psacharopoulos's research in Coluvbia and Tanzania
(1985), carried for the World Bank, focused on the question of
whether the introduction of vocational curricula into schools has
resulted in any difference bstween vocational and academic
students in terms of:

(1) Returns to investment in the diversified curricula;

(2) Reducing the demand for post-primary education;

(3) Inducing students to enter employment early;

(4) Providing pre-vocational education which would

contribute {0 a reduction of unemployment;

(5) Social rates of return; and

(6) Costs (Psacharopoulos, 1985).

With respect to the first criterion, he found that, in both
countries there did not appear to be a significant marked
relationship between vocational education and econamic return. For
instance, 4n Tanzania it was discovered that academic bias
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exhibited the highest rate of return (6.3%), while agriculture
produced a 5.4% and technical bias yielded a 1.7% return
(Psacharopoulos, 1985).

The evidence for (2) also indicated that the introduction of
vocational education has not led to a reduction in the desire of
secondary students to continue with same type of formal education.
Thus, vocational education appeared to be used in the same way as
academic studies, i.e., simply to gain qualifications for further
academic study (Psacharopoulos, 1985).

Regarding (3), the evidence from the two countries showed
there was no difference in the employment rate between those who
studied academic courses and those who followed vocational courses
(Psacharopoulos, 1985).

For (4), and perhaps the most important in this context,
evidence from Colurbia disproved the hypothesis that unemp loyment
rates would be lowered and job search periods shortened for
vocational graduates. indeed, Columbian vocational graduates were
found to experience significantly longer periods of unemployment
(26 vs 21 weeks) than academic graduates. In Tanzania, one year
after graduation, 13% of the academic graduates were still looking
for work, while the percentage for technical, commercial and
agricultural graduates was 8%, 15% and 16% respectively
(Psacharopoulos, 1985).

Evidence in relation to (5) did not support the claim that
vocational education could be justified on the basis of a greater
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econamic pay-off than academic education. For instance, in
Tanzania, the academic bias in education produced the highest rate
of return (6%) as against 2-4% for programs with a vocat ional
bias.

Finally, the research showed that vocational education was
more expensive than academic education. In Tanzania, the anvual
unit cost of training students in agriculture, was 3,449
shillings, compared to 2,888 shillings for academic programs.
Again, goverrment finenced recurrent costs were about 34% more
expensive than academic schools (Psacharopoulos, 1985.).

The evaluation of Kenya's Industrie: Education (IE) program ,
carried out by Lauglo and others (1985) for SIDA (Swedish
international Development Authority), also indicated, first of
all, that one year after "0" Level Examinations the IE students
possessed no advantage over others in finding employment. In
addition, it appeared that more |E graduates worked in urelated
jobs, while barely any of such graduates were self-employed.

Second, the report stated the IE was more expensive than
academic courses. The cheapest |E subject-—Power Mechanics
Technology—-was about 2% times more expensive than science and 8
times more expensive than mathematics, in terms of initial
development costs per student place (Lauglo, 1985). Lauglo,
however, concluded that the program did have an effect on
students' occupational aspirations, because most of the IE
students preferred to secure jobs related to IE ocourses studied
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(Lauglo, 1985). In other words, this claim seemed to confirm
Balogh's suggestion that students who undertook vocational
sducation at school were more likely % w# for it after
graduation.

Similarly, Chin-Aleong (1988) reports of the findings of a
1982-83 labor market follow-up study of secondary school graduates
conducted by both the Ministry of Education and the Central
Statistical Office of Trinidad and Tobago. The principal
objective of the Ministry of Education study was to determine if
there were marked differences in the labor market performances and
perceptions of school-leavers, vhich could be attributed to the
curriculun or the stream pursued. The Central Statistical Office
objective looked at the job performence of 1977 graduates fram the
entire secondary system--the diversified curriculum schools snd
the traditional secondary schools (Chin Aleong, 1988).

The first study focused on graduates of the specialized
crafts programs. The concerns questioned: Were they finding jobs
which were related to their training? Were they more quickly
absorbed into the labor market? Were they better disposed than
other gradustes to find work? Did they conmand higher initial
salaries? Were they satisfied with their jobs? (Chin Aleong,
1988).

According to the report, the specialized crafts graduates
fared better than the other graduates in all areas above but the
fifth--though the statistical differences were not significant.
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For example, while the specialized crafts graduates gained
employment after about eight months following graduation, it took
the academic graduates about 12 months. in terms of earnings the
starting income level was $634 {Trinidad/Tobago dollars) for the
crafts graduates and $614 for the academic graduates. However,
about 62% of the males and 46% of the females crafts graduates
surveyed, pointed out that their training bore no relationship to
their first jobs. In terms of cost, vocational/technical programs
were found to be more expensive than academic programs. For
instance, the annwal cost of a teacher's salary for training a
vocational/technical student was $3,233 as against $3,110 for an
academic student, while the total cost of producing a successful
specialized craft graduate amounted to $83,684 as opposed to
$14,150 for the 'O’ level academic student (Chin Aleong, 1988).
on this first study, Chin-Aleong concluded that the marginal
gains or advantages held by specialized crafts graduates in all
areas cannot justify implementation of the diversified program.
This is reinforced by the fact that over the 5 years (1977-1982),
less than 5% of the crafts students have been able to gain a full
QE/CXC "0' level and the National Exaninations Council
(Craftsmen) diploma or certificate. Against this, over 50X of the
academic students were successful in the GCE/CXC examinations,
suggesting that the traditional secondary schools were more
productive in the area of imparting cognitive skills (Chin Aleong,
1988).
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In the second study, the Central Statistical oOffice found
that 28% of the graduates of academic programs, as against 23% of
those from the diversified curriculun programs, were in gainful
evployment. In terms of cost, it was discovered that capital cost
per student in the diversified program was 2 1/2 times more than
the academic program. Asain,thecostpa‘studmtpermn&tthe
schools with diversified programs were $3,870 as opposed to $2,562
(Chin Aleong, 1388). Mcore importantly, the study discovered that
the diversifisd progros had not lowered students' job aspirations
as expected. Basad on these findings, Chin-Aleong concluded that
*vocational education might be theoretically (intuitively) correct
but so far it has been shown to be empirically wrong” (Chin
Aleong, 1988).

Ray and Sacheti (1986) reported somewhat similar findings by
the National Council of Educational Research and Training (NCERT)
of iIndia. The study, entitled Post-Secondary Pursuit of the
Students of Vocational Spectrun Studies was conducted in the
Karnataka, Msharashra and Andhra Pradesh regions (Ray & Sachet i,
1986). NCERT discovered that in each of the three regions the
percentage of vocational graduates who pursued further academic
education was 30%, 5% and 40% respectively. Second, covmerce-
based vocational courses had fewer employment opportunities for
their students than academic oriented programs. Finally,
vocational programs were more expensive than the academic courses.
Ray and Sacheti oconcluded that further studies were needed to
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establish the benefits of vocational education in that country.

Gallart (1986) also reported that the cost of vocational
education in Argentina was about 60% higher than academic
programs. She argued that academic education would continue to
dominate the school curriculun in Latin America “as long as the
private rate-of-return of subsidized higher education remains
hig‘.u

gased upon these research findings, the 1990 Wor-1d Bank
policy paper concluded that:

The extra resources used in many countries to
replace part of the academic curriculum with a
few vocational oourses would be better
jnvested in improving achievement in the
academic curriculum or in increasing access to
such education. Those “"diversified” programs
are no more effective than academic secondary
education in enabling graduates to enter wage
or self-enployment. The limited training
delivered in diversified programs produces
equally limited skills and does not much
change student  aspirations for higher
education and white~collar employment

(pp. 9-10).

The Bank further argued that the most cost-effective use of
public resources to iwprove the productivity and flexibility of
the work force was the "investment in general education at the
primery and secondary levels.” in addition to generating broad
benefits to society, the Bank contended that general education
directly increased worker productivity and {ncraeased the access of
the poor and socially disadvantaged groups to training and wage

evployment. It argues that, in Peru, workers with a conplete
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secondary school education had a 50% greater chance of receiving
in-service training than those with primary education alone.
Again, in Nigeria the Bank observed that 70% of the proprietors of
urban informal sector firms engaged in radio and television repair
had some secondary education.

As a result of the doubts raised with respect to the socio-
econamic returns of vocational education, the Bank's firancial
support for such programs has declined considerably since the late
1970s. For exanple, as a share of education sector lending,
support for vocational projects declined from 40% to 30% between
1977-1988 while lending for primary education increased. Support
for agricultural educstion also declined from 25% of all
vocational lending to 13% for the same period; but it has risen to
26% in racent years (World Bank, 1991).

In ¢ksit, the case presented by critics, in addition to the
research evidence provided, seems to leave little doubt that
investment in vocational education is an economically questionable
venture.

Observations

The following observations are made concerning the infiuence
of: the vocational educational debate, the philosophical
justifications, the human capital theory, and the research reports
on vocationalization of education in the post-colonial era of the

developing nations.
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The Debate

Concerning the debate on the school and its curriculum, it is
true that Balogh's thesis had some serious flaws as pointed out by
Foster, Bacchus and others. Yet it is equally true that, as he
stated, experience in school and the academic nature of the
curriculun do contribute to a disdain for manual work and also
shape the attitudes and aspirations of school graduates. For
instance, in Ghana about 90% of the secondary schools (even some
primary schools) are residential. That is, students reside on
campus for their studies and have short holidays during the year.
In the boarding houses, 1shorers clear the weeds on the campus,
collect and wash students’ plates after they have eaten, and work
as security men (watchmen) who take care of students’ belongings
and watch for their safety while they sleep. In this miliey,
students develop the attitude that achievement in academic courses
will ensure enjoyment of such privileges after school, but that
failure would relegate them to the position of laborer. This
perceived reward structure hinders their acceptance of practical
courses in the secondary curriculum.

The attitudes of teachers also help to shape student job
aspirations. Teachers frequently use merwal work as a form of
punishment, while they lavish praise on those who do well in their
academic courses. In some cases, the vocational teachers are not
respected or given recognition, since the academic teachers (and
even the educational authorities) believe the former do not
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possess inadequate formal qualifications, coupled with a poor
academic background. This is further exacerbated by a general
stress on certain academic courses such as science, which, in view
of their content, have hardly any practical use in the daily life
of these students.

It is true that the existence of a dual econamic structure
with its attendsnt reward differentials, contributes substantially
to the unemployment problem awong the educated. But it could also
be argued that high inflation, resulting in high rates of house
rent, transportstion costs to and from work, and the high cost of
food in the urban centers, is rapidly threatening the
‘comfortable’ city life. In the LDCs, including Ghana, most civil
servants today can barely meke ends meet on the salaries they
receive. For example, in 1990, while the average civil servant in
Ghana esrned a monthly salary of ¢6000 per month, it cost between
$4000-¢8000 to rent a room in the towns. A bag of rice cost
¢28,000, milk ¢150, while the weekly transportation cost (to and
from work) averaged between ¢2000-¢4000 (West Africa, Dec. 1890).

Professor Assimeng, head of the sociology department,
University of Ghana (Legon) argued that the harsh econamic
situation was rapidly eroding the “value" of formal education. He
alleged that, while the secondary school graduate earned about
48000 a month, an illiterate, semi-illiterate or an educated
person who chose to trade or sold tomatoes on the market, made a
monthly profit of ¢28,000-¢30,000 (west Africa, Dec. 1990). In
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other words, it appeared that those who possessed some form of
vocational training, including trading, were becoming better off
econamically than those with academic qualifications or "office”
jobs. This situation has resulted in most urban workers quitting
their jobs in favor of either farm work in the rural area or
investment in farming to reduce their food expenditure. Foster
(1966) based his critigus of Balogh's proposal on his research in
Ghana. But the Ghana of 1965, which he studied, was quite
different fram the Ghana of the 1990s in terms of its economic,
political and social conditions. In other words, some of the
arguvents advanced against vocational education in the 1960s and
1970s need reappraisal, for the conditions upon which such a
oriticism was derived have undergone rapid changes and continue to
do so.

It appears that both critics and researchers overlook the
fact that students possess both idealistic and realistic
aspirations. That is, while still in school, students usually hold
jdealistic views about the labor market. They tend to believe that
several jobs of their choice await them after school because they
possess the required qualifications. Upon campletion of school
they come to realize that their occupational hopes were just
dreams. in this context, they are always willing to be more
"realistic" and assume “any" type of job as long as "some”
financial gains accrue.

Finally, Bacchus (1986) suggests that vocational education be
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made an integral part of the overall development plans of the
LDCs. This would somehow seem to resolve the debate in favor of
vocational education. But the problem of how to meke it an
integral part of the overall development plans of the LDCs still
remains open--just as Balogh neglected to explain how to integrate
the academic and practical courses.

Phil ical ifications

The three philosophies of education discussed previously
attenpted to relate education not only to socis: norms, vilues and
beliefs but also to occupational needs of society thr ugh the
jntroduction of vocational education in schools. In short, they
resulted in an endeavor to achieve the "balanced” curriculum for
the scheols. However, the philosophical ideal of relating
education to social needs and practices conceals certain pertinent
issues. First, the proposition disregards the nature and ability
of the various economies, particularly those of the developing
nations, to absorb and productively utilize the various academic
and vocational skills produced by the schools. Since colonial
times, econamies of the developing nations have been characterized
by inelastic labor markets, due to their limited industrial base
and undeveloped large agricultural sectors. This type of econamy
can only sbsorb about 20% of the labor force in its modern sector,
to which all school graduates look for employment. Hence, the
problem of the optimal utilization of the skills developed
continues to remain. Most of the skilled individuals required to



152
contribute to social transformation and educational development,

therefore, tend to be left out in the process and become part of
the growing body of the educated unemployed in these countries.
This, therefore, greatly undermines the ability of the schools to
provide an education that is considered relevant to the economic
needs of the society.

Second, it appears that the efforts to introduce vocational
education programs have ignored the socio~econamic aspirations of
the clientele of the schools. Formal education is valued for its
economic return in the developing nations; hence, no matter how
philosophically sound it appears to be, vocational education in
the school curriculum remains unattractive to students in these
countries,

Third, althoush the reasoning is clear regarding the
benefits of relating education to the economic needs of society,
all these philosophies of education fail to outline the specific
courses that should together form the vocational education
program. The problem here is how to select the "relevant™ courses
vhich are likely to prepare the student for comunity lifestyle
and local occupations. Therefore, what students should study as
part of the vocational programs also remains an unresolved issue.

in addition, the problem of where to offer the practical

cowrses is overlooked. That is, should agricultural skills, for
instance, be taught in the schools or outside the school? Which
verwe will produce the best results? Perhaps the most disturbing
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issue is how to integrate both the academic and vocational courses
in the curriculum. In other words, in what ways should the two
programs be brought together to achieve a balance in the
allocation of time for the various courses, and to establish an
order of priority for these subjects in the school curriculum?
These issues have ocontinued to plague vocational education
programs in the developing nations since colonial times.

Finally, goverrment support for the practical implementation
of vocational education programs is often inadequate. Policymakers
and educators give a great deal of verbal support to such programs
while, in reality, they shirk their responsibility for supplying
the necessary material required for successful implementation,
j.e., funds, materials, equipment and qualified teachers. The
implementation of the general education proposed by the three
philosophies above, therefore, can only be achieved when these
issues are resolved.

Humen Capital Theory

The human capital theory focused on the development of urban
awployment skills, thus contributing to the neglect of rural
development in the LDCs. As a result of this focus, urban
migration has increased and so have unemployment rates in Africa,
Asia and Latin America (see Table 5). For exawple, unevployment in
these developing nations grew fram 36.5 million in 1960 to over 54
million in 1973, an increase of sbout 49%. In Africa alone,

unenployment grew fram about 8.5 million to almost 14 million
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during the same period.

More recent studies have exposed some of the flaws of the
theory (Arrow, 1972; Jencks et al., 1972; Collings, 1979; Dore,
1976; Blaug, 1973). For example, it was discovered that economic
growth depended on many factors including market, capital and
industrial expansion, besides the stock of human capital. In
addition, it was found difficult to establish what levels of human
capital or cognitive skills constituted the minimum necessary for
the effective performance of particular jobs. However, the humen
capital theorists succeeded in justifying large expenditures om
education for econamic growth promising of a "better” life in the
LDCs, through vocationalization of education.

Research Reports

The research reports certainly produced evidence which is not
supportive of wvocational education programs in primary or
secondary schools. On the ot hand, it could be contended that
the findings apply only to ui - i@ situations and conditions
prevailing in the countriss .~ ld at the time the studies were
conducted, even though there may be some similarities conmon to
all LDCs. In Kenya, Lauglo reported that IE enjoyed high status
among teachers, parents, academic and vocational students. The
main reason for this high status appeared to be the use of more
advanced equipment in the |E courses compared to the local or
traditional tools being used in other vocational programs in the
LDCs, such as the JSS program in Ghana. There is no doubt that the
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use of local implements such as hoes and cutlasses in the faming
program, for instance, reduces IE students' status, especially in
the urban schools. According to Lauglo, the IE teachers
interviewed were even against any simplification of the equipment
used in IE courses for fear of reducing the program's status.

The World Bank's current support for primary education's
expansion rather than vocational education appears logical, due to
the ressarch evidence so far produced. However, expanding the
nurber of primary schools does not guarantee quality in all the
schools. In the LDCs, including Ghana, several primary school
graduates are not even able to write their own names, much less
read a book with understanding. This is due to the unequal
distribution of resources and qualified personnel across the
system.

abandoning vocstional education in favor of primary school
expansion does not solve, in particular, the unemployment problem.
in fact, it could even worsen the situation since the primary
school graduates might not be productively employed. However, the
evidence is in favor of primary education since research indicates
that it yields a higher rate of return on investment than any
other level of education.

Finally, as suggested by the various research reports,
further studies should be conducted in the same counkries and in
other developing countries before final conclusions ca be drawn

regarding the socio~economic returns of vocational education.
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These countries have gone through substantial changes which might
well have increased the econamic output of vocational education.
Conversely, there is continuing faith in the vocationalization of
education as a potential means of solving the unemployment
problem among the educated in the LDCs. This can be seen in the
arrent introduction of Ghana's JSS program and those of Ziwbabwe
and other LDCs. Perhaps this is due to the fact that these
societies have no other alternatives from which to choose. The
current World Bank support for the JSS program in Ghana is clear
testimony that not all aid agencies and development banks have
abandoned the vocatioral idea, despite the evidence amassed
casting doubt on its econamic "usefulness”.
Concluding Remarks

As in the colonial period, vocationalization in post-colonial
Ghana (as in other LDCs) has equally failed to take cognizance of
the prevailing social, economic and political realities of the
country. That is, the socio-econamic and political structures
which appear to influence the kind of education that could be
"relevant” for these societies are being ignored. Goverrment,
politicians, policymakers and educators continue to live in ivory
towers where they prefer to blindly believe that theoretical and
philosophical ressoning, backed by empty rhetoric, can sumshow
solve the socio-econcmic problems facing their respective
countries. However, the discussions, surveys of literature, and
cbservations presented in this chapter indicate that this
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assuvption is wrong.

Although there may be some correlation between education and
national development, the many intervening varisbles which affect
this relationship need to be addressed before any goals of
vocationalization can be realized. In this respect, issues
pertaining to the dual econcmic structures, income differentials,
student and parental aspirations and central goverrment support
and comitment need to be examined in depth.

The following chapter presents the research design avployed
in assessing the most recent vocationalization effort in Ghana—-
the Junior Secondary School Program.



CHAPTER V
RESEARCH DESIGN

As stated earlier, the major purpose of this study is to
review and analyze efforts made in Ghana to vocationalize the
school curriculum, including an assessment of the most recent
version of curricula reform along these lines. This reform
involved a plan to implement natiowide the Junior Secondary
School Program (JSSP). The objective of the study is to determine
how effective the JSSP has been in achieving the range of socio~
economic goals set for it by the Ghanaian goverrment, policymakers
and education authorities, especially in view of the past history
of diverse implementation problems that have been associated with
vocational education in developing countries.

This chapter describes the research design for the ewpirical
part of the study. It also gives an account of the problems
encountered by the researcher in the data collection process due
to the restrictive measures imposed by the current military
government in making available any information about the process
of introducing the Junior Secondary School Program in Ghana.

AREA OF STUDY

The study was conducted at the Ministry of Education,

Ghana Education Service, the National Teacher Training Council
Headquarters, the Ministry of Labor and Sccial Welfare and the
Ministry of Local Government offices in Accra, Ghana. In addition,
the Regional Education offices in Accra, and Kumasi were

159
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also included along with the District Education centers of
Achimota, Mataheko, Lakadi, Amasaman, Konongo, Juaso, and Agogo.
Six Junior Secondary Schools were selected within Accra and the
Ashanti regions for the school level field study. Two training
college principals were also interviewed.

Population and Sawple

The sample for the study was chosen from the following
defined population (those directly involved in the implementat ion
¢ :be JSS program): The Secretary and Deputy Secretary for
= cation, Director-General, Ghana Education Service, Ministry
Education officials, department heads of the Ministry of
Education, Directors, Assistant Directyrs and Regional Directors,
Ghana Education Service, Curriculum officials, National Teacher
Training Council officials, training coiiege principals and Junior
Secondary School headmasters and teachers, along with officials of
the Ministry of Labor axd Social Welfare.
Methodology
pata collection for the study employed three methods:
documentation, interviews and analysis of secondary data.
Uocumentat ion

Both primary and secondary sources were examined to gather
descriptive data on the rationale and goals of the JSS program
along with the implementation, curriculun design, equipment and
resources supplies, teacher development and supply, enroliment and

examinations policies, and financing. With regard to financing,
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the intention was to ocollect data on educational budgets and
expenditures, the estimated cost of the program, the amount
legislated for its implementation and, the specific contributions
made by the various aid agencies involved. At the Ministry of
Labor and Social Welfare. The intention was to collect
unenp loyment data.

Primary data included facts and figures on nuvbers of
teachers, students, schools, the educational budgets, the
equipment and distribution system. Such data, particularly those
dealing with the JSS program, were supposed to have been compiled
by the Ministry of Education and the Ghana Education Service.

Secondary data sources included journals, books, graduate
theses and library resources from the Department of Educational
Foundations, University of Alberta, Institute of Educat ion,
University of London, England, Senate House, England, University
of Cape Coast, Ghana, and the University of Alberta. The local
Ghanaian newspapers, West Africa Magazine, and Ministry of
Education publications also provided useful data for the study.

Qualitative research methods were also employed in collecting
data for the study; these were supplemented by interviews.

QUAL ITATIVE RESEARCH METHOD
Described by Maanen (1983), qualitative research method is:
an urbrella term covering &% array of
interpretive technigues  which seek to
describe, decode, translate and otherwis2 come

to terms with the meaning, not the frecuency,
of certain more or less naturally occurring
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phencmenon in the social world (p. 9).

Although qualitative and quantitative studies are not
mutually exclusive, they are different at least in form, focus and
emphasis of study (see Table 6). Advocates of qualitative research
argue that, since human behavior is significantly influenced by
the setting in which it occurs (Bogdan & Biklen, 1982), it is
essential for the researcher to penetrate the social world of
those who are being researched in order to understand the meaning
which these subjects give to various phenomena and their
perceptions of their operative situation as well as their ability
to transform that situation. However, this is not to suggest that
qualitative research is an alternative, or even opposite to'
quantitative research. Rather. there is a comp lementarity between
the two approaches (Bogdan & Biklen, 1982), as pointed out by
Firestone (1987):

Quantitative and qualitative studies are not
antithetical. Thuy present the researcher with
different kinds of information and can be used
to triangulate to gain greater confidence in
one's conclusion.

The qualitative approach was adopted for this study because:
(1) A detailed analysis of the socio-economic structure,

rationale and goals, and the general implementation of the

JSS program, was needed to serve as feedback for future

modification for the educational authorities. It was hoped

that both the process and the results of the research project
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would benefit the goverrment and educational authorities of
Ghana, as well as other LDCs engaged in vocationalization of
their education system, as opposed to being a mere academic
exercise or simply an obscure policy analysis.

(2) There was a need to present an accurate, descriptive, and
analytical account of the socio~econamic, political and
educat ional structures upon which the curriculum reforms were
based. This was to help in drawing appropriate conclusions
for the study.

(3) 1t was the most appropriate method for the study since it
helped the researcher to gain detailed information about the
program both from the educational authorities as well as the
administrators, teachers, students, and parents.

Interyiew Technicues
A semi-structured interview guide, using the standard open-

ended approach, was employed to validate or swpismnt available

data. in this technigue some of the informatic: required was
obtained by asking a series of structured questions. The
interviewer then probed more deeply, using open-ended questions
to obtain more conplete data, greater clarity and depth of the
jssue under investigation (Borg, 1963). The main disadvantages
involved in the use of this approach, and of which the researcher
was varned, were subjectivity and bias, The approach was also
t ime~consuming.

For this study, respondents selected for the interviews were
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Table 6
Differences Between Quantitative and Qualitative Research

QUANTITATIVE

QUALITATIVE

Assumptions About the World

That there exists social facts with an
objective reality apart from the belief
of individuals

Reality is socially constructed
through individual or collective
definitions of the situation

Purpose

To explain the causes of changes in

To understand the social

social facts mainly through phenomenon from the actors’
measurement and  quantitative perspectives through participation in
analysis the life of those actors
Approach

Experimental or correlational designs Ethnography that helps the researcher
to reduce error, bias, and other understsnd the definitions of the
"noise” which hinders one to clearly situation of those studied
perceive social facts

Research Role

Researcher is detached to avoid bias

Researcher is "immersed” in the
phenomenon of interest

— — e —— — e

Source: Adapted from Firestone, W.A. (1987). Meaning in method: The rhetoric of
quantitative and qualitative research. Educsatjonal Research, 16(7, October).
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chosen on the basis of their knowledge, position and participat fon
in the implementation of the Junior Secondary program. In this
regard the Deputy Secretary for School Education, the Director
General of the Ghana Education Service, the Director of the
Curricilum Research and Development Division, the National Yeacher
Training Council Chairman, and the Deputy Secretary for Local
Goverrment were interviewed. In addition, selected District
Assistant Directors of the Ghana Education Service, District JSS
Coordinators, JSS headmasters, and teachers were also interviewed.
However, it is important to mention here that, since these
interviews were only used to solicit information and supp lement
available data, the findings from the interviews were incorporated
into the enalytical chabter and were not analyzed separately since
they generally confirmed the documented data and were not meant to
play a major role in this study.

Procedure for Obtainind Data

The Deputy Secretary for School Education of Ghana's Ministry
of Education and the Director-General of the Ghana Education
Service were contacted through formal 1letters requesting
permission to conduct the study and to allow the participation of
the other JSSP officials in the study through interviews. Included
in the letters was a brief description of the nature and purpose
of the study as well as a request for permission to collect data
about the program from the Ministry's headquarters in Accra, the
regional and district centers, and selected Junior Secondary
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Schools.

DATA COLLECTION PROBLEMS

Although the Ministry of Education granted the researcher
permission (see appendix H) to conduct the research in Ghana, and
allowed its JSSP officials to participate in the interviews,
actual data collection was made difficult by the current political
climate of the country and government decrees regarding the
general implementation of the program.

The Political Climate

On December 31, 1982, for the fourth time within a period of
nearly fifteen years, a military uprising toppled the elected
civilian goverrment from office.

Upon gaining control, the new regime, the Provisional
National Defence Council (PNDC), initiated and enforced military
rule within the country. Since that time access to information
regarding goverrment policies and programs has been quite
restricted. In the case of the JSS program, the researcher found
this to be particularly true. As a result, access to official
documents regarding the program was quite limited. Hence, the
researcher had to rely on information gleaned from interviews and
conversations and from secondary data that are publicly accessible
(e.g. library material, journals, magazines, etc.).

However, despite these restrictions, the researcher was able
to reach a fair sample of the individuals involved who were
directly responsible for the national, regional, district, and
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school level implementation of the Junior Secondary School
Program.

Data Source

The Basic Education Sections of both the Ministry of
Education and the Ghana Education Service served as important and
helpful data sources, as these two departments were directly
responsible for the entire implementation of the program. The
Ministry of Education provided documents which included policy
statements concerning the rationale and official goals of the JSS
program, its history, the implementation strategy, and financing
policies.

The Ghana Education Service furnished documents on the nurber
of Junior Secondary Schools, their enrollments, and the nuvber of
JSS teachers.

The Curriculun Research and Development Division (CROD), a
department of the Ministry of Education, was responsible for
translating the goals of the program intu courses of study,
developing timetables and designing examination requirements for
the Junior Secondary Schools. They supplied the timstables being
used and information on the JSS curriculum, equipment and
resources used in the program and their distribution system,
examination policies, and problems they have encountered with the
implementation of the curriculum.

The National Teacher Training Council (NTTC) was also
helpful. The NTTC was the sole and legitimate trainer and supplier
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of qualified teachers for the Junior Secondary Schools, the actual
classroom implementors of the program. It provided documents on
the total number and types of teacher training colleges in the
country, the new curriculun being used, the number of teacher
trainers, along with enroliment figures.

The Ministry of Local Goverrment was helpful in explaining
the central government's recent decentralization policy and its
effects on the JSS implementation, particularly at the district
level.

The District Assistant Directors and their coordinators
contacted furnished information on the implementation of the JSS
program at both the district and school levels and the actual
problems involved. Their information was particularly useful since
it gave a more realistic picture of what was happening in the
jmplementakion process as opposed to the consistent “success”
stories given py the JSS officials in Accra.

Teacher college principals interviewed provided the
background of current teacher training methods, the new curriculum
and related problems facing the colleges in their efforts to
provide teachers for the Junior Secondary Schools. Their candid
statements challenged most of the National Teacher Traimning
Council's “problem-free” accounts of the teacher development
exercise.

Selected JSS headwasters and their staff discussed the actual
classroom implementation procedures and the various problems
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facing schools in this direction, particularly those involving
communication with district and national JSS officials. In
addition, the teachers provided their assessment regarding the
rationale and goals, the implementation process, and the possible
future of the program.

Interviewing the teachers at the Junior Secondary Sivools

provided the researcher with the opportunity to also &wiiduct
classroom observational study to confirm or challenge the
information received from the various sources.

DATA ANALYSIS PLAN

According to Bogdan and Biklen (1982), data analysis involves
"working with data, organizing it, breaking it into manageable
units, synthesizing it, searching for patterns, discovering what
is important and what is to be learned, and deciding what you will
tell others” (p. 145).

It was not possible before the process of data collection to
prepare a standardized format for analyzing the responses for the
questions to be asked, because most of the responses could not be
predicted. In addition, several questions arose during the
research process itself. The data analysis in this study commenced
with the initial collection of data and continued after the
collection was campleted. The steps of collecting documents,
interviewing, and analyzing the data were done almost
concurrently.

Bogdan and Biklen (1982), advise that the beginning
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researcher should borrow strategies from the analysis-in-the-field
mode and leave the more formal analysis until most of the data are
in. In secondary analysis of docunented data, which is
supplemented by interviews, it is important that data collection
and analysis be an on-going process, since the information
obtained guides the focus of the study. it also helps to direct
future interviews and additional data collection (Glaser &
Strauss, 1976).

Frequencies as well as percentages and content analysis were
used to analyze the data gathered.

Content analysis, according to Borg (1963), is "a research
technique for the objective, systematic, and quantitative
description of the manifest content of conmunication” (p. 256). In
other words, such analysis indicates any logical technique for
making inferences by systematic and objective analysis identifying
special characteristics of messages. Figures and responses were
therefore analyzed according to the effect that they had on the
jssue under investigation.

TRIANGULATION

Triangulation of data sources was a key research method used
in analyzing the data. Denzin (1978) defines triangulation as the
"cambination of methodologies in the study of the same phenomena”.
He contends that:

multiple methods should be used in every

investigation, since no method can ever
cavpletely reveal all the relevant features of
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empirical reality necessary for testing or
developing a theory (p. 28).

Triangulation, however, is not limited to the use of data.
According to Denzin (1978), it can involve a variety of observers
or investigators, theorists or perspectives, and methodologies ail
in pursuit of addressing the same theoretical question. In
general, it is assumed that multiple methods increase the accuracy
of the research findings (Jick, 1979). In support of the use of

triangulation, Jick (1979) suggests that this research strategy:

can be something other than scaling,
reliability, and convergent validation. 1t can
also capture a more coplete, holistic and
contextual portrayal of the unit(s) under
study. That is, beyond the analysis of
overlapping variance, the use of multiple
measures may also uncover some unique variance
which otherwise may have been neglected by
simple methods. It is here that qualitative
methods, in particular, can play an especially
prominent role by eliciting data and
suggesting conclusions to which other methods
would be blind. Elements of the context are
i1luninated. In this sense, triangulation may
be used not only to examine the same

from multiple perspectives, but
also enrich our understanding by allowing for
new deeper dimensions to emerge.

Furthermore, he identifies the use of triangulation on the basis
of the opportunities it provides to the researcher:

(1) achieve higher levels of confidence in the results;

(2) stimulate the creation of inventive mathods of data
collection and analysis;

(3) uncover the deviant dimension of a phenomenon;



172

(4) ereich explanation of the research results, and

(5) serve as a critical test for competing theories.

On the other hand, he also jdentifies three main limitations
of this method of which the researcher should be aware:
(6) reapplication is difficult;

M m strategy may not be suitable to all research purposes,

(8) funding and time constraints may prevent its effectiveness.

In this study triangulation of the various data sources was
employed in order to ensure that the different perspectives were
represented as accurately as possible and for the researcher to
obtain a good understanding of the issues under study.

DEL IMITATIONS

Although the JSS program was introduced as a pilot project in
1976, the assessment presented in the next chapter focuses on its
natiorwide implementation since 1987. This date was chosen
because:

(a) September 1987 differentiated the program from its 1976-1986
experimental period in about 118 schools.

(b) The natiorwide jmplementation of the program since September,
1987 served as a milestone in the history of Ghana's basic
education course, because it marked the first departure from
the inherited colonial academic education course to a

country-wide adoption of a vocational education program.
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Since the implementation of the JSS program has been both
theoretically and practically uniform in all the ten regions of
the country, limiting the study to Accra (where all the head
offices of the various educational ministries are located) and the
Ashanti Region (particularly Konongo District) did not affect the
intent of the study.
LIMITATIONS
A study of this nature requires a considerable amount of time
to enable the investigator to obtain a deeper insight into the
problem(s) under investigation. Also, because the research was
conducted mainly in goverrment departments, bureaucracy and red-
tape tended to impede the process. In addition, financial and time
constraints forced the researcher to abandon plans for lengthy
travel to remote rural Junior Secondary Schools where some other
evidence regarding the implementation of the program might have
been available.



CHAPTER VI

THE JSS PROGRAM (1976-1986) AND EVALUATION OF ITS
GDALS SINCE 1987

introduction

As  previously indicated, efforts at vocationalizing the
curriculun of schools in Ghana and other LDCs have been
unsuccessful since colonial times, despite the often sound
rationale advanced supporting its introduction. This failure has
been due to a mumber of factors including wrong assumptions made
by policymakers and poor jmplementation strategies, added to a
lack of full goverrment support for such programs. These earlier
faiied efforts did not discourage the Goverrment from continuing
its efforts to introduce more "practical” subjects into the
curriculum. Therefore, in 1974, it launched the JSS Project as
another effort to achieve this goal.

The Juni Secondary School am: First lmplementation A
(1976-1986)

Subsequent to approval of the JSS program and the
establishment of the new Ghana Education Service (GES) in 1974 to
implement it, nine middle schools were converted into Experimental
Junior Secondary Schools in 1976, with one in each of the then
nine adninistrative regions. The GES appointed headmasters were
given two weeks training to enable them to supervise these
schools. The JSS teachers were selected from the existing group of
trained post-secondary teachers. In the same year, a 3-year, post-
secondary teacher training program was established to train

174
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teachers for the Junior Secondary Schools. Most of them were
located in the regional and district centers.

The Curriculum

The experimental JSS curriculum, designed by the Curriculum
Research and Development Division (CROD), consisted of core,
vocational, technical, conmercial and general courses.

Core Courses ~ English, science, math and social studies
Vocational ~ catering, dressmaking, fishing, agriculture,

vulcanizing and carpentry
Technical ~ woodwork, metalwork, masonry and electrical

studies
Conmercial -~ conmerce, accounting, office practice and typing
General - Ghanaian languages, French, religious studies,

nusic and drama, and cultural studies (Ministry of
Education, 1974).

A1l students were to take the core courses. In addition, each
was to choose a set of technical, vocational, or conmercial
courses and two optional subjects from among the general courses.

The implementation strategy fol lowed that of the former
Continuation School Program. The regional coordinators gathered
reports from the schools in their region and sent them directly to
the GES headquarters in Accra, where such reports were expected to
receive attention.

The Provisional National Defence council (1981) and the End of the
Exper i 1 Project

In 1981, a new military regime-~the Provisional National
Defence Counci? {PNDC)--assumed power and halted the expansion of
the Experimental JSS project. The new regime, in collsboration
with the International Development and Research Center (1DRC) of
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Canada, recruited Dr. Russell of Queen's College (Canada) in 1985
to conduct a two-year evaluation study of the project. The
objective of the investigation was to ascertain the “relevance” of
the JSS program as a productive educational alternative for the
country.
However, this evaluation was still underway when, in 1986,
the PNDC not only lifted the expansion ban but also ordered a
natiorwide implementation of the program. Consequently, without
having established a new format based on Dr. Russell's
investigation or any other researched strategy, over 4,000 middle
schools wers converted into junior secondary schools in 1987, in
an attempt to vocationalize the entire basic education program in
Ghana.
THE_JSS PROGRAM: 1987 -~ PRESENY

A ) N e e e e et e

Rationales and Qoals

Even though the vocationalization of the curriculum was a key
element in the JSS program, there were other important
developmuntal goals which were included in the program. In a bid
to sttain greater national development, i.e., economic growth and
an improved quality of life for the people, Ghana's policymakers
and educational authorities adopted the JSS program in the belief
it would help make the education system more relevant to the needs
of the econcmy.

The Ministry of Education identified a muber of diverse
goals which it expected to achieve through the program. Those
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erumerated in its official policy document! could be grouped into

the following categories:

¢)

(2)

(3)

inproving the basic standard of education offered to all
students attending school in Ghana. This was to be achieved
partly by the "introduction of secondary school courses at
the basic education level” (MOE, 13987). It was also expected
that the "quality of the basic education” would be improved
by the vocatiomal nature of the program.

increasi educat ional ities available to all
students of school age in the country. It was expected that
this objective would be achieved by (a) increasing the
“access to education” through the provision of more
educat jonal services throughout the country (MOE, 1987); and
by (b) providing the type of educational opportunities that
“would predispose pupils to acquire knowledge and skills”
which would "enable them to discover their “aptitudes and
potentiais” and to develop in them “a longing for self
improvement” (MOE, 1987). It was hoped that the type of
education devised would be so useful that students throughout
the country woisld be motivated to remain in school and make
full use of the basic educational opportunities provided.
Improving the content of the educational program to be
offered. This was to equip the students with the type of
"attitudes and values, knowledge and skills” to qualify them
either (a) to continue their education in the senior
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secondary schools; or (b) to “adjust to the new envirorment
in which they would find themselves after leaving the Junior
Secondary School”, if they were not selected for education
beyond this level (MOE, 1987).

(4) Reduce the overall cost of education by (a) developing a
program that was "cost-effective™; and (b) reducing the
duration of pre-university education from 17 years (i.e. 6
years primary, 4 years middle school, 5 years secondary 'O’
Level and 2 years Sixth Form ‘A’ Level), to 12 years,

(5) Finally, the program was to be geared toward the sharing of
financial and other responsibility for this level of
educstion between the central goverrment and local
comunities. This was to be achieved by "involving” the
camunities in the implementation of the JSS program (MOE,
1987).

GOAL NUMBER ONE

Backaround
With regard to goal nutber one, improving the basic standard

of education offered to all students attending schools in Ghana,

the Ministry of Education publication?, stated that adult

jlliteracy in Ghana (as in other developing nations), was a

significant problem. According to UNESCO estimates, the average

rate of adult illiteracy in 1985 was 46.8% (UNESCO, 1988). The
goverrment and the Miniatry of Education therefore suggested that
the current educational reférms should aim at "increasing 1iteracy
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both "free” and "compulsory” primary and basic secondary educat ion
courses, as evbodied in the new basic education system (6 years
primery and 3 years junior secondary school education (MOE, 1987).

The curriculun previously offered at the primery level had,
they contended, not met this challenge. This latter claim was
reinforced later by a senior Ministry of Educa” .on officiald
during an interview with the researcher. Most elementary school
graduates produced by the former system, he stated, were “unable
to write their owmn names" after the ten-year primary and middle
school program. In addition, the introduction of secondary level
courses (e.g. science, social studies, economics, etc.) into the
new basic education program at the Junior Secondary School level
would, they believed, better equip students with "high quality”
education to make them “more literste” by the end of the program.
Observations

while this objective of trying to improve the standard of
basic education was laudable, the Ministry of Education officials,
in their eagerness to obtain quick results, failed to define their
meaning of quality. The issue of quality in education has always
been elusive to educators. What kind of quality is being sought?
What is its scope? Can it be measured? Upon what criteria is it
based and om whose definition? Clarification of what was imp1ied
by "good quality” was even more important since it was hoped that
this basic level of education would eventually contribute to an
improvement in the quality of the life of the population. Given
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this assumption, it was all the more necessary to indicate cleerly
what type of curriculum was most likely to achieve such a goal.

As pointed out by Hawes (1979), the ability to set and
achieve goals is only one aspect of quality in education, and
there will always be differing views on what constitutes
"qality". The politician, the economist, the parent, the
educator, the comunity and the student each possesses a different
interpretation of the term.

in the case of the JSS program, quality was being perceived
differently by the rural and urban communities, by curriculum
designers, by Ministry of Education officials, by the goverrment,
by students, teachers, and the foreign aid agencies involved. To
program teachers and to adninistrators “quality” education
necessitated the provision of an adequate supply of equipment and
resources, furnished classroams, increased salary scale, and other
practical necessities. Conversely, to the politicians and the
Ministry of Education officials, quality often meant the
production of skilled school-graduates capable of entering the
workforce to reduce the growing nurbers of the educated
unenployed. But this definition of quality tended to concentrate
more on the "excellence” or "nature” of the outcome rather than
means of achieving them (Hawes, 1979). After all, increased
literacy and rumeracy rates also greatly depend upon such
tangibles as adequate resources and materials, qualified teachers,
funds, and physical facilities. These were in short supply in the
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Ghanaian schools; hence, the introduction of secondary level
courses as part of the "basic education” curriculun did not in
jtself improve quality. A narrow view of quality often appeared to
have hindered the realization of this goal in the Junior Secondary
Schools.

GOAL MUMBER TWO

Backaround

In connection with the second goal of the JSS, which focused
on increasing the educational opportunities available to all
students of school age in the country, the MOE publication? stated
the two main objectives targeted for its achievement. These were:
1) to establish "social justice” by giving equal access to basic
secondary education to all children, irrespective of their sex and
socio-econamic background; and (2) to provide students with
knowledge and skills to enable them to develop both their
aptitudes and potentials, and a longing for self-improvement.

Camenting on the first objective, a senior Ministry of
Education official? explained that, since colonial times,
secondary education has been available only to children
(particularly male children) whose parents were able to afford the
exorbitant school fees. For example, in 1986 the fee was ¢60,000
per student for the academic year. These imbalances in enrollment
between primary, secondary and tertiary level education are
clearly indicated in Table 7. At the conclusion of their free
primary school career, the nuvber of children continuing their
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education dropped drastically. This was particularly the case for
the females, since traditional attitude expects females to be
homemakers. Thus, most parents would not spend their meager
earnings on school fees for them,

From the enrollment patterns between male and female
presented in Table 7, it oould be concluded that less of the
female school age population gained access to basic and secondary
education, and fewer still to university education. Again, it
appeared that adult illiteracy was higher among females than
males, indicating that equal access to education was therefore not
being provided. According to the MOE official3, the introduction
of the JSS program was therefore intended not only to "produce
good quality graduates™ but also to correct this socio-economic
and gender imbalance in the distribution of secondary education
which has been the privilege of male children of a few rich
families.

in relation to the second objective of goal 2--providing
students with knowledge and skills to enable them to develop their
aptitudes and potentials and a longing for self-improvement--the
MOE argued that the drop-out rate was very high in the former
system because the curriculum  did not maeke allowance for
individual differences in abilities (academic or vocational).
Therefore, those unable to ceope with the academic courses had no
jnterest in completing the program. This was evidenced by the drop

in enroliment from 100% in primary one (P1) to 81-82% by primary



Table 7

School Enrolment (%) by Sex and Level
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Year Sex Primary Secondary University
1965 MF 69 13 1.0
M 82 19 -
57 7 -
1985 MF 63 35 20
M 63 35 -
F 59 27 ~e
1987 MF 7 40 15
M 78 S4 24
F 63 32 0.6
® Figuses net available.
Sourcee  UNESCO (1989), UNESCO Statistical Yearbook. (See also World Bank (1984),

Ghana policies and program for adjustment)
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in enrollment from 1008 in primary one (P1) to 81-82% by primary
three, with only 60-62% completing the basic education course
(MOE, 1990; Europa Yearbook, 1980). According to one senior MOE
official4, chana had lost the potential contribution of many
talented students because of the failure of the school curriculum
to develop such talents and to "stimulate” the children's interest
in education as a means of self-improvement (MOE, 1974).
Consequently, it was hoped the diversified nature of the JSS
curriculun would offer students the opportunity to excel in more
fields of study--be it vocational or academic—-thus sustaining
their interest in attending school and in completing the basic
education course. This done, the knowledge and skills acquired
would help the graduates improve their standard of living and that
of the country in general.

Observat ions

These policies of increasing access to educational
opportunities and developing individual potential embodied the
functionalist view of the role of the school in society. As
discussed in chapter three of the study, this view of schooling
suggests that schools represent an efficient and rational way of
sorting and selecting talented people so that the most shle and
motivated attain the highest status positions (Hurn, 1985). Those
unable to achieve such positions were to be channelled into
vocational education courses which would produce middle-level
manpower personnel (Hurn, 1985). In a nutshell, the theory posits
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a meritocratic view of society based upon equal educational
opportunity to all, irrespective of sex or socio-egBnamic
background, where each individual is rewarded according te mer¥
rather than ascription. Thus, the education authorities hoped to
employ the JsS diversified curriculum as a screening devise in
selecting people for various vocations based upon ability rather
than socio-economic background or sex, thereby providing wore
equal opportunities for upward mobility in the society. However,
two problems appeared evident: (1) lack of social credibility for
vocational education; and (2) the desire for increased access to
education outstripping the available school places and facilities.
First, disparaging public opinion of vocational occupations
and attendant low incomes of vocational education graduates
demanded that access to academic education remain high, people
still believing it would lead to better-paid jobs. The Ghanaian
econony, however, was only capable of sabsorbing about 20% of the
4.5 million eligible workforce (Europa Yearbook, 1990). The
remaining 80% continued to be destitute in the large rural sector
of the economy, the area with the greatest potential for
development. But until the goverrment put effort into developing
this sector, the present attitudes toward vocational education and
occupations would remain the same, and the program would be
unsuccessful.
in this vein, if the objective of social justice is to be
achieved, the question must be answerod as to what types of basic
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skills should be developed and to what extent, and what kind of
farming techniques the school should teach to help the rural
students increase their earnings and social status. As mentioned
in chapter three, critics like Foster (1966) argued that the
advocates of vocational education, including Balogh (1962), failed
to clearly specify the content of the vocational courses to be
studied in the schools. Similarly, this issue pertaining to the
content of the agricultural education in schools was not clarified
by the colonial advocstes.

The second objective of the second goal was to use the JSS
program to increase access to basic education. This would have
widened available educational opportunities. But this was
confronted with two contradictions: (1) the payment of fees; and
(2) the notion of equality of opportunity. Basic education in
chana was not only supposed to be "free and compulsory”, but also
the "right" of every Ghanaian child, a confirmation of the
country's commitment to implementing the UN declaration which made
formal education the "right" of every child in every country.
Nevertheless, parents had come to realize this pledge to be
fallacious since the new system had limited their children's
access to basic educétion due to the fees assessed from primary
through the JSS level. This situation has worsened over the years,
since school fees had been increased with the inception of the
program in 1987, while the economic position of many parents
continued to deteriorate. Originally, the fee was set at ¢120 per



187
year, but as of May, 1990, it was doubled to ¢250 per year. To
most parents in Ghana, particularly those in the rural areas whose
incomes were cuite irregular and meager, this amount was quite
substantial, especially considering that most families had several
children in school. The inability of these parents to pay school
fees often resulted in their children's withdrawal from school.
Under the former system parents were not required to pay fees at
the basic education level. This new system, however, was "free”.
Nor did it help to increase access to schools. Even if the policy
of increased access had been achieved, the attaimment of equality
of opportunity would not be assured. Increased access did not
guarantee that students would continue their education to complete
the basic education program. It also did not guarantee the
provision of sufficient qualified teachers, adequate resources and
equipment, and eqgual funding for all the schools throughout the
country.

In addition, increased access needed to be measured by rapid
population growth against available school places. The annual
population growth in Ghana had increased from 2.2% during the
period 1965-1980, to 3.5% in 1980-1986. It is expected to increase
another 3.1% by the year 2000 (UNESCO, 1983). Currently, Ghana has
a population of 14 million, with a total of 10,181 primary
schools, enrolling about 1.5 million pupils (MOE, 1990). Yet about
43% of the school age children are not in school because of the
limited nunber of school places available. Thus, the policy of
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using the JSS program to increase access to basic education and to
widen available educational opportunities for all children in the
country is highly questionable at this time.

GOAL_NUMBER THREE

Backaround

The third goal of improving the content of the
mgmwastobeadﬁeved by equipping the students with the
"attitudes, values, and knowledge and skills" necessary for
further studies, or for adjusting to life in their various
comunities after junior secondary school. The recormendat ions of
the Dzobo Conmittee, contained in the Ministry's education
documents provided a rationale for this program objective. The
Comittee considered the development of the country's human
resources "a vital pre-requisite for its socio~economic
development” (MOE, 1974). 1t recognized that, due to the changes
taking place in the world and in the Ghanaian economy in
particular, education should "aim at instilling in the individual
an eppreciation of the need for change directed toward the
development of knowledge and skills”, particularly in the areas of
science and technology, to transform his envirorment and so
improve the quality of his life.” This was, therefore, to be an
objective of the JSS program (MOE, 1974).

Connected with this goal is the preparation of individuals to
be employsble in whatever econamic circumstances they might find
themselves. Therefore, the Dzobo Conmittee argued that the kind of
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knowledge, skills, values and attitudes vhich the JSS graduates
would have acquired, particularly those whose education would have
been terminated at the conclusion of this level, would make them
“more employable” (MOE, 1974).

One of the problems in Ghana, as in many other developing
countries, has been the relevance of the education which the
students receive to their future employment, especially for those
who have to leave school to earn their Yiving after having
acquired only a basic education (Foster, 1965; 1966; Bacchus,
1979; 1986; Lillis and Hogan, 1983). In terms of employment, the
total labor force in Africa in the late 1980s (including the
unemployed) was 250 million, while there were only 25 million
positions available in the modern sector. In addition, there were
15 mi1lion new entrants to the labor force every vyear (most 1y
school graduates) during the same period, yet no additional
employment opportunities were being created for them (ILO, 1988).
Before the JSS program was initiated, only 33% of basic education
aradustes proceeded to the secondary school level, the remaining
67% joined the labor force to compete for the limited nurber of
jobs available. For this reason, the Ministry of Education in its
publication® reiterated the need for a more "relevant™ curriculum
(MOE, 1974).

This "vocational” orientation of the JSS program was
confirmed by senior officials of the Ministry of Education who
were engaged in supervising the implementation of the program and
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were interviewed by the researcher. They explained that the
acquisition of knowledge and skills through the JSS diversified
curriculum was an attempt to make educstion in Ghana more relevant
to individuals, their comunities, and to the nation as a whole.
One senior Ministry of Education official, conment ing further on
this point, remarked that, since colonial times, Ghana has been
searching for the type of education that would make the school
graduates “more useful” and “productive”. He argued that the JsS
proaram provided the answer to this problem because "it offers
both academic and vocational (skills) courses.™

The MOE's attenpt to expose children to diversified
educational courses, to reveal and develop their talents and
capabilities for productive employment through the JSS program,
was, therefore, an effort to emphasize the use of the 3 H's~-head,
heart and hands--with the head representing knowledge, the hes~t
representing attitude, and the hands representing practical skiils
(MOE, 1987).

Although it was categorically stated in the Ministry of
Education document?, that the JSS program was “pre-vocational” and
expected to help solve the “unemployment problem” among school
graduates (MOE, 1987), the senior officials of the Ministry of
Education interviewed by the researcher flatly refused to define
the program as pre-vocational. They countered that the
introduction of pre~technical and vocational courses into the JSS

curric:lun was merely "a formal departure from the curriculum
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inherited at Independence,” and that it was an attempt to expose
students to their various talents in sports, farming, academic,
and vocational skills. But it was mpot intended to help solve
unenployment problems. The senior MOE official* further claimad
the JSS Program would produce “better artisans” for the country
even if the graduates from the schools were unemployed. The aim of
the JSS program was, therefore, to provide a new school curriculum
for the students, different in nature and content from that
previously offered.

In contrast, the Ghana Education Service (GES) officials who
were interviewed argued that the program was pre-vocational and
was intended to help solve the unemployment problem among those
being educated. Elaborating on this point, a senior GES official®
contended that the diversified curriculum was aimed at equipping
students with knowledge and skills and widening their occupational
choices. This demonstrated that the program was pre-vocstional.
Furthermore, he concluded that the program was introduced to make
students “employable" so that those unable to proceed to the
Senior Secondary level after the JSS course could enter into self-
evployment, again to help reduce the unemploymnt rate.

However, he also cautioned that, since %the program was pré-
vocational, the skills acquired during thy 3-year course did not
qualify the graduates as “exparts” or skilled workers. Instead,
these graduates would need to b zxranticed so that they could
pursue "further” skills training i their chosen fields either
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under master craftsmen in the camunity or by joining a local firm
which offered that particular skill or trade (ibid.).

Observations

The policy of using the JSS program to offer a more relevant
educational alternative which would help students cope with the
increasing unemployment situation in the country was based on both
the Human Capital theory, and the pragmtist and populist ideals
identified in chapter three.

The Human Capital Theory was evident in the MOE's attempts to
develop knowledge and skills among students through the
diversified nature of the JSS curriculum, and to help those unable
to advance to the Senior Secondary level "adjust” to the economic
realities of the new milieu in which they would find themselves
after graduation.

As mentioned previously in chapter three, the Human Capital
Theory proposes that a country's econamic growth is generally
dependent upon its ability to jrwvest in its humen resources. |t
claims that the inculcation of knowledge and skills among the
young will produce "quality” workers for increased productivity.
This makes them more employable, an achievement vhich is supposed
to eliminate unemployment and also generate job opportunities at
all levels in the society. But as mentioned in chapter three,
later research evidence (Blaug, 1973; Woodhall, 1978) challenged
these claims. Rather, it was discovered that economic growth
depended upon  several factors including the economic
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infrastructure of the society, markets, capital and rate of
economic and industrial expansion rather than on trained human
resources alone. More inportantly, it was concluded that, by
itself, the development of skills without adequate job
opportunities or job creation activities in the economy was not
sufficient to solve the unemployment problem.

The MOE's policy regarding the relevance of the JSS program
contended that the former middle school curriculun was sinply
preparing its graduates for a limited number of white-collar jobs,
thereby contributing to an increased level of unemployment in the
country (see Table 8). Yet, despite this argument that the former
curriculun exacerbated the unemployment situation, there was
considerable ambiguity surrounding the definition of the goal of
the JSS program by giving it some vocational or pre~vocational
objective. On the one hand, Ministry officials attributed the
increasing unemployment rate to the previous education program,
vhile on the other they were reluctant to officially define the
program as pre-vocational and confirm that it was being
implemented to help solve the country's unemployment problem. Yet,
one of the basic goals supporting the introduction of the program
in the schools was precisely to prepare its graduates to be better
equipped to enter the workforce. In addition, since pre-vocational
programs are themselves not vocational, they are unable to fully
equip students with specific job skills. |t was, therefore, not
c\earhowtherswmteseouldsmejobsbasedmtheskins



Table 8

General Level of Uncmployment in Ghana: 1986-1989

—

Year Unemployment Rate (%)
1986 25.7
1987 283
1988 28.7
1989 29.7

W

Source:  ILO (1990), Bulletin of Labor Statistics.
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they had acquired in school, and thereby help reduce the
unemp loyment problem.

However, even if the lack of clarity of the goal of the JSS
progran was overcome by the MOE, the fact still remained that
without the creation of jobs to absorb the type of skills being
developed, unemployment awong JSS graduates would continue to grow
because their rumbers would multiply in greater proportion to the
nutber of jobs available. (As observed in chapter three, this was
confirmed in the findings produced by Lauglo et al (1385) in
Kenya, and by Psacharopoulos (1985) in Tanzania and Coluvbia). And
unfortunately, no changes had been proposed in the economy in
Ghana to run concurrently with the JSS program which would help to
increase the absorbability of the economy for such graduates,

The stagnant, in fact, degenerating nature of the country's
labor market can readily be observed in Table 9. In 1981 alone,
116,000 secondary school graduates joined the labor force and
conpeted for the only 31,000 jobs available (1LO, 1988). Added to
this was the fact that average annual growth of the labor force
rose from 2.7% between 1980-1985 and was projected to rise by 2.9%
for the period 1986-2000 (UNESCO, 1989). The deterioration of the
situation becares evident fram these projjections.

Furthermore, since 1981, (when the PNDC assuved office) a
goverrment directive has halted recruitment in all sectors of the
civil service because goverrment had no funds to pay any
additional salaries. In addition, as part of the current wor 1d
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Table 9
Total Number of Available Employment Positions
in Ghana: 1976-1981

Year Total No. of Available Jobs

1976 63,300

1977 54,600

1978 60,300

1979 38,800

1980 36,200

1981 31,000

——-———W

Source: WORLD BANK (1984), Ghana: Policies and program for

adjustment.
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Bank structural adjustment policy since 1986, the government has
been required to shed 45,000 (15%) Jjobs over a period of three
years (Africa Report, 1987), bringing the total of civil service
positions to 255,000. This action has come at a time when 150,000
- 200,000 school-leavers are entering the job market each year
(Africa Report, 1987).

Yet another factor aggravated this predicament of increasing
unemp loyment--the lack of raw materials required for manufacturing
goods. This had compelled industries to close down, resulting in
even more workers becoming redundant. The Tlack of raw materials
was due to very low import credits (foreign exchange) available to
the country. According to the World Bank, by mid-1388 the net
worth of foreign exchange reserves in Ghana was negative, having
been canpletely eroded by large foreign exchange losses and a high
proportion of non-performing loans. It was estimated by the World
Bank that restructuring the banking system in the country would
cost at least $300 million or nearly 6% of Gross National Product
(GNP), another debilitating burden on the nation's economy.

in the case of self-employment for JSS graduates, several
drawbacks surfaced. First, most graduates would be fourteen or
fifteen years of age and not considered to be old enough to go
into any meaningful employment on their own, much less qualify for
a loan from the bank to start a business. The other major problem
affecting this objective was that, even if the JSS gradustes did
decide to 9o into self-employment and had financial support, it
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would still be difficult for them to find markets for their goods
since established tradesmen already over-produced for the existing
limited market. Again, poor road networks and ever-rising
transportation costs would devour any meager prof its made. Thus,
though the development of knowledge and skills for self-employment
might appear a sensible goal, the practicality of utilizing such
knowledge and skills for this purpose seams non-existent in the
Ghana's current econamic context.

The objective of using the JSS program to develop more
favorable attitudes and values amorg students, to help them
realize and respect the "dignity" of manual (agricultural) work,
characterized the pragmatist and populist ideals of general
education. As discussed in chapter three, the pragmatist and
populist philosophies hold that the school curriculum should be
related to the occupations of the society in which the student
would eventually live and work. Education should therefore not be
solely academic in its content. But adopting this concept of
general education implies that the society would have a growing
industrial base or economy to productively absorb and utilize the
diverse skills produced by the schools. The present inability of
Ghana's economy to ewploy this asset for national or individual
development continues to create within the people a low opinion of
manual or skilled education, causing it to further lose social
credibility and support.

Traditional farming barely satisfies even a “hand-to-mouth"



199
existence in the large and poverty-stricken rural sector.
Consequently, the attitude developed during the colonial times
that manual jobs were related to slavery and punishment still
continues to dominate the popular view of such work (Altbach &
Kelly, 1978). The lack of rural development including good
drinking water, roads, and health care centers, also adds to the
low esteem accorded to rural work and rural life.

Because of  these reasons, even the "successful”
implementation of the JSS program is no guarantee that its
graduates would be willing to settle and assume occupations in the
rural sector. Students may study farming, fishing, etc., and be
inundated with the right values and attitudes, yet there is no
reason to believe that such exposure would create within the
student body favorable attitudes toward such occupations (Foster,
1966).

To attenpt to achieve a more “relevant” educational program
which would satisfy the needs of each individual, locality, and
the country at large through the JSS program is, therefore, quite
unrealistic. Although there are common national needs in Ghana,
such as the need for economic growth and equality of opportunity,
there are nmmercus and varying interest groups with diverse
specific needs. But the MOE policy does not specify what are these
“local needs” and "individual needs"; neither, does it indicate
what are the “regional needs” and “national needs” to be met
through the program. Yet the program is expected to be relevant to
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all these sectors of society.

Basic local needs range from better roads, good drinking
water, health care, electricity, and transportation, to education
and housing. In 1981 only 35% of the country's population had
access to safe drinking water, of vhich 86% were of the urban
population as opposed to 14% of the large rural population (wor1d
Bank, 1984). Individual needs, of course, are unlimited, but would
include such basic factors as higher earnings, proper shelter and
food for the family, and status. National needs would include
socio-economic growth and pol jtical stability. Therefore, without
specific clarification of the needs to be met through the JsS
program, the most "effective” and "relevant” curriculum cannot be
developed.

Thus, improving the educational content of the Junior
Secondary School curriculum will be difficult to attain until the
jssues discussed can be examined and resolved. Only then can the
program attempt to become "relevant” and effect the desired socio-

economic structural transformation.

GOAL NUMBER FOUR
Backaround
The fourth goal of the JSS program was to help reduce the
overall i i through the development of a

"oost-effective” educational program and a "reduction in the
duration of the country's pre-university education” (MOE, 1987).
The belief in educational investment for national development
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among the developing nations, including Ghana, since the 1960s has
conpelled the goverrments of these societies to invest heavily in
education to achieve national growth. As a result, Ghanaian
goverrment expenditure on education in relation to total spending
rose fairly substantially (see Table 10). In 1990 alone, the
goverrment spent ¢58 billion on education--about 40% of the
recurrent budget (Home Front Magszine, 1990). Similarly, in 1987,
public current expenditure on education represented 3.4% of the
GNP (UNESCO, 1990). But despite these large educational budgets, a
great ruwber of school graduates continued to be unemployed. They
were very likely not making any returns to this large investment
on their education in the form of services and increased
productivity to society at large.

However, regardless of the educational budget increases, the
per capita expenditure on education has decreased from US$20 in
1972 to US$10 in 1979, and to US$1.00 by 1883. Currently the
figure is US$0.80 per head (World Bank, 1989; West Africa, 1989).
This sharp decrease was due to larger enroliments as a result of
the rapid population growth, and most especially to the enormous
devaluation of the Ghanaian currency, particularly since 1986 with
the Wor1d Bank's structural adjustment policy (see Table 11).

Further, as posited by the Dzobo Conmittee (MOE, 1974), the
extremely long duration of the former pre-university course in
Ghana (17 years) consumed far toco many resources, required
additional human and physical capital investments, and delayed the
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Table 10
Government Expenditure on Education
Expressed as % of Total Spending

Year Education
1972 201
1986 239
1988 25.7
1989 29.7

B s e S el S

Source: UNESCO (1989), Statistical Yearbook.
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Table 11
Devaluation of Ghana CEDI (¢)

1981 USSI = ¢6
1986 USs1 = ¢250
1990 USs1 = ¢357

MW

Souree: uropa Yearbook, (1990).
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personal advancement of the students jn sociely (w2, 1974). It
therefore recommended the duration be reduced from ©7 yiars to 13
years (this has been further peduced to 12 years =3 iruiicated by
Figure 1).

The low return of education investments awl qrograx ST TON
were further discussed with a senior MOE officiall who was
interviewed by the researcher. He obeerved that, although previo.s
goverrments had invested heavily i the development of education,
the eventual “usefulness” and “prcdootiveness” of studerts vas
ignored. He continued to suggest that the JSS program would equip
its graduates with the necessary knowledge and skills for
employment, thereby producing better investment returns. This
would make the program more "cost-effective.” The shorter duration
of the new education system also would make available "more funds"
which could be used to improve the quality of educat ion, increase
access, help build more schools, provide additional resources, and
produce more qualified teachers.” In general, the new system would
save both time and money to aid in the educational development of
the country.

Observations

First, although using increased productivity as a cost-
effective indicator is a reasonable approach to estimate the value
of education to the econamy, the MOE has mot indicated how such
increased productivity would be measured, since productivity is
based on several factors including effective management,
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Kindergarten (2 years)
Ages 4 - S years
Primary (6 years)
Ages 6 - 11 years Basic Education
T (9 years)
Jupior Secondary (3 years)
Ages 13 - 14 years
Exit for those unable to Exit for those unable to
to advance to
Senior Secondary level Senior Secondary (3 years) Senior Secondary level
' Ages 16 - 17 years
Exit for those unable to Exit for those unable to
proceed beyond advance beyond
Senior Secondary level Senior Secondary level
University Teacher Training Polytechnic Speciatist College
(3-4year) 4 (yary (4 year) (2-4 years)
Ages19-20 Ages19-20 Ages 20- 21 Ages 18- 20

Figure 1. New Structure of Education

Disgram Based on Ministry of Education Interpretation of

the New Structure of Education, 1990.
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financing, expanding market, and availability of raw materials.

Second, thearsnmtthatﬂ\eJSSprogranwasmtexpectedto
turn out "skilled experts” posed the question: If the students
were not being specifically prepared to enter the workforce,
particularly those T70% unsble to advance to the Senior Secondary
level, how could this scheme be cost-effective? Additionally, the
cost~effective objective was also dependent on the successful
implementation of the program, on the state of the nationel
economy and its ability to shsorb and utilize these skills. Yet,
though the program wes in its fourth year, no specific plans had
been mandated to ensure the attainment of this objective.

Thus, again a major goal has been developed but not
adequately thought through. It did not define specifically what
was inplied if the objectives were to be achieved and, more
importantly, how desired ends were to be sttained.

GOAL NUMBER FIVE
Backaround
Goal nutber five was the use of the JSS program to foster a

for educational
development between goverrment and local comunities, (MOE, 1987).

Since vocational education programs are usually quite costly, a
major implementation constraint is usually financing. Expensive
vocational equipment and materials, plus the additional salaries
needed to hire vocational teachers requires far more funds than
regular academic courses. These extra costs cannot usually be met
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by the central goverrment alone. Therefore, local comunities are
often called upon to share in the financing. But in GChana, as in
many other LDCs, the destitution of the peoble, particularly in
the large rural comunities, prohibits this type of contribution,
wvhich frequently leads to the collapse of such vocational
programs. This was true of the Continuation School  Frogram
(1969/76).

In Cconnection with community involvement in the JSS program,
the Ministry of Education publication stated that "the development
of the Junior Secondary Schools would be mainly the responsibility
of the camunities2”. The various MOE officials interviewed by the
researcher indicated that the decision resulted from "worldwide
inflationary trends” which, according to them, had seriously
raised the cost of educstional resources, building materials,
teacher salaries, and the cost of teacher training programs.

in 1983, for exawple, inflation in Ghana was 122.9%. By 1988
this had eased some to 25% (World Development Report, 1990) but
this rate was still considerable. in 1988 the minimum salary for a
trained teacher, therefore was, raised from ¢8,000 to ¢12,000 per
month to compensate for inflation (GES, 1990). The implications of
this, in terms of additional cost to the government for its
approximately 100,000 teachers, were substant iated.

A Senior MOE official? saw the goverrment’s decision a-.
“¢imely", stating that, due to the “high cost" of implementing the
JSS program, it was necessary for the local comunities to be
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"fully and actively” involved in sharing the "burden™ of financing
with the goverrment. He concluded that, if Ghanaians wanted ""good
quality” education for their children, they must be prepared to
"pay"” for it (ibid.).

In a separate interview with a senior official of the
Ministry of Local Goverrment® it was explained that the
goverrment's decision to get communities involved in helping to
meet the cost of the JSS program was one of the major reasons for
its recent decentralization policy. This policy gave "autonomy” to
the newly-formed district goverrments, each district becoming
“responsible” for educating its own people by providing them with
the entire basic education course (this included the JSS program).
Upon being asked if the central goverrment would provide any
financial contribution to the local conmunities, the MOE official
assured the Nesearcher that the central goverrment would continue
to provide the "necessary” basic resources (i.e. teachers, books,
etc.) and also pay all teacher salaries (which forms about 90% of
the total education budget) (MOE, 1974).

The camunities then, as indicated in the MOE document2, were
expected by the goverrment to provide "JSS buildings (classrooms),
furniture, annual book user fees, and JSS Final Year Examinations
fees of ¢,500 per candidate. In addition, the Tlocal craftsmen
were “requested” by the goverrment to "volunteer” (i.e. they would
not receive any salaries) to tesch their skills or trade to the
JSS pupils in their conmunity (MOE, 1974). This was ancther effort
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by the central goverrment to get Tlocal individual and groups to
share the burden of financing education in the country.
Observations

The system of commnity financed education in the LICs,
especially the financing of vocational education, has generally
met with failure, particularly in Africa (Lillis, 1985) due to the
deplorable rural economy and the low incomes of the rural
population. In Ghana, the extent of community financial
involvement required by the goverrment had not been weighed
against the realistic potential of the people, particularly those
in the large rural comunities. Even the wealthier urban
conmunities such as Accra and Kumasi, where the average income was
about eight times higher than in the rural sectors, were not able
to afford sharing this responsibility with the goverrment,
especially to the extent that was required. while the urban
comunity Junior Secondary Scix s had been in operatio” since
1987, most of the rural comunities, sas of 1990, were still
constructing their JSS buildings due to lack of funds. It cost
¢600,000 to renovate and paint one urban Junior Secondary school.
The parents were expected to pay 66% of this cost, while the
central goverrment offered 34%. In a rural setting it was unlikely
that a community could afford to meet such a cost. In one rural
junior secondary school visited by the researcher, teachers taught
in clagsrooms without roofing! In another, rural community school

classes were held in the local church. Many comwunities had their
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JSS classes in sheds and frequently under the trees.

in a desperate attempt to meet the requirements imposed on
them as a result of the government’'s policy, some rural
communities had resorted to a system of making a financial levy on
all adults. Those eighteen years and over were on the average
charged ¢2,000 per male and ¢1,000 per female. In one town a levy
of ¢5,000 per head was placed on all citizens of that comunity
living outside Ghana. Of course, holding town meetings for the
chief to announce the levies was easier than actually collecting
the monies. To raise even ¢5 was a difficult task in some of these
areas. With the declining economic situation in Ghana, wmost rural
parents were more concerned about feeding their families rather
than worrying about making financial contributions toward the JSS
program in the village.

Moreover, even if the rural communities were able to provide
the JSS buildings, the problem of furnishing them with tables,
chairs, etc. would still remain. The researcher observed in all
the junior secondary schools visited; even in the towns, that only
those students whose parents had purchased desks and chairs for
them were not either standing o+ lying on the floor %o do their
class work.

Finally, asking local craftsmen to volunteer their precious
time to teach vocational &jucation subjects, since there was an
insufficient supply of teachers for the task, was expecting too

much fron them. They, Jike other citizens, needed their time to
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earn enough to feed their families, particularly considering their
meager incomes.

The goverrment policy of shared responsibility, therefore ,
contributed to the ever-widening disparity between rural and urban
educational opportunities and made the implementation of
vocational education programs more difficult. If the
decentralization policy was a step by the goverrment to shift the
burden of educational financing onto local conmunities and
parents, it had created another potential threat to the
implementation of the program since nearly 80-85% of the local
comunities were unable to meet their portion of the costs without
more government assistance. The future of the entire basic
education course, including the vocational component, was
therefore being jeopardized by this policy.

CONCLUDING REMARKS

As in the past with vocational education projects developed
by the country, the goals of the JSS program appeared sensible and
"relevant”. However, a closer examination has revealed that the
goals were too broad and that they could not be translated easily
into attainable goals. Second, there appears to be a wide
disparity between goal statements and apility of the nation to
realistically achieve them. The means or methods required for the
achievement of these goals were usually absent. This becane more
evident with key aspects of the program, including curriculum

development, the supply of equipment, resources and qualified
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teachers, especially for the practical subjects which were to be
taught as part of the vocational dimension of the program.

Finally, like their predecessors, the current goverrment and
the Ministry of Education continued to assume, quite incorrectly,
that the school curriculum was to blame for the nuverous socio-
economic issues, including unewployment among the educated. In
other words, they persisted in disregarding the fact that the
major contributing factors to these problems were the nature of
the econamy, the occupational and income structures of the
society, and the negative attitudes of parents and students
towards the introduction of vocational education of any kind in
their schools. Despite the rhetoric about improving the relevance
of the school curriculum, it would be seen that the chances of the
program being successfully implemented were poor. In addition, the
JSS program was not likely to contribute to the solution of the
socio-economic problems without corresponding changes in the many
aspects of the established structures of these societies. The
relevance of the program could only be improved when the knowledge
and skills acquired from the JSS courses could be productively
utilized by the graduates when they entered the "world of work"
after leaving school.



CHAPTER Vil

IMPLEMENTAT 1OM_STRUCTURE OF THE JSS PROGRAM
introduction

Through interviews with officials of the Ministry of
Education and the Ghana Education Service, it was ascertained that
these two major educational bodies were entirely responsible for
the implementation of the Junior Secondary School Program
throughout Ghana. Since the Ministry represented the Goverrment,
it set the overall policy with respect to the program, as well as
fornulated more concretely its aims and objectives. It also
supervised the ongoing implementation of the program. The GES was
responsible for implementing the policies, and even had to use
strategies dictated by the MOE at regional, district and school
levels. it was, therefore, the field implementor of the program
and, as a result, within the overall structure its staff were
regarded as subordinate to those of the Ministry of Education.

According to the Ministry of Education officials interviewed,
the current Government made the GES subordirate to the MOE in the
implementation of this project because of the earlier failure by
the GES to make operative the Experimental JSS Project from 1976-
1986. The GES officials were accused of being “apathetic” and
lacking both the"interest and commitment” necessary to ensure that
the program was successfully implemented. One MOE official? also
suggested that, instead of jmplementing the JUSS project, the GES

213
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became more of "a teachers’ welfare organization™ and also
“assumed authority” over all educational matters in the country,
dwarfing the responsibility and power of the MOE. A second
official? further remarked that, between 1976 and 1986, the
Ministry of Education had minimal responsibility with regard to
the implementation of the Experimental JSS project. He alleged
that, despite the goverrment's decision to raise the status and
power of MOE officials, the teachers seemed to "respect” GES staff
more than they did those from the MOE. what was obvious to the
researcher was that there was a power struggle between the two
goverrment agencies, and an effort on the part of the Ministry of
Education to re-assert its deminance in all educational matters.
The subsequent loss of authority for the GES in 1987 further
increased the tensions between it and the ME in the
implementation of the current JSS program.

One implementation strategy adopted by the MOE was to make
the project "all Ghanaian™. The participation of foreign experts
or consultants and the use of foreign models was rejected and this
was considered an additional strength of the program. One senior
MOE official® explained that the foreign models tried since
colonial times had failed because they had ignored the needs of
the people and communities in Ghana.

in February of 1987, a cunsultative conmittee was formed by
the Ministry of Education to oversee the planning and general
jmplementation of the JSS initiative. The conmittee at that time
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was referred to as the "National Advisory Conmittee for Training
of JSS Teachers”, though currently it is known as the “National
Planning Conmittee for the implementation of School Reforms
(NPCISR). This committee occupied a strategic position in the
jmplementation structure of education policies and programs
adopted by the MOE. Table 12 shows the composition of the NPCISR.
Structure

According to the MOE officials interviewed, the Secretary and
Deputy Secretary for Education were directly appointed by the
central gowernmerit, The Secretary for Educat ion was responsible
for the overall development of .all levels of education--i.e.,
basic, secondary and tertiary education--in the country. His major
roles were to interpret government policies to the MOE for
implementation and to serve as the mouthpiece of the goverrment.
In these capacities he was the main 1ink between the goverrment
and the Ministry of Education 1in connection with the country's
educational matters. In addition, the Secretary had the final
authority to approve all departmental funds, purchases, contracts,
payments and implementation strategies. One interviewee remarked
that "nothing sbout the JSS program gets done here without the
Secretary’'s approval. Every decision nust receive his signature
before we (MOE) can implement it." The Secretary for Education
relied on his deputy to scrutinize all information and reports
concerning the progress and problems of the program.

on a day-to-day basis it was the Deputy Secretary for School
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Education who was responsible for the implementation process of
all aspects of the project which were executed by the various
units of the MOE and the GES. As chairman of all NPCISR meetings,
he served as the main link between the NPCISR and the Secretary
for Education. He was responsible for outlining the goals of the
program to the NPCISR and explain how the Secretary wanted these
goals implemented.

The basic role of the NPCISR, according to the MOE document’,
was to "outline the goals” of the program and to "plan” the
implementation strategy for the Ghana Education Service subject to
the ultimate approval of the Deputy Secretary and through him the
Secretary. The responsibility for implementation strategy inciuded
the “"selection of personnel and creation of departmental units
responsible for the field work connected with the program at the
national and district levels" (MOE, 1987). A member of the
NPCISRI® explained that this body would also discuss reports and
proposals associated with the program that were submitted by the
various basic education units within the MOE and the GES. The
NPCISR, however, organized workshops (inservice courses) for JSS
teachers. The MOE document! indicated that about eight such
courses had been organized for 30,000 teachers and teacher-
trainers since 1987. In addition, the NPCISR menber1® told the
researcher that the Conmittee's members were "empowered” by the
Ministry of Education to carry out both "announced and
unamnounced”  monitoring and  evaluation of the program's



217
implementation in the Junior Secondary Schools.

The Ghana education Service (GES) was the field implementor
of the program at the district and school levels and, thus, it was
responsible for appointing District Assistant Directors, District
JSS Coordinators, and staffing all Junior Secondary Schools.
Additionally, it was responsible for organizing inservice training
courses for the JSS teachers.

To facilitate comunication and swooth administrative
relationships between the GES and the MOE, the latter appointed a
coordinator for the basic education section within the GES. The
coordinator was, therefore, the mouthpiece of the MOE as well as
being responsible for submitting GES reports, proposals and
requests to the Ministry of Education for approval.

The next position of authority in the jmplementat ion
structure was the Regional Director of Education who acted as the
main 1ink between the GES and the district JSS adninistrators,
who were directly responsible to the GES. It was his duty to
collect and synthesize district JSS reports and submit them to the
GES as a "regional report.” The GES, in turn, passed the report on
to the Ministry of Education through the appointed coordinator.
Through this channel the MOE was informed of the regional needs,
problems, and progress in relation to the JSS program. The
Regional Director also forwarded any feedback, regulations,
policies, and information about in-service programs fram the GES
to the District Assistant Director of Education for
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Composition of the National Planning Committee for

the Implementation of School Reforms (NPCISR)

=

Deputy Secretary for School Education
Ministry of Education (MOE)

Ghana Education Service (GES)
Universities

Ghana National Association of
Teachers (GNAT)

National Teacher Training Council

(NTTC)
National Vocational Training Institute

Program Management Unit - Education
Sector Adjustment Credit (PMU/EDSAC)

Retired Educationist

——-——————W

Source:  Ministry of Education, Accra, 1987.

Chairman
S members
8 members

8 members

2 members

1 member

1 member

4 members

1 member
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implementation, paid occasional visits to the district
adninistrative centers in the region to acquaint himself with
situational problems, and assessed the administrative cowpetence
of the staff at the district level.

At the district level, two authorities were involved in the
jmplementation of the JSS program: the District Assistant Director
and the District JSS Coordinator, the latter being accountable to
the former. The District Coordinator was a JSS teacher promoted to
this position. The Assistant Director, however, was a GES senior
administrative official. His background qualifications and that of
the Regional Director were about the sams, and this had created a
power struggle between the two authorities. The District Assistant
Director was responsible for the implementation of the program in
the district junior secondary schools. specifically, he visited
the schools, circulated MOE orders among JSS headnasters,
supervised GES~sponsored district workshops for JSS teachers, and
submitted district reports on the program to the Regional
Director.

The District JSS Coordinator visited the Junior Secondary
Schools in his district to collect information on problems
affecting teachers and students. He also informed the JSS
headnasters and their staff of MOE directives concerning the
program, dates for district JSS workshops (inservice courses), and

expected arrival of equipment and resource allocations at the
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district depot for collection. Finally, he submitted his reports
to the District Assistant Director.

At the school level, the JSS headmaster, in addition to being
an integral part of the teaching force, supervised the classroom
implementation of the program and the instructional activities of
the teachers. He was also the representative of the teachers in
his school at official meetings with the local comunity elders
concerning the JSS program. At these meetings, the elders were
informed of the many problems facing the teachers and students and
how the conmunity could help resolve such issues. The headmaster
was accountable only to the District Assistant Director.

The JSS teachers, who were effectively the classroom
implementors of the JSS curriculum, were under the supervision of
both the District Assistant Director and the headvasters of the
local schwols.

The role of the local comunity has already been indicated-
However, it was also the responsibility of the commmnity elders to
attend meetings and hold discussions with the headmaster and staff
members to find appropriste strategies for administering the
affairs of the school.

Observations

Though implementation of the JSS program appeared to be well-
organized, interviews with individuals from the varying ranks of
the implementation structure revealed three major problems which
continued to actively undermine the entire structure. These were:
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(1) "the top-down" nature of the decision-making process; (2) the
unclear role definitions; and (3) the power struggles between the
GES and NPCISR officials as well as between Regional Directors and
District Assistant Directors. These three problems will be
examined, especially as they affected the successful
implementation of the JSS program.

The organizational structure of any implementation strategy
is important, since its effectiveness, efficiency, and flexibility
contribute inmensely to the success or failure of the jnnovat.ion
(Gross et al, 1971; Hurst, 1983; Fullan, 1982). The personnel,
groups, and departments comprising the structure must possess and
display effective and efficient professional, managerial, and
administrative skills to give purposeful direction to the
implementation exercise. A weak and disorganized structure will
severely jeopardize the implementation of any program for which it
has responsibility. Additionally, the structure must be flexible
enough to create effective, two-way comunication and feedback
mechanisms between planners, implementors and all other actors
involved in the implementation (Rogers & Shoemeker, 1972). In
other words all views, opinions, and suggestions offered by the
various groups and individuals within the implementation structure
must be respected and treated with importance to gain loyalty and
commitment from all who are involved in the exercise.

Feedback from implementors or subordinates is crucial, as it

allows this group the opportunity to inform top management
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(plarrers) of their progress as well as their problems. in the
opinion of Havelotk and Huberman (1977), not only does this enable
management to analyze discrepancies and search for and apply
corrective actions; it also reassures participants within the
structure that their opinions are valuable and are usually acted
upon. Again, it indicates that the implementation of the program
is a dynamic process in which all experiences and judgments play
an integral part (Havelock & Huberman, 1977).
The JSS implementation structure, developed expressly by the
MOE, appeared to be a "top~down” decision-making mechanism. This
virtual one~way flow of authority seemed to be the source of
considerable frustration, low morale, disappointment, apathy,
anger, and doubt awong GES officials and other subordinates within
the system. The conments of a GES officiall! confirmed this when
he asserted that: "| am not sure whether we (GES) are a part of
this program's implementation or not. All of us, including our
Director-General, have to wait for approval of even the simplest
decisions (from the Secretary of the MOE) before we can act.” In a
District Assistant Director'si2 opinion--"They (the MOE) should
allow us to take decisions on urgent issues without having to wait
for several months, when the job could have been finished long
ago." Another District Assistant Director'3 similarly conmented,
"1t takes about three months or more for a reply to reach here,
yet we are only thirty (30) miles from Accra.” These conments

represented the frustration and anger felt by various officials
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holding positions at a subordinate level within the structure, and
demonstrated their feelings of helplessness in the decision-making
process. The structure thus failed to establish and use feedback
and flexible mechanisms to assist in the implementation of the
program.

Second, the organizational structure also had resulted in
vaguely defined roles with respect to the various implementors of
the program. In particular, the MOE planners and decision~makers
of the program were allowed to cross role boundaries to duplicate
tasks already assigned to specific groups, departments, or
individuals within the structure. This had created anger among
some implementors who claimed that their positions and
professional expertise were not being respected. A GES official's
coments illustrate the point: Wwe (GES) are the field
implementors of the program, yet in-service courses for teachers
(which is our duty) are organized without our knowledge. All we do
is take part in the exercise whether or not we agree with what has
been planned.™!

Similarly, the structure failed to clearly define the
position and role of the Deputy Seeretary for School Education and
the Director-General of the GES. The renewed reallocation of power
and authority to the MOE, for all aspects of education, including
the JSS program, had diminished the importance and authority of
the GES and the Director-General in particular. The Director-

Gervs~al had no specific role in the structure and seemed to exist
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only as a figurehead of the weakened Ghana Education Service. This
had also increased tensions between the two top executives.

The current government decentralization policy, which gave “more
autonomy” to district level administration and management in both
goverrment and educational matters, also had given more power and
authority to the District Assistant Directors. These Assistant
Directors were more involved in the administration and the
decision-making process with the conmunities, concerning the JSS
progran at the district level, than the Regional Directors. Since
the decentralization policy made the districts accountable to the
central government, and not to regional administration, the role
of the Regional Director was unclear and the position virtually
inactive. Most District Assistant Directors sent their reports
directly to the Ministry of Education. The latter also replied
directly to the District Assistant Directors. The Regional
Director was by-passed in these and nearly all other matters. This
situation had encouraged the District Assistant Directors to put
pressure on the MOE to upgrade their status to the rank of
District Directors--a proposition fiercely opposed by the Regional
Directors because their positions were likely to be deemed
unnecessary and thereby eliminated.

The power struggle engendered by this unclear role definition
was observed by one District Assistant Diretori2 who conmented,
vBecause of this conflict between us and tie Regional Directors,

district reports sent to the regional office are never forwarded
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to Accra.” He saw this as an attempt to "sabotage” the genuine
efforts of the District Assistant Directors, and added that such
actions undermined the successful implementation of the entire
program.

Finally, the structure failed to clarify how the District JSS
Coordinators should travel to deliver messages and collect reports
from the schools. It appeared that the schools rarely received
visits from the coordinators. As one JSS teacher'4 observed, "We
simply do not know what is going on in the district, yet they tell
us we have a coordinator.” Another teacher!s  added, “We still
nave not seen him (the coordinator) since Septenber (1989) up
until this time" (April, 1980). The irregular visits by the
coordinator had caused teachers to miss important district
workshops, while headnasters had failed to collect their school
allocations from the District depot because the coordinator either
did not inform them, or was very late in doing so. This situation
had created bitiernsss, anger, and frustration, not to mention
disrespect for the coordinator's position as a whole. According to
the JS§ teachers interviewed, the headmaster would be a "better"
link between the district center and the schooi.

what the teachers had not recognized though, was that this
was not entirely the fault of the District JSS Coordinators. The
camments of a District Coordinatori¢ confirmed this: “We need some
means of transportation or they (the MOE) should give us money for

public transportation, or eise we can only visit the schools just
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around the corner.” The planners failed to recognize that
transportation facilities for the Coordinators were crucial to the
performance of their duties. If these coordinators were to play an
effective role in the implementation of the JSS program, funds
would have had to be allocated to facilitate their movements
within the district, particularly in the rural areas vhere lack of
transportation was a major problem. Public transportation costs in
Ghana (even for a short distance) are extremely expensive, and
coordinators should not be expected to use their own salaries to
pay for such administrative expenditures.

Conclusion

As with previous programs (e.g. Continuation School Project),
the organizational structure established for the implementation of
the JSS program appeared to be a hierarchical arrangement having
limited flexibility. Thus, among some of the staff involved in the
program there has been apathy, anger, frustration and tensions.
This did not augur well for the program.

Chapter eight will assess the JSS curriculum, the development

and supply of JSS teachers, and JSS examinations policies.



CHAPTER Vil
THE JSS CURRICULUM, TEACHER SUPPLY, AND EXAMINATIONS
JHE JSS CURRICULUM
The Junior Secondary School curriculun was designed by the
Curriculun Research and Development Division (CROD) of the
Ministry of Education. A senior CROD officiall? explained that the
curriculun design incorporated the recommendations of the Dzobo
Conmittees , with "some modifications” to suit the present needs of
the students, comunities and the country. Figure 3 shows the
structure of the CRDD.
As revealed in the CRDD document, The New JSS Curriculum, the
program offered a total of thirteen (13) courses. These included:

Mathematics Science Social Studies

Cultural Studies Ghanaian Languages English

Languages

French Agricultural Science Life Skills

‘;:d]w‘ﬁeal Drawing Technical Skills Pre-vocational
ills

Physical Education

(P.E.)

(croD, 1987.)

These courses were grouped under four main areas - Science,

Arts, Vocational and Life Skills (CRDD, 1987).

228
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DIRECTOR
Hsed Head
Research/ Language Head Head
Evaluation & (Ghanaian, Mathematics Science
Measurement English & French) Unit Unit
Unit Unit
Head Head Head
Head Technical Cultural Vocational
Social Studies Education Studies Education
Unit Unit Unit Unit
Head Head Head
Home Economic Business Publications Head
& life Skills Education & Library Administration
Unit Unit Unit Unit

Physical Education and Agricultural Science have no units in the CRDD.
They are taken care of by specislists who are occasionally recruited from outside
the Division. Such specialists may come from among teachers in schools and/for

regional and district education officers.

Figure 3. Structure of Curriculum Research and Development Division (CRDD).

Source  Curriculum Research and Development Division, Ministry of Education, Accra, 1990.
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The conposition of each area was as follows:
science - Mathematics, General Science, Agricultural Science,
and Physical Education

Arts - Social Studies, English Language, Ghanaian
Languages, French and Cultural Studies

v jonal - Pre-Technical Drawing, Pre~Technical Skills, Pre-
Vocational and Art

Life Skills ~ MNutrition, Clothing & Textiles, Family Life
Education, and Economics (CROD, 1987).

in terms of uniformity of course cortent, the CRDD officiall?
cited above stated that, due to the centralized system of
education in the country, all the Junior Secondary Schools
WWWSMidWS&NWOf courses and used
the same textbooks, materials, and coritent. The only difference
permitted in the curriculum was the choice of vocational courses.
He explained that the CROD had outlined the main vocations which
were found to be predominant throughout the various regions of the
country. These included farming (cocoa, yams, cocoyam, plantain,
groundruts, coconut, copra, rice, fruit, and vegetasble), fishing,
hunting, cattle rearing, carving, weaving (basketry and
traditional  "Kente” cloth), pottery, goldsmithing, and
blacksmithing (CROD, 1987). Fram this list the Junior Secondlry
Schools were expected to choose two dominant occupations practised
in the particular region in which they were located and to offer
“wocational” courses in them. For example, schools in Ashanti
Region might choose cocoa farming and weaving since these were two
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of the main occupations in the region.

The choice of farmit:a occupations was considered important.
It was expected that this would help the school develop “specific”
occupational knowledge and skills required of their pupils for
these future vocations and improve both individual and comumnity
practices in relation to farming activities. Futhermore, the JsS 3
final vocational examinations were to be based on these regional
courses.

With respect to the “relevance™ of the JSS curriculum, the
various CROD officials interviewed were optimistic, explaining
that, if successfully implemented, the new curriculun would
provide a more comprehensive and useful approach to studies at the
basic education leve! ihan the former curriculum. The senior CRDD
official!'? assured the researcher that the new JSS courses
provided "a higher standard” of education which, in turn, would
produce “more qualified” school graduates at the end of the basic
education course. These graduates would be better prepared for
life, especially in the rural comunities in Ghana.

CRDD officials were also quick to mention that, though the
curriculun appeared ‘“relevant” and “"cowprehensive™, its actual
implementation in the schools faced serious problems. This was
verified through interviews with JSS teachers who identified the
following problems: lack of communication and evaluation, teacher
shortage and increased workload, unequal JSS course time
allocation, advanced curriculun content in relation to students’
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level of comprehension, and an unfair time~-table mix.
1CULLM
LACK OF COMMUNICATION AND EVALUATION

Backgrou .

genior GID ofiicials commente:: on the drastic reduction in
the staffing of that umit-—@ne 3R in 1987 to 14 today~- which
resulted in the Division having o subareits at the regional or
district levels to monitor and effectively “agsess” its curriculum
design, as originally planned, or to receive feedback from the JSS
teachers.
Observat ions

Generally speaking, educational innovations such as the JSS
program have been much easier to conceive though difficult to
jmplement. Policymakers often gave little or no thought to the
practical side of the implementation process or, more importantly,
to the diverse problems which could arise in such an exercise.
innovations, therefore, often failed, not because the target
population had rejected them, but because of a lack of necessary
inputs and resources such as expertise, time, manpower, materials,
equipment, or financing (Hurst, 1983). These requirements were
often neglected or underestimated in planning an imp lementat ion
design because the authorities concerned were more interested in
producing an impressive list of outcames than in considering the
means by which those outcomes could be achieved.

As monitoring was an inportant aspect of checking vhether the
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inputs were adequate to assure successful implementation, the MOE
needed to better equip the CRDD to enable its staff to monitor and
evaluate the new and "relevant” curriculum. The Ministry o7
Education also needed to ensure adequate staffing of the CRDD unit
so that communication between curriculum designers and classroom
jmplementors (teachers) could have been effected, thus creating an
atmosphere of professional camaraderie that would ensure a greater
degree of success for the program.|f this communication had been
established first-hand knowledge of the various situational
problems would have alerted the CRDD in time to make appropriate
modifications to the design, thus helping the schools in their
jmp lementation.

However, as previously mentioned, the CRDD was inadequately
staffed for this purpose. The situation was further aggravated by
the absence of an evaluation unit, even within the Ministry of
Education or the GES, to conduct formal monitoring and evaluation
in the schools. This situation echoes the helplessness of the CRDD
in 1985 concerning the implementation of the Experimental JSS
project, as observed by Dr. Russell:

few CROD people have personal cars, and
goverrment  transportation is simply not
available. Mail is uncertain and slow,
telephone is out of the question....lt is only
by a personal visit to Accra that one can come
to appreciate the extent to which this project
depends on the provision of vehicles to permit
investigators to reach and live at the
schools. Even in Accra, data collection cannot

begin until the vehicles arrive. These
comments are not criticisms of what is going
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on in Ghana but statements of reality. (IDRC

Report, 1986).
with such laik of transportation and other facilities, any proper
assessment of the outcomes which were expected to the program was
virtually impossible. This meant that the authorities were never
fully apprised of implementation constraints which existed in the
schools. The lack of an evalustion unit and a well-def ined
assessmtstr&tegyembeseenasoneofthereamfortheladt
of attainment of the goals of the program. in the absence of such
a unit, the policymakers had not been fully apprised of the
hurdles that needed to be overcome in order to successfully
implement the program.

There are a mutber of reasons why evaluation has often been
omitted from program implementation in the LDCs, including Ghana.
some of these are identified by Havelock and Huberman (1977).
First, they contend that evaluation is a costly undertaking, both
in financial terms (personnel) and in terms of time. Large-scale
projects such as the JUSS program face the added cost of providing
an infrastructure for processing and analyzing vast amounts of
data (Havelock & Huberman, 1987). Therefore, in a nurber of
projects prohibitive costs often have been the principal reason
for the absence of evaluation. In other programs, evaluations were
carried out only when supplementary funds foreign aid were
provided from outside the country (Havelock & Huberman, 1987).

Second, the lack of trained personnel to conduct the
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evaluation has been another reason advanced by management to

explain why evaluation units or strategies have not been created
(Havelock & Huberman, 1987). That is, even where sufficient
funding was available, evaluation could not be done because of a
lack of trained or gualified personnel.

Third, unclear objectives have tended to result in a rapid,
superficial planning process which made precise evaluation of
outcomes very difficult, even when qualified personnel were
available (Havelock & Huberman, 1987). Most ocbjectives were left
il1-defined so as to be acceptable to all parties concerned,
particularly in larga-scale implementations like the JSS program.
Thus, evaluating the project became very difficult even for the
trained evaluator, since he/she did not know what exactly to
assess.

Finally, most LDC goverrments and policymekers tend to prefer
sumative to formative evaluation strategies (Havelock & Huberman,
1987). This is because most of these innovations have been the
outcomes of political directives or decrees. Hence, any on~going
(formative) evaluation could prove detrimental to the ruling
goverrment, particularly if the evaluation report were negative.
1n most  developing nations, including Ghana, the centralized form
of goverrment has imposed innovations on the clients for adoption
without any possible opposition to the government decree.
Therefors, a negative evaluation report could have adverse

consequences for the stability of the goverrment. Not
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surprisingly, authorities prefer summative evaluation of such
programs in the hope that people would have forgotten the pramises
originally offered by the innovation. Hence, there would be no
disturbances resulting fram the inefficiency of the government, as
indicated in its failure to achieve its own set objectives. It is
not unusual, then, for evaluation efforts and suggestions for
improvement that could emanate from goverrments to not be readily
forthcoming. in the case of the JSS program, it could be argued
that the absence of an evaluation unit within the Ministry of
Education reflects of all three of the reasons discussed above.

ADV 1OLLM IN N T0 ' LEVEL
COMPREHENSION

Background

when designing a curriculum, planners need to take into
consideration certain pertinent issues, including the environment,
culture, resources, manpower, children's ages and background, and,
more importantly, the systematic crganization and presentation of
course ocontent and the various concepts involved. These
considerations ensble planners to match course content with
children's level of comprehension to achieve a useful and workable
curriculun. In other words, the planmning should focus on the
child's developmental stages and the ability to comprehend certain
concepts, not on utopian educational goals that reflect political
interests. In addition, the technical jargon used
in the design must be explicated to facilitate the classroom
teacher's understanding and rendering of the material (Gross et
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al., 1971). This simply means that planners must design the
curriculum with both teacher and student in mind if they are to
ensure an operative, productive program.

Both teachers and CROD officials interviewed by the
researcher adnitted that the content of the JSS courses was
generally "too advanced” for the students' level of
understanding. A JSS headmaster!® revealed that, because students
lacked previous knowledge of basic concepts in various subject
areas such as science, teachers frequently had to spend more than
half the lesson time teaching those concepts before returning to
the scheduled topic for the day. As a consequence, the main
topics, as outlined in the CRDD's syllabus were often never
taught.

For example, in a JSS 1 economics class observed by the
researcher, the teacher had to spend thirty of the thirty-five
minutes allocated for that lesson explaining the concepts of
"supply” and "demand”. He was supposed to be teaching an applied
lesson on "Buying and Selling on the Market™ that day. But since
his students did not have a clear grasp of the prerequisite
concepts, he was unable to teach the actual lesson on that day.
After class, the teacher explained to the researcher that "almost"
all the teachers on the staff experience the same problem. The
universality of this experience was confirmed in another school
166 miles away. The researcher again observed the same problem and
heard similar comments from the teacher. The extent to which this
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situation prevailed, suggests that the JSS course content was "too
high” (advanced), particularly for the JSS 1 students. The problem
posed by the advanced content of the course was amplif jed by the
nurber of subjects offered - 13 in total. Since 7 of these were
highly academic, the problem was exacerbated for teachers and
students alike.

Another difficulty which was uncovered by the researcher
pertained to the teaching of the French Language. The teachers
involved who were interviewed complained that only a small rumber
of French teachers were available in the Junior Secondary School
system. Yet the few who were available had no syllabus to help
guide them in their classes. One teacher?! admitted that the
absence of a CRDD syllabus for the French course caused her
concern. Since she could only teach what she “felt" was
appropriate, her concern was that she might not be teaching the
information which would be required by the students for the final
year French examination. (The teacher in question was preparing
about 30 students to sit for the Jure, 1990 JSS 3 Final year
French Examination.)

Regarding these issues, the CRDD officials admitted there
"eould" be some problems because the curriculun was "new" and
because there were perhaps "too many” courses for the students at
this level of education. But they asserted that there was a need
to create a "relevant” and "high standard” of education to produce

"more qualified” graduates for the country; hence, the rigour of
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the JSS course content. In terms of the ruwher of courses, the
CRDD hinted that “plans” were in the offing to review them in the
"near future" for possible reductions or modifications.

The problem of comprehension among the JSS students was
further exacerbated by the Ministry of Education policy requiring
the use of Ghanaian languages as the medium of instruction in the
first three years of the basic education program. The policy was
intended to ensure that children "maintained” their cultural
(Ghanaian) roots through the use of local languages. In addition,
it was argued that the use of losal languages at this level wou i
help the children "better comprehend” various concepts used in the
different courses, and this would contribute to their subsequent
understanding of JSS course content later in their basic educat ion
program.

However, the JSS teachers interviewed on this issue felt that
this policy greatly contributed to the problem of children not
"understanding” the content of what was later being taught at the
JSS level. An Assistant JSS headmistress?? explained that, because
£riglish was the second language of the students, its use as the
medium of instruction for only three years instead of six years at
the primary school level made it “more difficult” for the students
to use, read and understand English. She revealed that a large
rumber of the JSS 3 (final year) students (21 out of 48 students)
were unable to read even "a sentence” from the J8S English Reader .
This was also observed by the researcher at the school. As the
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teacher pointed out, the %t of adequate English comprehens ion
was one of the main causes of frustration among the teachers with
regard to implementing the curriculum,

The Assistant Headmistress?2 further insisted that the
primary school graduates of private (independent) schools had
“very little difficulty” understanding and using the English
language. She revealed that the private schools had ignorex: the
MOE policy and used gnglish for instruction from Kindergarten to
primary six. According to her, these private school graduates
consequently had a "greater advantage” than those JSS students who
had gone through the public primary schools, in terms of passing
the final examinations and proceeding to the Senior Secondary
level.

Observatjons

The problem of student caomprehension of JSS course content
would seem to indicate that the CROD jonored a fundamental issue
when they designed the curriculum. Under the former system, the
middle school program offered a systematic and logical transition,
in knowledge and understanding, between primary and post-primary
education (including teacher training and secondary school). The
new structure had phased out the middie school by "joining” the
six-year primary course to the first three years of the secondary
school program, thus creating a "knowledge gap" between the two
levels. The educational authorities thus failed to restructure the

primary school program such that it would articulate more closely
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with the JSS courses.

A significant feature of all educational innovations has been
that changes in the curriculun at any level in the system directly
affect the entire educational structure, including content,
methods, and even adwinistration. introduction of the JSS
curriculum, therefore, required a restructuring of primary
education since graduates from this level must move up to the JSS
level. It also implied a need to inservice primary school teachers
in the methods required for teaching the new courses so that they
could help "bridge" the gap between the current primary and the
new Junior Secondary School programs.

The problem of students having difficulty “"understanding” the
material at the JSS level thus has its roots in the country's
primary school education system. A contributing factor is the low
standard of teaching at the primary level which is mainly due to a
lack of qualified teachers (see Table 13) and poor physical
facilities. Most teachers at this level of education are basic
education graduates whose academic knowledge and teaching methods
are quite limited. They are, therefore, limited in their ability
to relp in the development of higher cognitive skills among
primary students.

In an attempt to increase access for all eligible children to
the primary level of education, about 80% of both urban and rural
primary schools operated two daily sessions =~ morning and

afternoon. This meant that, the required courses were being
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Table 13
Traincd and Untrained Primary School Teachers
In Selected Years

Total Number

Year of Teachers % Trained % Untrained %
1965 40,234 100 14973 37 25,261 63
1969 47 878 100 22502 47 25,375 53
1970 47,058 100 27,399 58 19,659 42
1971 46,960 100 30,350 65 16,610 35
1972 48,107 100 33902 70 14,205 3¢
1980 47921 100 26565 55 21,356 45
1982 48,146 100 21290 87 20856 43
1937 66,147 100 42356 64 23,791 36
Sources  Ministry of Education (1990), Accrs; George (1974), Edycation in Ghang, World

Bank (1984), Ghana policies gnd program for sdiustment. (See also UNESCO

(1990}, Statistical Yearbook.)
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cranmed into a half day of instruction, which presented a further
obstacle to developing an understanding of the content among the
students.

While the goverrment decree enforcing the use of local
languages as the mediym of instruction from primary one to primery
three may be a noble idea, it produced another problem since most
lower primary textbooks are written in English. Teachers therefore
had to read in English and explain what was read to the children
in the local language. The same procedure was adopted at the JSS
level to help the students understand the materials in the books.
This not only made the teachers' work more time-consuning and
strenuous (not to mention frustrating), but underscored the fact
English was simply not being taught to the level needed to attain
the "understanding” which would be required of higher education.
Conclusion

it is evident, then, that the lack of buildings, dearth of
qualified JSS teachers, increased workload of teachers, language
and comprehension problems, misallocated course times, and the
overall plight of the JSS headnasters ensured the production of
i11-equipped JSS graduates. Despite the optimism displayed by the
CRDD, GES, and Ministry of Education officials concerning the
"relevance” and “conprehensiveness” of the JSS ocourses, the
practical implementation of the curriculum in the schools faced

serious if not insurmountable probiems.
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UNEQUAL JSS COURSE TIME ALLOCATION

Mn examination of the JSS Timetable (Figure 4) also revealed
other discrepencies and perplexities regarding course time
allocation in the implementation of the curriculun (Table 14).
Eact period within the JSS Timetable consisted of 35 minutes.
This amount of time in itself was too short to allow for adequate
instruction after the students had "settled in”. This was even
more true in the case of vocational courses.

in general, one lesson in the area of practical or vocational
courses required double periods of time to allow for preparation
of materials, teaching, practice, and cleen-up. The JsS timetable
jndicates that nearly half of the double periods were allocated to
the academic courses, such as social studies and science. English
and math are needed in higher education. Since this level of
education is daminated by the elite minority, it is little wonder
that these two courses received the greatest amount of time
allotment in the JSS timetable. On the other hand, 1ife skills and
vocational studies (the focus of the JsS program) not only
received a mere 35 minutes twice a week, but were forced to share
the same two periods! In addition, the asbrupt switch from
vocational to life skills within the same 35 minute period, as
jndicated on the timetable, created confusion and did not allow
for adequate preparation on the part of students and teachers
alike,

Perhaps the most outstanding discrepancy is apparent in the
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Table 14
JSS Caurse Time Allocation

Amount of Time
Subject Periods per Week per Week (in minutes)
English 5 175
Physical Education 2 70
French 2 70
Social Studies 3 (1 double) 105
Vocationa! Studies 2 (broken up) 70 (35 min. ca)
Life Skills 2 (brokep up) 70 (35 min. ea)
Agricultural Science 3 (1 double) 105
Ghansian Languages 3 105
Technical Skills 4 (2 double 140
Technical Drawing 2 (1 double) 70
Mathematics 5 (1 doubl) 175
General Science 4 (2 double) 140
Cultural Studies 3 (1 double) 105

WWW“WM
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agricultural program. Though this program was to focus on the
develogment of basic rural (agricultural) skills, an agricultural
unit had not been created in the CRDD to coordinate this component
of the JSS program. Moreover, agriculture had been allocated only
three periods per week, with just one double period. This
"oversight" reflects the low social esteem accorded to vocational
education by not only the general public, but also the
policymakers and curriculum designers themselves. How could they
hope to promote the idea of agriculture being an "equally
lucrative” job when it was receiving such little attention in the
implementation of the curriculum?

TEACHER SHORTAGE AND INCREASED WORKLOADS
Backaround
According to CROD officials, even though the new curriculum
offered diverse academic and vocational courses, not all the
courses, especially the vocational ones, had qualified teachers. A
senior GES officials observed that this problem was particularly
"bad” in the rural Junior Secondary Schools where "several” of
these schools had "no teachers at all”. But the central message of
his response was that there was a shortage especially of
vocational teachers. This was an important missing element in a
program for which practical courses constituted the main
difference between the former and the new curriculum,
Table 15 indicates the ruvber of JSS teachers in 1990. The

table suggests that academic courses received more attention in e"
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Table 15
Total Number of JSS Teachers
May, 1990
Type of Teacher Total Number
General (Academic) 29,000
Vocational 5,325
TOTAL 34,325

W

Source: Ghana Education Service, Accra, Ghana.
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terms of staffing than vocational ocourses. A JsS headmaster1d
noted that the lack of vocational teachers made it "impossibifor
the schools to "fully implement” the vocational component of the
curriculum. Adding to this observation, a vocational teacher20
remarked that, even where vocational teachers were available,
there were no workshops, work benches ¢~ materials provided for
then to teach their courses. He disclosed that teachers were
“forced” to concentrate on teaching the "theory” of vocational
courses rather than the actual practice of the skills. This
approach, he warned, could not possibly produce skilled graduates
vho would contribute to revolutionizing the socio~econamic
structure of the country.

Another significant statistic provided by a GES official® was
that 50% of the total nutber of JSS teachers included in Teble 15
were untrained. These teachers were secondary school graduates
with either '0' or 'A' level qualifications rather than post-
secondary teacher's certificate.

A further problem revealed by this official was that only 25%
of the total nurber of JSS teachers were employed in rural
schools. The main reason for this rural-urban imbalance in the
distribution of teachers (particularly trained teachers), was that
teachers, like school graduates, prefer to live and work in the
urban centers to escape the deprivation and economic destitution
of the rural areas. Many were so desperate to avoid teaching in
rural schools that they provided the educational authorities with
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all kinds of excuses, such as marital and health problems, to show
why they should not be posted to a rural school. In an attempt to
be "hunane”, the authorities frequently accepted such excuses and
acquiesced to the teachers' requests. Thus, the rural Junior
Secondary Schools suffered an even far greater shortage of
teachers than the urban schools. The general dearth of teachers
and the unequal distribution of those who were in the system had
resulted in a tremendous increase in teacher workloads,
particularly in rural schools. In an attempt to remedy this
situation, the GES tried to staff as many urban schools as
possible with at least five teachers, but without consideration as
to whether any of them were vocationally trained. One school that
was visited by the researcher in Accra assigned instructional

responsibilities in the following manner:

1st Teacher: Cultural Studies, Social Studies, Mathematics,
English and Physical Education (P.E.)

2nd Teacher: English, Science, Technical skills, and P.E.

3rd Teacher: General Science, Agricultural Science, Social
Studies and P.E.

4th Teacher (Headmaster): Life Skills, Vocational Skills, Cuitural
studies and P.E.

Sth Teacher: Mathematics, General Science, Technical Drawing and
P.E.

The course assigments for the five teachers indicates
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clearly the heavy teacher workload. The result was that teachers
were unsble to give full attention to each course in terms of
jnstruction, assigning and marking assigrments, and recordkeeping
for the approximately 300 students they taught. Again, it should
be recalled that half the JSS teachers were untrained and thus not
usually capable of effectively teaching the various courses
assigned to them.

Added to the burden of tremendous workloads for the teachers
was the demanding National JSS Timetable (Figure 4). The timetable
shows classes beginning at 7:15 A.M. and finishing at 6:00 P.M.
each day from Monday to Friday, running two daily sessions—
morning and afterncon. (This means each class was divided into
sections A and B. Section A students attended classes from 7:00
A.M. to 1:10 P.M.; Section B students began classes in the
afternoon.) The same teachers and classroams were used for both
sessions with no rest in between. There was even an overlap of
five mirutes, with morning classes ending at 1:10 P.M. and
afternoon classes commencing at 1:05 P.M. As observed by the
researcher in one school, this caused a great deal of confusion
during that time. According to the timetable each teacher spent
eleven hours at school everyday, a total of fifty-five hours every
week. This, of course, excluded the many hours spent marking
assignments at home. The headmaster24 interviewed at an Accra
Juriior Secondary school stated that these long hours, in addition
to teaching so many courses, "stretched” the teachers to their
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1imit, causing them to perform below their capabilities. This
predicament was exacerbated by the staggering teacher-student
ratio of 1:50 at his school. One teacher!4 at the school told the
researcher that he could do "very little" (teaching) in the
afternoon session because he always felt "too exhausted"” by 3:00
P.M. The number of students per teacher was often much greater,
especially in rural areas.

This heavy workload was also carried by headmasters in the
Junior Secondary Schools. It would appear that the CRDD officials
did not consider the strain on these staff of both administrative
and teaching duties. The headmasters who were interviewed on this
jssue claimed they felt "ineffective” and "incompetent™ to handle
both types of duties, not only from the perspective of time, but
also due to the fact that they possessed very little or no
knowledgr a:: -.inerience regarding school administration at the
secondary levei. 4. were recent graduates from the training
colleges =i, 24 received just a two week adninistration course
organized for them by MOE and GES officials in 1987, The problem
was exacerbated by the fact that the headmasters themselves also
had to teach about five different courses, give and mark class
assignments for about 300 students, complete numerous class
assessment forms every week, plus fulfiil their administrative
duties. In addition, they were expected to attend the irregularly
scheduled conmunity meetings and visit the district JSS center
almost every two weeks.
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MORNING SESSION

TIME MONDAY TUESDAY WEDNESDAY THURSDAY FRIDAY
715- | 000 cee--REGISTRATION-----

730 REGISTRATION

7:30- ENGLISH AGRI. ENGLISH FRENCH VOC./UFE
8:05 SCIENCE SKILLS
8:05- ENGLISH AGRL MATH MATH VOC./UFE
840 SCIENCE SKILLS
8:40- PE. GHANA PE. AGRI. ENGLISH
9:15 LANG. SCIENCE

9:15-

9:45 ----BREAK -----

9:45- FRENCH TECH. CULTURAL SOCIAL MATH
10:05 SKILLS STUDIES STUDIES

10:05- SOCIAL TECH. CULTURAL GENERAL CULTURAL
840 STUDIES SKILLS STUDIES SCIENCE STUDIES
10:40- SOCIAL ENGLISH GHANA GENERAL GHANA
11:15 STUDIES LANG. SCIENCE LANG.
mwss- | .. BREBAK -----

12:00 BREAK

12:00- VOC./LIFE MATH GENERAL TECH. TECRH.
12:35 SKILLS SCIENCE DRAWING SKILLS
12:35- VOC./LIFE MATH GENERAL TECH. TECH.
1110 SKILLS SCIENCE DRAWING SKILLS

AFTERNOON SESSION

1:05-
6:00

| SAME SCHEDULE AS MORNING TIMSTABLE

Figure 4. National JSS Timetable.

Source:

Ghana Education Service, Basic Education Section, Accra, 1990.
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Cbservat ions

The shortage of teachers posed a threat to the
implementationof the JSS curriculum in the schools. It has been
emphasized repeatedly by most educational researchers, including
Fullan (1982); Gross, et al (1971); Hurst (1983); and Havelock and
Huberman (1977), that the classroom implementor (the teacher) is
the cornerstone of any successful innovation. A program could have
a flawless implementation design, adequate materials and funding;
yet, without sufficient nuvbers of qualified teachers to actually
implement the "flawless” design in the classroam setting, the
innovation is bound to fail.

As noted before, educational authorities and policymakers in
Ghana (as in other LDCs) seemed to be more interested in
expounding the "sound” goals and outcomes of new educational
programs to the people than producing an adequate nurber of
teachers to implement such programs. A teacher shortage therefore
has continued to be a predaminant constraint on educational
innovations, particularly vocational programs, in these societies
(Foster, 1966; Bacchus, 1986; Lauglo, 1985; 1980; Lillis & Hogan,
1983).

Pertaining to vocational education, competent teachers with
relevant experience from industry or craft have always been
difficult to recruit, train, and keep (Lauglo, 1930). Throughout
the LDCs, relevant industrial experience was & declared preferred
background of those who entered vocational teacher training; yet,
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in the same countries it has been rarely the case that vocational
teachers have such a background (Lauglo, 1980). Students who
entered vocational teacher colleges in Ghana to train as teachers
for the Junior Secondary Schools had to possess a minimum of four
'0' Level credits, including English and math. However, they were
not required to have passes in any vocational subjects. Nor was
such vocational experience demanded of them after graduation
before entering Lhe teaching field. Surprisingly, those who had
on-the-job vocational experience were not accepted to be trained
as teachers, regardless of their expertise, because they did not
possess the academic requirements, i.e. the '0° level minimum.

Pay (salary) and other incentives have been crucial for
attracting and keeping vocational teachers. Unlike their more
highly paid (normally) academic colleagues, competent vocat jonal
teachers tend to have better paid alternative emp loyment
possibilities in their trade (Lauglo, 1990). For instance, a
qualified carpenter would receive higher pay in a private
carpentry shop than in teaching carpentry in school. The annual
salary of a qualified (post-secondary) JSS teacher, as of May
1990, was ¢217,075, or about ¢18,000 a month, while the
experienced vocational teacher (e.g. a technical drawing
instructor) was receiving ¢180,437 on about ¢15,000 per month
(GES, 1890). Thus, it would be economically better for the
vocaticnal teacher to practise his/her trade in a firm where, for

example, the production of one building plan alone could earn him
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between ¢60,000 to ¢70,000.

The argument put forward by the Ministry of Education
concerning this salary differential was that vocational teachers
had received no formal teacher training education. The MOE stated
that it wanted only trained teachers to staff the Junior Secondary
Schools. Vocational teachers actually recruited by the MOE were
dismissed after two years for the same reason.

Those vocational teachers who continued in the educat ion
service were not only paid poorly, but were also held in low
esteem. The situation was therefore a contradictory one.
Vocational teachers were badly needed, yet the MOE did not seem to
be pursuing a policy to grapple effectively with this problem. The
Ministry's attitude seemed to imply that the educational
authorities themselves accorded low credibility toward vocational
education, which was supposedly the backbone of the JSS
curriculum.

This low credibility was perhaps further exemplified in the

MOE's policy of virtually demanding local craftsmen to volunteer

their expertise and time to teach the JSS vocational courses. No
consideration was given to the harsh economic conditions currently
affecting all Ghanaians, particularly those in the rural areas.
As a result, the local craftsmen had refused to teach their skills
to the students because they were not being offered any salaries.
Therefore, once more it was the vocational courses which suffered,

seriously undermining the JSS program goal of skills acquisition
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for productive graduates and employment generation.
TEACHER EDUCATION AND THE .iSS PROGRAM

According to MOE policy, contained in its educat ional
documents , teachers formed "the key factor” in the implementation
of the program. Hence, the success of the exercise greatly
depended upon the "competence” and “somittment” of teachers (MOE,
1974). The policy declared that, in order to ensure that teaching
at the basic education level (including the JsS) did not
"degenerate into rote learning and memorization of facts,”
teachers should concentrate more on imparting both knowledge and
skills to promote full development of both teacher and student. To
this end, the MOE emphasized that the Junior Secondary Schools
required “effective” teachers whose “professional training”
produced the type of teaching that would encourage "ingquiry,
creativity, and development of merwal skills” among the students
(MOE, 1974).

In 1ine with the above policy, the senior officials of the
National Teacher Training Council (NTTC) interviewed declared that
the current teacher training curriculun was diversified to produce
the type of teachers required for the Junior Secondary Schools. A
senior NTTC official2? stated the program lasted three years,
during which time student-teachers studied ocourses which they
would eventually teach in the Junior Secondary Schools. He
disclosed that, under the new education reform program, only
teacher colleges were comissioned to train teachers for the basic
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education system. He further revealed that teacher colleges would
admit only those students who had completed the Senior Secondary
course to train as JSS teachers beginning in 1993.

According to the same official, the new admission policy
required students entering the teacher colleges to already have
requisite academic and practical skills acquired from the Senior
Secondary course, a stage considered by the NTTC as being above
the level of the students' future JSS teaching career (Ibid.). In
other words, the higher knowledge and skills provided by the
Senior Se-ondary cwiee would help the teachers to better
understand, and so af "cctively teach, the JSS courses.

The NTTC's policy document2® indicated that thirty-eight
teacher colleges existed throughout the country, having an
enroliment of 12,586 students. The colleges were grouped into two
main streams (see Table 16).

During the 3-year course, as reported by the senior NTTC
official??, each student studied all the courses in his/her group
and chose one as a special field of study (major). All students
also studied the core courses (TTC, 1987).

According to the student-teachers who were interviewed,
however, the NTTC officials responsible for selecting the students
for each group, failed to consider the oducational background of
the students. A student-teacher3? confirmed this when he remarked
that he (like many others) felt “¢rustrated” and “incapable”

because he was directed to major in science or technical drawing



Table 16
TYeacher Education College Groups

Group | Group 11
Mathematics Social Studies
Agricultural Science Vocational Skills
Science Life Skills
Technical Skills English Literature

Technical Drawing & Physicai Education

Thbe two groups also have common core courses:

Education Cultural Studies
Physical Education English Language
Science Basic Mathematics
Ghanaian Languages Agricultural Science

W

Source: NTTC (1987), Accra.
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even though his academic background had been in the arts. The
student-teachers, therefore, were very critical of the group
process of selecting students to specialize in specified areas.
Their main concern was that, since they lacked any previous
knowledge in certain subjects (e.g. technical drawing), they might
not be able to teach them effectively at the Junior Secondary
level.

with regard to teacher output by the training oolleges, the
records of the NTTC showed that, between 1988 and 1990, a total of
4,525 teachers graduated to teach in the Junior Secondary Schools
(see Table 17). Yet, according to the NTTC document28, a total of
20,000 teachers had been projected to graduate from the teacher
colleges by the year 2000. In addition, of the 38 teacher
colleges, ten had been designated to produce a total of 4,000
vocatioriti teschers by 1893 (NTTC, 1987).

In terms of examinations, the NTTC document (NTYC, 1987)
showed that the teacher colleges had adopted the JsS's "internal
and external” assessment policy. The internal component once again
constituted 40% of the total final grade, while the external
component, administered by the Institute of Education, Cape Coast
University, formed 60% of the total final grade {NTTC, 1987).
Problems

Through interviews with the various NTTC officials, two
teacher college principals, and twenty student-teachers, the
following problems were identified in connection with teacher



Table 17
Teacher College Output: 1988-1990

Year No. of Teachers Graduated
1988 1,086
1989 1,445
1990 1,994

T O T e P
o i s

Source: NTTC (1987), Accra.
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development and supply for the Junior Secondary Schools:
(a) Inadequate number of teacher training institutions.
(b) Lack of qualified teacher-trainers, particularly vocational
teachers.
(c) Inadequate supply of vocational equipment, workshcns.
(d) Poor academic and vocational backgrcund of students.

(e) Disproportional percentage allocations for the final

examinations.
Inadeguate Nuvber of Teacher Training Institutions

The Senior NTTC officials interviewed by the researcher were
confident that the total number of teacher colleges in the country
responsible for producing teachers for the Junior Secondary
Schools was adequate. One senior NTTC official2? added that the
thirty-eight colleges had “"adequate facilities” to admit
sufficient nurbers of students to train as JSS teachers.

Conversely, two teacher college principals interviewed on
this issue strongly argued that the nuvber of colleges was "very
jnadequate” in terms of producing enough teachers for the
expanding Junior Secondary Schools. According to the second
principal2ss, the total nurwber of colleges was not 38, as stated
in the NTTC's records, but "“thirty-three” with "only one” college
(Mampong Handicraft Teacher Training College) set aside to train
vocational teachers (NTTC, 1990). This implied that the problam of
jnadequate supply of vocational teachers at the JSS Jevel was

likely to increase in the years ghead, since only one college
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trained such teachers.

Lack of Qualified Teacher-trainers, Particuiatly Vocational
Teachers

These principals also stated that there was & lack of
qualified teacher-trainers. In 1930, the total nurber of teacher-
trainers in the ocolleges was 1,342, out of which 35% were
unqualified (NTTC, 1980). In addition, there were only 148
vocational teacher-trainers in the colleges (NTTC, 1990), a "very
inadequate” number indeed. According to the first principal2?s,
the unqualified personnel included science, social studies,
cultural studies, and vocational teachers. He explained that
qualified technical/vocational personnel preferred employment
outside teaching as the pay (salary) and "fringe benefits" offered
by private firms were more lucrative than the opportunities in the
education sector. Those who chose teaching, therefore, were
usually “inferior" in quality (ibid.). The lack of an adequate
nurber of qualified vocational teacher-trainers in the colleges
was an indication that the student-teachers were more likely to
concentrate on studying academic courses of the teacher training
curriculum, which also implied the production of ill-equipped JSS
teachers for ill~equipped Junior Secondary Schools. In this
situation, the vocational courses at the JSS level were certain to
receive less emphasis in the years ahead.

Inadequate Supply of Vocational Equipment , Workshops
As with the junior secondary schools, the shortage of

vocational teachers in the teacher colleges was accompanied by an
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inadequate supply of vocational equipment and materials, and
workshops for practical training of the student~teachers.
According to the second principal2st, the teacher colleges
received the same type and amount of equipment as the Junior
Secondary Schools, but again the lack of work-benches or workshops
prevented his students from using what equipment was received. He
disclosed that vocational student-teachers were being prepared
basically in the "theory"” aspect of the vocational courses, and
charged that even the special vocational teacher college at
Mampong (Ashanti) faced the same problems of shortages of
teachers, equipment, and workshop facilities.

Therefore, it was evident that the equipment and materials
supply problems which plagued the Junior Secondary Schools,
extended to the teacher colleges. It was an indication that the
practical realization of the JsS goal of skills acquisition was
further threatened.
Poor_Academic and Vocational Background of Students

After graduation from secondary school, as explained by the
second principal2?t, the best qualified graduates proceeded to the
Sixth Form, after which many entered university. Others entered
professional institutions, including agricultural and forestry
colleges, where students in training received a "more attractive"
monthly salary than the ¢1,000 allowance given to student-teachers
each month. According to him, Kwadaso Agricultural College
students were put on a salary scale (the minimm being ¢5,000 per
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month in the first year of the program); hence, the best graduates
preferred such colleges to teacher training. In other words, the
graduates admitted into the teacher training course were of a
"mediocre” quality in terms of academic achievement. He also
disclosed that 50% of those admitted did not possess the required
entry qualification of 4 credits at "o" level, including English
and Math. Such students were given remedial classes in their first
year to help them "better” their "0" level requirements (ibid.).

This situation appeared to add strength to the possibility of
a drop in teacher college envoliments after 1993, since most
Senior Secondary graduates seemed to prefer entering the
universities, other professional schools, or more economically
rewarding employment than teaching.

Additionally, as Lauglo (1980) observed, historically
student-teachers with vocational or technical backgrounds have
been scarce in the LDCs, including Ghana. This is because the NTZC
officials insisted on admitting only those students with academic
qualifications into the training colleges, overlooking the fact
that the new curriculun required the training of vocational
teacher graduates as well. The vocational teacher training
colleges should have permitted entry to technical school graduates
for training as teachers.

1P Allocati for Final Examinati
Final examination of the teacher education course also came

in for criticism. Two college principals insinuated that the
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NTTC's percentage allocation policy had, since jts inception in
1987, caused a “considerable drop” in the pass rate of the final
year students in all the training colleges. According to the first
principal2ss, before 1987 the overall pass rate in the colleges
was between 90-98%. However, since 1987, this had dropped to
between 40-50%. As an exawple, he noted that, out of the ninety-
nine candidates presented for the 1989 final examinations by a
training college, only 10% passed (ibid.). The rest were
"deferred” in more than three subjects, which meant they were
indirect failures and therefore could not be considered
"qualified" teachers by the Ministry of Education and the NTTC
(NTTC, 1990.).

A senior NTTC official2? explained that such graduates were
given "five chances” to pass the examinations (i.e. 5 years),
during which time they were permitted to teach in the schools.
However, as clarified by a JSS teacher2s, until they passed the
deferred subjects, such teachers received only one-third of the
normal monthly salary--¢6,000 each month instead of ¢18,000. He
added that the frustration and uncertainty caused by this policy
had compelled many teachers to seek enployment with the Social
Security and National Insurance Trust (SSNIT ), where they received
even higher salaries than a “"qualified” teacher (422,000 with
several other incentives, including a car allowance).

According to the principals, in its "seal” to staff the

Junior Secondary Schools with only “qualified" teachers, the
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institute of Education, University of Cape Coast, had "tightened"
its marking policy, with the result being that many candidates
were deferred each year. As in the case of JSS teachers, the two
principals charged that the University officials had "no idea” of
the diverse problems which affected teaching and learning in the
teacher's colleges. Hence, they did not take such conditions into
consideration when deciding on the pass mark. They suggested the
NTTC either abolished the new percentage allocation policy, or
permitted the internal component to carry 60% of thw final grade
instead of 40% (NTTC, 1990).

While it was necessary for the NTTC to establish "higher”
standards with regard to graduating teachers, it was equally
important for the authorities concerned to realize that every
effort should be made to retain the few trained teachers who were
in the schools. It seems a waste of funds to train students for
three years only to see them leave and sell their expertise in
other employment,

Conclusion

Teacher development and supply should be seen as the backbone
of any implementation process at the school level and, therefore,
in need of effective organization and supervision. The situation
in the teacher colleges suggested that both the MOE and the NTTC
officials had not given adequate attention to this fact in the
implementation of the JSS program in the schools. Again, the
increasing nuwber of Junior Secondary Schools and rising
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enroliment indicated that more teachers (particularly vocational
teachers) were needed if the actual classroom implementation of
the program were to succeed,

JSS EXAMINATION AND SENIOR SECOND SCHOOL
SELECTION POLICIES

JSS EXAMINAT IONS

The Ministry of Education's policy!, with reference to the
final year JSS 3 examinations, stated that the "progress of the
basic education system” (which included primary and JSS programs)
was to be measured by both "internal and external” examinations.
In other words, the final year examinations at the completion of
the basic education course (JSS 3) consisted of internal and
external assessments.

According to this policy, the internal classroom component
was to consist of a system of "continuous assessment” adninistered
by each teacher during the school year for students in their
class. This was to be done from JSS 1 through JSS 3 (Table 18).
This component of the final year examinations constituted 40% of
the total grade required by the student to qualify him/her for the
Senior Secondary Level. The external component was to be conducted
by the West African Examinations Council (WAEC), an independent
examining body for the Anglo-West African States. This part of the
examinations constituted 50% of the total grade needed to qualify
a student to advance to the Senior Secondary level (ibid.). (A
copy of the 1990 JSS external examinations for Life Skills and



Table 18
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Continuous Assessment at Basic Education Level

Term Assessment Plan

SUBJECT YEAR
FORM TERM
TEACHER FORM AVERAGL
(Calculated from Overall to
CLASS CLASS
NAME OF ASSIGNMENTS/ | CLASS PROJECT TOTAL | END OF| OVER-
STUDENT EXERCISE TESTS | HOMEWORK | SCORE | TERM | ALL

Source:  Curriculum Research and Development Division (CRDD), Ministry ¢ Edmcition, Acera, May, 1990,
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Calabash Art is provided in the Appendix Q).
Problems

Two main problems with the final-year JSS grading were
jdentified through interviews with a murber of JSS teachers and
headmsters. The first problem concerned the completion of the
continuous assessment forms, through which the internal 40% of the
final examination grade was dstermined.

A JSS headmaster!? protested that the system of completing
the forms was "too time-consuming™ for the teachers to conduct on
a weekly basis. He contended that the forms contained several
jndicators and teachers had to spend several hours each week
canpleting them. This made the already “unbearable” workload of
the teachers even more burdensome (MOE, 1987). In addition, he
argued that some of the assessment indicators, including
“tolerance”, imagination,” and “value judgement™, were too
sbstract to be practically evaluated (Table 19). Regarding the
assessment criteria, a senior official!? of the CROD cbserved that
the systen was a "trial one” and therefore would "soon” be
reviewed.

The second argument put forth by the USS teachers was that
the ratio used in the final assessment was unfair. A JSS
teacher?’ asserted that, since the external element carried the
larger percentage (60%) of the overall total grade, it was "very
unlikely” most of the public JSS students would qualify for the
Senior Secondary level. He posited that the external examiners had



PUPIL'S NAME

Table 19

Pupil’'s Weckly Continuous Assessment Card

SEX

SOCIAL STUDIES

CLASS __TERM ___YEAR

270

DOMAINS

Attributes
Assessment

Weekly Scores (Max. of § marks
each Cognitive Attribute)
Rate Grade

Ave,
Score/Gr.

Cognitive*

Recall
Understanding
Application
Analyzing
Synthesis
Evaluation

Affective

Interest in
studies

Value judgement

Aspiration

Sociability

Tolerance

Cooperation
with mates

Psychomotor

Observation
Creativity
Imaginative
Lasdership
Any other skills

(specify)

* Assessment in the cognitive domain will generally take the paper and pencil form of
testing and should have itemns to measure each of the specified areas of cognitive

achievement,

Source:  Curriculum Research and Development Division (CRDD), Ministry of Education, Accra, Msy, 1990.
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"no knowledge" of the limits and problems faced by these students
and how they could affect their performance on the standardized
external examination (Ibid.).

A senior MOE official4, conmenting on the percentage
distribution policy, assured the researcher that the MOE would
"eoventually reverse the ratio to reed 60:40 in favor of the
internal component”, though he failed to specify how soon this
reversal would take place.

The certificate awarded at the end of JSS 3 was known as the
Basic Education Certificate (BECE). According to a GES officialé,
the certificate showed the specific courses taken in the
examinations, and the grades scored by the student for each
course. Each JSS 3 student whe took the examinations, regardless
of his or her grades, received a JSS certificate, or BECE.
Observat jons

As of May 1990, however, approximately one month before the
examinations conmenced, both JSS teachers and the MOE officials
concerned appeared uninformed of the nature and content of the
external examinations. Again, the MOE officials had still not
determined the passing grade in the examinations nor the grade
that would qualify a student to advance to the Senior Secondery
level. In addition, the examiners who were to mark the JsS scripts
had not been identified.

information received late Septewber 1990 Wn private
conversation with a JUSS nusic teacher testified to the
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disorganized state of the examinations:

. ..when the Examination Council (WAEC) invited
me to mark the JSS examination scripts |
expected to mark Music which was now part of
Cultural sStudies. instead | was made an
Assistant Examiner for Life Skills, or Home
Science!!! Hcw ocould | merk Home Science when
| know sbsolutely nothing about the subject?
When | confronted the WAEC representative on
this being a possible mistake, he reaffirmed
to me that it was not a mistake. in addition,
he refused my pleas to allow me to mark the
Music scripts (which 1| later learned were
merked by Geography and Mathematics teachers!)
| had to mark the Home Science scripts; my
only pity was for those poor candidates who
had me as their examiner....Again, | just want
you to know some of the absurdities prevailing
in the so-called new and relevant education
system of the country. (Private Conversation).

With regard to the internal assessment of students, it
appears that the curriculum designers were unable to traxslate
their expert knowledge into simple, conprehensible terms for a
meaningful evaluation to be given by the teachers. The weekly
assessment card included too many indicators of success for
assessment, most of which called for a subjective opinion or
evaluation fram the teacher rather than an objective cbservation,
particularly so since each teacher was working with a great nurber
(200~300) of students each week. Furthermore, unless associated
with a subject, cognitive attainment or grade records, most of
these indicators would be more aptly assessed over a longer period
of time than a week, perhaps monthly or once per term.

The teachers, however, did their best to evaluate the



2713
students’ achievement. Yet after all this had been done, the
poiicy used to determine the distribution of marks (40:60 ratio)
put the fate of the student in the hands of the external examiner
who, as mentioned earlier, was quite oblivious to the diverse
situational inplementatcion problems in the public Junior Secondary
schools, particularly in the rural areas. Through one natiorwide
examination a student's future was largely decided, with little
consideration of the work, attainments, and progress mede
throughout his/her years in the Junior Secondary School.

SENIOR SECONDARY SCHOOL SFLECTION POL ICIES

Due to the fact that there are onlly a limited ruwber of
Senior Secondary Schools in Ghdand (400 at present), the Ministry
of Education's selection policy made provision for only 30% of the
1990 JSS 3 graduates to be selected for this type of further
education. A senior MOE official’ explained that, out of the
196,981 gradustes, only 59,084 would be admitted into the Senior
Secondary Schools, approximately 148 students per school. The
remaining 708 (137,887) would have to "adjust” themselves into the
society based on the knowledge and skills acquired from the JSS
course. He added an optimistic comment, though, that the nurber of
students permitted to enter the Senior Secondary schools would be
increased by 5% conmencing in 1991 (Table 20).

Table 20 indicates that 196,000 primary school graduates were
projected to enter JSS 1 in 1987. Of this, 10% were expected to
drop~out by the end of the course in 1990. Thirty percent



274

"WRY (0661 ‘Key) vonesnpg Jo Kusyuyy  unog

$90°L01 6661

88226 8661

€02°08 1661

8ES'LL [4 0sZ'601 0s 005812 9661

09299 (4 9'v6 4 052602 S661

ovL'19 4 org'Is oy 009°v0C ¥661

T98'lS [4 ozi'6L ov 003'L61 S 000°0€Z £661

(4 0T9°L9 S€ 00Z'¢61 L 000°sZZ z66l

4 000'c9 SE 000081 L 000°sze 1661

T 0z6'Cs 0t L TA ] 000°‘s1Z 0661

8 00001z 6861

01 000002 8861

01 000961 L86)

(ounp) 9% aBY (das) % %Y (ounp) % ALY (0dss) JBR
wdmo wmodoiQq wdug jeuonisueyy wdino wodouQq wdug

K1epuodag Jojuag b%:ovnm Joiung

(002 AIEpU0IIC JOJUIS PUB SS Y3 Ul dInQ-Indu] uonINoI ] UOREINPY JOo ANSIIN

6661-L86] :59500InJ UONRUNUEXT [EUII)XT] J0f

0T ez,



215
(52,920) of these conpleting the course would qualify for
selection into the Senior Secondary level, leaving 70X of the
graduates (123,480) to be assimilated into society and the econamy
with virtually no opportunity of ever pursuing higher learning. At
the Senior Secondary level 2% of the total enroliment of 52,920
were predicted to dropout by the end of the three-year course
£1993), with 51,862 Senior Secondary graduates expected to enter
either a university, a polytechnic or a teacher college. Table 20
also shows that the transitional, or qualifying, rate from the JSS
level rises by 5% per year.

While the MOE relied on its own projected figures, the GES
records on actual JSS 1 enroliments fram 1987 to 1990 confirm
different figures, as indicated by Table 21. This table shows that
the following total enroliments were made in JSS 1 between 1987-
1990:

1987-1988 s 196,981 enrolled in JSS 1
1988-1989 = 208,980 enrolled in JSS 1
1989-1990 = 213,155 ervrolled in JSS 1

According to the GES figures, the MOE's projections were
exceeded. For example, the MOE projected 200,000 JSS | enrollments
for 1988, while the actual intake was 208,980 students. The
implication was that additional resources, equipment, and teachers
would be needed in tha Junior Secondary Schools to accommodate the
extra 9,000 students. This would be true each year, since actual
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enrol Iment figures were larger than those predicted by the MCE.

in the "Daily Graphic” (Dec. 20, 1990), the Ministry of
Education reported that 126,000 JSS 3 students took part in the
July 1990 final year examinations, out of which 66% qualified for
selection into Senior Secondary Schools. From this repcrt it would
appear that 36% of those enrclled in 1987 had dropped out by 1990,
nearly four times the percentage projected by the MOE. This
suggests that the expressed objective of employing the JSS program
to sustain students’ interest in remaining in school and
campleting the basic education course was not being achieved.

The "Daily Graphic™2¢ aiso reported that the MOE had set the
minimm qualifying grade as "an aggregate of 36" in each
candidate’s” best six subjects” (out of thirteen). Each subject
was graded 1-9 with a score of 1 being the highest grade, followed
in rank by 2, 3, etc. dowmn to 9. The last grade (3) was considered
a fail. Thus, an aggregate of 36 would mean the candidate had to
have an average score of 5 or below in his top graded six subjects
(see Table 22).

An aggregate score of 30 in the best six subjects for this
student sample (see Table 22), therefore, would qualify the
candidate for selection into the Senior Secondary School, since it
fell below the required aggregate of 36. Those whose total score
on the best six subjects exceeded 36 would only be considered
after priority had been given to students whose aggregate score
fell below or was up to 36. Again, the implication would be that



Table 22
Sample of Bece Results Sheet

Candidate No. Year

Subject Grade Scored

English
Mathematics
Science

Social Studies
Ghanaian Language
Agricultural Science
French

Physical Education
Life Sidlls
Vocational
Technical Drawing
Technical Skills
Cultural Studies

’MONO\M\)QQO\)QG#

TOTAL SUBJECTS RECORDED

-
w

AGGREGATE OF SIX BEST SUBJECTS

Subject Grade

English

Cutlural Studies
Life Skills
Mathematics
Ghanaian Language
Agricultural Science

,aaou,ua

AGGREGATE 30

e e
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those with an aggregate score below 36 would be the first
selected. Those who obtained an aggregate score of six out of the
six best subjects were considered excellent students, and normally
were adnitted into the top ranking Senior Secondary Schools, which
included Achimota and Adisadel Colleges.

The MOE released the figures for the top-rated students of
each region for the 1989-90 academic year {see Tsble 23). The
total of 2,264 indicate that 3% of the 83,000 students who
qualified for selection received the top aggregate mark in the
country. What the figures also suggest is that there were 1ikely
regional disparities concerning the allocation of resources,
teachers, and/or funding. Those regions which produced greater
nurbers of top students would either have higher allocations or
were capable of being more resourceful than others in acquiring
educational supplies for their schools.

The goverrment's decentralization policy on educational
provision made the establishment of Junior Secondary Schools the
sole responsibility of the districts, with no 1limit as to the
nurber of schools that could be built. Since basically only the
urban areas could afford the financing, resources, and manpower
for such expansion and improvement, the students in the poor
regions, including the North, Upper East and West regions, did not
have an equal opportunity for academic achievement. This situation
resulted in fewer graduates from these areas qualifying for
adnission to the Senior Secondary level. This did not augur well
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for the attaimment of the egalitarian goals of the program.

With respect to selection, the limited facilities and
placements in the 400 Senior Secondary Schools had compelled the
MOE to select only 63% of those who qualified for Senior Secondary
education (West Africa, December, 1990). Therefore, of the 83,000
graduates who qualified for selection, 37% would probably not
teceive admission into the 400 schools, bringing the total
percentage of 1990 JSS 3 graduates "who may have to adjust into
the society based upon their acquired skills” (MOE, 1987) to 58%,
since 126,000 students took the examination. Unless additional
Senior Secondary school places were provided, the rwwber of JSS
graduates who would be able to advance would contirwe to decrease
because enroliments at the JS. level have been steadily growing.

Another outcome of this problem has been the establishment of
several private Senior Secondary institutions by private
businessmen and individuals. These schools charged high fees,
between ¢200,000-¢300,000 per student per year. Since most
parents, especially in rural areas, could not afford such high
fees, it would again be the rich and those having “connections”
wvho would have the advantage of obtaining higher education.

All these conditions caused many educators to speculate that
the J8S program had been introduced as part of basic education in
Ghama to reduce emnroliments at the higher education levels.
Controlled enrollment at the Senior Secondary level meant a
drastic enroliment reduction in all post-senior secondary
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institutions. Under the former system, the middle school graduates
could enter either a teacher training college, a secondary school,
or a technical institution. But with the new system, the JsS
graduate needed a Senior Secondary qualification before he or she
was eligible to enter a training college or technical institution,
much less attend a university. In such a situation, it was
unlikely that graduates with vocational qualifications would stand
much chance of gaining access to higher education. This would
therefore inspire the majority of the JSS students to pursue
academic rather than vocational education.

The Ministry of Education countered suggestions that the new
education structure was designed to prevent large enrollments at
the higher education level, and was aimed rather at producing
“farmers, carpenters, seamstresses and masons” (West Africa,
December, 1990), but this remained a moot issue.

Conclusion

Because teacher shortages (particularly of vocational
teachers) and inadequate supplies of equipment and resources have
been typical of conditions in the Junior Secondary Schools, it
would not be unreasonable to predict the same conditions would be
encountered at the Senior Secondary level. Here again, the
likelihood of introducing "hands on" practical courses would be
doubtful, causing interest in these vocational courses to wane.
The result would be that more Senior Secondary graduates would
prefer to enter university, implying that fewer graduates would



Table 23

Ageregate Six Out of Six Best Subjects - By Region

Region Total No. of Students
Greater Accra 886
Eastern 367
Ashanti 259
Volta 214
Brong Ahafo 134
Western 128
Central 119
Northern 107
Upper West 26
Upper East 24
TOTAL 2,264

Source:  DRaily Graphig, 20 (Dec. 1990).
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decide to enter teacher training or a polytechnic. This would
further aggravate the already severe vocational teacher shortage
in the Junior Secondary Schools and intensify the disorganization
and instability of the entire JSS program. It was also very likely
to increase unemployment among the educated since the graduates
would basically possess academic rather than vocational skills to
conpete for limited job openings.



CHAPTER X

EQUIPMENY, RESOURCES SUPPLY, DISTRIBUTION SYSTEM,
AND _F INANCING

of vital iwportance to any educational program, especially a
vocational program, is the availability and effective distribution
of the necessary equipment and resources. A sufficient supply of
equipment and materials is especially vital for vocational courses
to enhance practical teaching and learning in the schools. A
shortage of such supplies would mean students would not be able to
use the information being learned, resulting in the production of
ill-equipped pre-vocational graduates. It would also contribute to
the demise of the program since there would be little option other
than a return to a curriculum focused on academic courses.

Despite the fact that this is widely recognized, inadequate
supply of equipment has been one of the major contributing factors
to the failure of vocational programs in the LDCs, including Ghana
(Foster, 1965; Lauglo, 1985; 1990; Lillis and Hogan, 1983;
Bacchus, 1986). And the investigation carried out for this
particular study of the JSS program indicates that it continues to
plague vocationalization efforts.

Eaui t ies

During interviews with senior Ministry of Education
officials, it was reported that each JSS was supplied with two
sets of boxes containing the equipment required for the vocational
courses. The following list of equipment was subsequently noted by
the researcher to be present in at least two urban schools (see

284
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Table 24). While, each JSS was expected to receive this number of
allocated equipment, in a nurber of rural schools the boxes
contained nothing more than one hammer, one chisel, one saw, one
shovel, one rake, one screwdriver, and one handfork. 1t could be
surmised that, although each school obtained two sets of boxes of
tools, some schools (most 1ikely more of the urban schools) seemed
to have received more tools than others.

According to a senior official2?3 of the Logistics Unit of the
MOE, the cost of the two boxes of equipment for each school was
approximately US$200 (plus shipping). This meant that the total
cost of importing the equipment for the 4,933 schools would have
been nearly one million dollars (U.S.), an amount most unlikely to
be found in the education budget, particularly for the exclusive
purchase of tools. Thus it could be reasonably assumed there was
both an insufficient and an unequal supply of tools across the
Junior Secondary Schools.

A GES official® explained that, due to the limited amount of
vocational equipment relative to the large nurber of students who
were expected to use them, the GES had decided that the schools
should merely “expose" students to the "handling” of such
equipment. This policy was later cbserved in a Junior Secondary
School by the researcher during a carpentry class. On this
occasion, an attempt was made to allow each of the 46 students in
the class to "handle” the saw for approximately one minute while
the teacher "exposed” them to the correct way of holding this



Table 24
Allocated Vocational Equipment for Each JSS

s,

———

Quantity

TECHNICAL TOOLS

Saw

Chisel

Hammer

Clamps

Bench Plane
Sharpening Stonc

e ) Y Y

METAL WORK

Hacksaw
Squares
Files
Screwdrivers

(SR SN =N N

BLOCKWORK (MASONRY)

Bolster
Spirit Level (for measuring)
Brick Trowel

— Gt gt

TECHNICAL DRAWING

2.5' & 60° Sct Squares
ompass
Protractor

. e

COOKERY

Aluminum Ssuccpan 2

FARMING

Cutlass
Hoe
Shovel
Rake
Handfork

=t 3 B3 N

CLOTHING & TEXTILE (DRESSMAKING)
Yards of Gray Baft 6

Source:  GES (1990), Accra.
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tool. At the end of the 35 minute carpentry class, only 22 of the
46 students had the opportunity to "handle” the saw. This method
of hands-on "teaching” with the limited vocational equipment was
used in all the practical subjects in the JSS curriculum.
Distribut ion System

The distribution of equipment and resources, as explained by
the Ministry officials, was organized in the following manner. The
equipment had to be imported from the USA and Canada. When the
equipment arrived in the country it was stored in warehouses at
the Tema Harbor (near the capital, Accra). Fram the harbor, the
various allocations were transported by State trucks directly to
the districts for storage at the JSS depots. The headmasters of
the Junior Secondary Schools in the district were then supposed to
be informed by the District JSS Coordinator that their supply had
arrived and they should oollect their individual school
allocations. Each headmaster at this point became "acccintable"
for the supplies received and for their safekeeping in the school.
According to a senior MOE official3, the distribution system was
coordinated in this way to avoid "diversion™ of equipment to the
"wrong" places. It was quite common in Ghana for goods such as the
JSS equipment to go “missing” or be sold to individual
businessmen, instead of being transported to the schools (Ibid.).
Textbooks Supply

As far as the supply of textbooks was concerned, a MOE
official!'' explained that the Goverrment of Canada had donated
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"large quantities” of newsprint which was to be used to print the
JSS textbooks. In the opinion of one senior MOE official?’, there
was enough newsprint available for the printing of books for the
“next several years."” He further stated that, to ensure that
“effective and sound” teaching was offered in the Junior Secondary
Schools, "sufficient quantities” of books and instructional
materials had been supplied to each Junior Secondary School.

To implement the MOE policy of making the program “chanaian-
oriented”, i.e. relevant to local needs, it was disclosed by the
above official that the JSS books were written by Ghanaians and
published by the State Publishing Corporation in Accra. To
guarantee a "consistent™ supply of books and stationery to the
schools, he added that the MOE charged each student from primary
one to JSS three a ¢250 annual "book user fee". This amount, he
explained, was put into a "revolving fund" which, since 1987, had
yielded about ¢500 million as of April, 1990.

To reduce the production cost of books ard other stationery
for the Junior Secondary Schools, the same official stated that
the ME had directed the JUSS books to be “recycled.” Therefore,
since the books belonged to the school {u the MOE), students
were permitted to use them only while at school to assure their
safety and good condition. They were izt allowed to take them home
at the end of the day. Therefore, al the end of each academic year
the books which were still in gnivi condition were collected from
the students and used by the juxt class of incoming students. In
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short, in the opinion of the Ministry of Education, as indicated
by the Ministry officiall interviewed, the supply and distribution
of books and equipment to the Junior Secondary Schools faced no
problems.

Problems

These claims however, were not substantiated by the JSS
teachers interviewed, On the contrary, from the discussions with
them it became evident that serious problems plagued the program
due to the inadequate production and supply of equipment,
resources, and books, as well as the inefficient distribution
system.

The teachers interviewed, maintained that the allocation of
equipment to each school was "very inadequate.” It was impossible,
they charged, for 200 or more students in one Junior Secondary
School to effectively use one saw, one hammer, one shovel, etc.
This untenable situation, coupled with the lack of workshops and
vocational teachers, had caused many Junior Secondary Schools to
simply "store” their equipment in the school’'s general office
where they often remained unused. The lack of equipment and
accompanying frustration were dramatized during an interview, when
a JSS headmaster2¢ carried his school's entire equipment
allocation for about 300 students from the general office in his
two hands.

With respect to workshops for practical subjects, at the time
of the interviews only thirteen had been established in the entire
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system (GES, 1990). In Accra district only three workshops had

been set up for 390 Junior Secondary Schools having a total
enroliment of 69,109 students (GES, 1990). According to a senior
GES official®, 85% of the 150 districts had no workshops. But he
gave assurance that plans were being made to establish at least
one for each district.

Regarding stationery and textbooks, the teachers interviewed
explained that each student was supplied with thirteen exercise
books-~one for each JSS course. These exercise books were expected
to last the entire academic year of 40 weeks. A JSS teacher!s
camplained that the exercise books were quickly filled, and most
students could not afford to buy new ones. This problem was
aggravated by a government decree which banned booksellers from
selling JSS books or exercise books on the open market (Ibid.).

On this issue, a senior ME officiald explained the decree
was an “attempt” to “protect”™ the student and parent alike from
"greedy” booksellers eager to raise the price of such books.
Consequently, even if the students had the means to purchase the
books, they were unable to do so.

The teachers interviewed also contended that, due to the
thinness of the newsprint used in the state printed books, the
pages of the books were easily torn. One teacher2® pointed out
that almost half the science books in his class could not be used
any longer because sO meny pages had been torn off. The teacher
did not blame the students for this problem but instead faulted
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the "inferior quality” of the paper used in printing the books
(i1bid.). Because of this condition, the teachers believed the
recycling policy was "already™ failing.

A CROD officiall? suggested that the policy of "free" books
be abandoned to allow students to purchase their omn. in his view,
the recycling policy greatly hindered student learning in terms of
their not being able to complete projects and assignments at home
(ibid.). He reported that the Corporation’s printing equipment was
“very old" and inefficient, arnd that the task of producing
thousands of books for the numerous Junior Secondary Schools was
too curbersame for the Corporation alone (ibid.). He thus proposed
that the State Publishing Corporation’s "monopoly” over the
publishing of JSS books be abolished to allow production by
private publishers who had proper, “more modern” materials and
equipment to publish the books.

Comenting upon the equipment and resources distribution
system set up by the Ministry of Education, a JSS headmaster!?
observed that the schools had no funds or means of transportation
to convey the equipment from the district depot to the schools. He
alleged that, although a work-bench allocated to his school had
been at the district depot (which was about 10 miles from the
school) since September, 1989, he had no means of transporting it
to the school, where it was urgently needed for the practical
courses. The school also had no funds to pay for its
transportation. in his view the distribution system and the whole
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implementation strategy was one of "confusion and frustration”
created by the J3S officials.

Observations

it was evident from the findings of this research that
implementation of the JSS curriculum at the school level faced
grave problems in terms of inadequate supply of equipment and
resources and an ineffective distribution system. Thus, the
realization of the central objective of the program, which was the
acquisition of practical skills, seemed to be in jeopardy. The
major differentiating feature between the former and the current
curriculum, in terms of "relevance”, was that the latter was
supposed to equip students with employable skills through the
practical courses being offered. But student use of a saw or other
tools for a minute or less each week could hardly satisfy the
objective of skills acquisiticn. Yet, the realization of this goal
was important if the new curriculum was to make any meaningful
impact on both students and parents with regard to job
opportunities.

According to Havelock and Hubarman (1977), when projects are
arbitious and the infrastructure is wesk, both in the planning and
implementation phases, & particular constellation of problems tend
to appear. These include insufficiencies and deleys, problems of
coordination, decision-making and comtinuity, and problems in
social relations (Havelock & Huberman, 1977). According to these
writers (Havelock & Huberman, 1977), projects of this type have
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encountered serious constrainks in the way of an inadequate supply
of equipment and materials and an ineffective distribution system
which appears almost from the beginning and becomes increasingly
serious independent of the volume of external assistance (Havelock
& Huberman, 1977).

They attributed these problems to: (a) the haste with which
the project was implemented; (b) the overstretching of resources
and personnel to service a project for which the plan of operation
had overestimated the available resources; and (c) impatience on
the part of political and ministerial leaders who want to
demonstrate results almost immediately (Havelock & Huberman,
1977). The consequent configuration has been that lack of adequate
preparation has led to unclear goals and objectives  which, in
turn, lead to inadequate adninistrative support. Added to this has
been the shortage of requisite materials and equipment resulting
in a low rate of implementation in the classroom (Havelock &
Huberman, 1977). In this situation teachers tend gradually to
return to the old curriculum, simply beécause their teaching
becomes less difficult and less threatening to their image of
themselves as successful teachers (Havelock & Huberman, 1977).

Similarly, it appears that, at the planning stage of the JSS
program, both the Ministry of Education and GES officials
concorned underestimated the magnitude of the problem with respect
to supplying equipment and resources. Thus, the nurber of Junior
Secondary Schools and their ever-growing enrollments were not
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considered. The cost of importing the required equipment and
distributing it among the schools was also not fully taken into
account. Above all, the adverse effects of inadequate supply of
vocational equipment on the program in general were overlooked or
disregarded.

Equally threatening was the fact that, since 1987, no
maintenance units were established at the national or district
levels to repair broken equipment received from the schools.
Therefore, as the few pieces of equipment broke down, with no
avenue of repair or replacement, the objective of practical
teaching and learning of the vocational courses contirued to fade
into the background of priorities within the Junior Secondary
Schools.

The decision to deliver goods directly from the Tema Harbor
to the district JSS depots appear to be a prudent step. But in
formulating this policy, the officials concerned consciously or
unconsciously overlooked the transportation costs involved in
conveying the materials from the depot to the school premises.
This problem was more pronounced among the rural schools, whose
distance from the depots (some were 40-60 miles away), compounded
by poor roads and lack of funds for transportation, laid bare the
ineffectiveness of this distribution system. Once again, it was
the vocational courses which were most likely to be victims of
this failure.

in 1963, Nkrumsh introduced the policy of book recycling. But
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by the time he was overthrown in 1966, parents were already buying
books for their children because goverrment could no longer
finance the increasing costs involved. Though it appeared to help
poor parents, the present recycling policy, coupled with the
government decree banning the sale of the books on the open
market, inhibited both teaching and learning in the schools.

In addition, most schools had no proper storage facilities,
which resulted in the books being stolen or damaged. Students
could not purchase the books from any other source in the country
due to the Goverrment decree, yet very few books existed for use
in the schools. This severely limited the amount of independent
study students could engage in with the aid of textbooks, a
situation which clearly interfered with the amount of learning
that took place. This is but another example of poor planning on
the part of the MOE officials concerned.

Added to this frustration was the 1likelihood that the book
user fee would be increased over the years; thus further raising
the cost of basic education in the country. The policy of basic
education being "free and compulsory” and also the "right" of
every Ghanaian child was, therefore, very likely to remain
rhetoric rather than reality, particularly for the large rural
populat ion.

This would be even more marked where the effective exposure of
students to vocational subjects was concerned.
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Conclusion

An adequate and effective supply of essential equipment to
the schools has been a major key to the successful implementation
of all vocational programs. Hence, the situation in Ghana,
regarding such supplies, threatened both the achievement of stated
goals and the very survival of the JSS program as a diversified
curriculum innovation. Further, if equipment, resources, and
teachers were in short supply at the basic education level, they
would be lacking also at the Senior Secondary level.

E INANCING

One of the principal factors contributing to the successful
implementation of educational innovations is financing.
Availability of sufficient funds facilitates the provision of such
required inputs as equipment and resources, transportation,
manpower, ard salaries. Foreign aid, or external funding, often
plays a praminent role in the implementation of educational
programs in the LDCs, including Ghana, because internal financing
of such innovations has been very limited due to a low GNP and
high rates of external debts (Africa Report, Nov., 1987).
Dependence on external funding has been particularly marked with
the introduction of vocational programs because the LDCs have been
unable to finance the expensive equipment and materials, repairs,
additional manpower, and salaries involved.

With regard to the JSS program, the Ministry of Education
document! indicates that three main groups, including the central
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goverrment, local commumities, and external aid agencies, were
involved in its financing. The role of both the govermment and
comunities has already been discussed under the Goals section of
chapter six. External aid will now be considered.

According to the MOE document (MOE, 1980) the external
funding agencies involved were the World Bank, OPEC Fund, UNDP,
Overseas Development Association (ODA), the Norwegian Government
and the Swedish International Development Authority (SIDA).

In terms of cost, the entire educational reform program, of
which the JSS was a part, was estimated at US $463.9 million
(Africa Report, Nov-Dec, 1989). With respect to the inplementation
of the JSS program, the World Bank provided $34.5 million in loan,
with an additional $1.5 million provided by UNDP (Europa Yearbook,
1990). internal financing was expected to reach ¢37.5 billion
(West Africa, January, 1987). The Program Management Unit (PMU) of
the Ministry of Education was responsible for coordinating the aid
funds.

A senior PMU official3! observed that the JSS program was
about "five times" more expensive than the former middle school
course. He attributed this to the high cost of equipment,
resources, and salaries of the additional teachers recruited for
the vocational courses. Yet, the various senior MOE officials
interviewed expressed a general consensus that the program faced
no financial constraints. In contrast, both the District Assistant
Directors and JSS teachers interviewed pointed out that the
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inadequate supply of equipment and other resources was a "clear
sign” that there were financing problems. A JSS headnaster24 felt
this was in part due to the prevailing "harsh” economic conditions
in the country, causing the local communities to be unable to
fulfill their share of the financial and resource contribution to
the program. As stated earlier, a lack of funds had “halted” the
construction of JSS buildings in most parts of the rural
districts, and those comunities which had partially covpleted the
buildings had no funds to furnish them with tables and chairs.
Observations

It seems evident that the financing of the program was highly
dependent upon foreign aid contributions, which caused concern for
the future of the project. What would happen if such contributions
ceased? The current performance of the national economy indicates
that continued internal financing of the program would prove to be
an insurmountable burden for the goverrment. In 1987, according to
World Bank estimates, Ghana's GNP measured at average 1985-1987
prices, was U.S.$5,328m--equivalent to $390 (US) per head. It was
estimated that this GNP per head declined, in real terms, at an
average rate of 2.0% per year between 1980 and 1987 (Eurcpa
Yearbook, 1990). The GDP, measured in constant prices, increased
at an average of 1.4% annually in 1965-1985 but declined by 0.7%
per year in 1980-1986. The country's external debt stood at U.S.
$2,600 million in 1987 (ibid.) World Development Report, 1990).
Additionally, the inability of the local comunities to contribute
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toward the implementation of the JSS program suggested that there
would be a quick return to less costly academic courses. This, of
course, would defeat the entire purpose of the program. It
appears, therefore, that the authorities concerned underestimated
the effects of inadequate financing on the implementation of the

program.



CHAPTER X
SUMMARY, CONCLUSIONS 4 1K|
Summary

The study reviewed the history of efforts made in Ghana to
vocationalize the curriculum of its schools. Subsequent to this
review, an in-depth study was wade of that country's latest
vocat ionalization attempt through the introduction of the Junior
Secondary  School program. Based on the history of
vocationalization in developing ocountries, and Ghana in
particular, this thesis was predicated on the premise that
vocational education programs in Ghana can be successful only if
the long-standing problems and obstacles that have thwarted
previous vocational undertakings in that country are recognized
and adequately addressed and overcome. This suggests that the
success of the JSS program damands the complete transformation of
the present social, cultural, economic, and political structures
in Ghana.

The continued failure of vocational education in Ghana to
this time can be generally attributed to the following reasons:
(1) the curriculum changes introduced are insufficient and
ineffective to achieve the range of goals set for these programs;
(2) the authorities have believed that vocationalization itself
could effect the desired socio-economic changes; (3) the
theoretical and philosophical reasons supporting vocational
education fail to consider the controversy surrounding the

300



301
relationship between education and deveivpment.. as well as its
role in the job merket; (4) the cultural coneaption (i.e. value
and status) and the socio~economic stiucturs’ reeserd systam (i.e.
income and sccial mobility) associated with wer:. ionel vucation
by parents, students, teachers, educsat i autheeticas, and
decision-makers are low; and (5) frequently inadeguate provision
is made for the implamentation of these programs.

The findings and recommendstions: regarding the implemuntatiun
of vocational education presentsd in this chapter are base? upon

the investigation of the Junior Suuandary School Program.
TION IN IAL_PER|

The study has shown that a fundamental reason underlying
vocational ization of education in colonial Ghana has been the need
to integrate school and conmunity in order to help iwprove the
socio-econcmic condition of the people. It has been a long-
standing belief that knowledge, skills and values which students
would acquire from vocational courses will be gradually diffused
through the comunities. In other words, if school leavers were to
have some vocational education they would became change agents
within a cowmunity development process that draws on what they
have learned.

Second, since vocationalization is expected to provide the
majority of students with improved “relevant™ skills related to
traditional occupations, it would better prepare tham to be re-
absorbed into the comumity as productive individuals. Related to
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this is the hope that it will lower their occupational aspirations
to more "realistic” levels.

The introduction and expansion of European formal education
in Ghana (as well as in the other African colonies) served the
implicit purpose of preparing the local population to occupy a few
positions at the lower levels of the occupational hierarchy within
the European controlled sector of the economy. Hence, the
educational facilities provided by the colonial government were
very limited since its main objective was not to educate the
population but rather to exploit the wealth of the colony. The
type of education offered was also calculated to spread the
doctrines of Christianity among Africans. This is evident in the
vigorous participation of missionaries in the expansion of
education during this period. Some religious education was
considered helpful in pacifying the masses and convincing them to
accept their "ordained” place at the lowest levels of the social
and occupational hierarchy.

Since the colonial period, however, education has been seen
by African parents as highly important for their children. For the
majority of parents, it offers the greatest opportunity for an
improved living standard within the society. It continues to be
widely perceived that European formal education leads to the
acquisition of modern sector Jjobs providing higher remunerations
than those availsble in the rural sector of the econamy. Such
education also has led to a higher social status. This attitude
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has resulted in an increased demand for this "academic” type of
education, for this is oconsidered to be the best form of
"vocational” preparation. Unfortunately, as the demands for modern
sector jobs gradually were met and the mumber of “educated”
individuals increased, unemployment among their ranks has beocms a
feature of these societies due to "overproduction™ of sdhool
gradustes. They soon began to outnuwber the Timited number of
junior positions that were open to them in the small modern sector
of the economy. In an effort to remedy this situation, a
vocational curriculun was introduced to impart knowledge which
would be more practical for the students’ and socisty's needs.

Between 1847 and 1950 atiempts were made to vocationalize the
curriculum of the schools in the Gold Coast following the initial
educational proposals advanced for the British colonies by the
Privy Council in 1847. The educational blueprint for the “Colored
Races of the Empire” was followed by reports from the Advisory
Conmittee of the Colonial Office in 1925 and 1935, subsequent to
the publication of the Phelps-Stokes Report of 1922 and 1924. The
proposals they presented focussed on integrating the school and
the traditional occupations and lifestyles of Africans. However,
the efforts to vocationalize the @Gold coast curiculum failed
because the colonizer made incorrect assumptions regarding the
educational and occupational aspirations of the people.

They had incorrectly assumed that because the country's
economy was basically agrarisn the teaching of agriculture in
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schools was certain to induce students to return to the land
instead of aspiring toward public sector jobs. They had not taken
into consideration the Africans’ opinion that the rewards offered
by academic as opposed to vocational education were far greater.
These points were well illustrated in Foster's 1965 Study entitled
Education and Social Change in Ghana.

Futhermore, the colonizer failed to realize that the
destitute socio-economic lifestyle of the rural areas continued
despite the fact that cash crops were cultivated in these areas.
Students, therefore, were reluctant to retun to such an
impoverished envirorment no matter how inproved were the
agricultural knowledge and skills they had acquired in school.
Finally, although the goals of this vocational education appeared
"relevant”, the schools were not well equipped and in some cases
unprepared to inplement such programs. The lack of a clear
definition of wvocational education, little goverrment support,
insufficient equipment and resources, lack of qualified vocational
teachers, and insufficient financing greatly contributed to the
failure of these early vocational education programs in Ghana.
CONTI 13 1Z! { N

Following the Privy Council reconmmendations (1847), which
aimed at vocationalizing education for the "Colored Races of the
British Empire”, the missionaries in Ghana established model farms
at each of their settlements. The students’ work on the farms was
closely related to instruction in the classroom with the aim of
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preparing students to return to the land after their schooling was
over. Industrial training programs were also introdxad in the
mission schools. These were supplemented by advanced instruction
at a central industrial training institute in Accra, which turned
out skilled iron workers and carpenters.

Efforts to vocationalize the curriculum of the Gold Coast
schools increased between 1920 and the early 1850s, following the
reconmendations of the Advisory Committee on "Colored education”
after the publication of the Phelps-Stokes reports in 1922 and
1924. In 1922 the Governor of the Gold Coast, Gordon Quggisberg,
established four junior trade schools designed to meet the growing
need for artisans possessing a general education. Similarly,
agricultural schocls were established at Aburi, Asuansi, Kumasi,
and Tarkwa to provide courses for teachers who were to assist in
the instruction of agriculture in the public schools. In addition,
the teacher college curriculun was diversified to include
agricultural courses since teachers were expected to teach
agriculture to both students and to community members in the mass
education programs. Unfortunately, the vocationalizing efforts
during this period also failed due to implementation problems and
political-econamic factors similar to those which thwarted earlier
attempts.

VOCATIONAL EDUCAT ION IN POST-QOLONIAL GHANA

Despite the unsuccessful attenpts to vocationalize the school

arriculun in  colonial Ghana, the post-colonial Goverrment
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continued on this course in the pursuit of similar goals. In
recent years this has been evidenced in the introduction of the
Continuation School Project (1969-1976) and the Junior Secondary
School Program (1974-present). These latest efforts were launched
because academic education is still not considered suitable for
all students, especially those at the post-primary level.

Vocational education 1is once again oconsidered necessary,
therefore, since it promises to provide a more practical, useful,
and productive education system that will not only render students
more employable after graduation but also enhance the country's
return on educational investment. The commonly-held expectsation is
that the returns on such investment will take the form of graduate
employment, diversification of services, increased productivity
overall and socio-economic gro. h throughout the society.

The drive to wvocationalize education in LDC schools was
accelerated by the international call in the 1960s for such an
enphasis in schools, as expressed by the resolutions resulting
from the Addis Ababa Conference held in 1961. Predicated on the
human capital theory, these resolutions encountered both advocates
and critics of vocational education. While advocates 1ike Balogh
and Dumont argue that the lack of wvocational subjects in the
school curriculum has been the cause of unewployment among school
graduates, critics like Foster and Bacchus contend that persistent
and growing unevployment has been rather the result of stagnant
economies and a host of other problems associated with
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underdevelopment rather than due to prevalence of academic rather
than vocational programs in the schools.

Despite this ongoing debate the “relevance” of vocational
education argument presented by the advocates has appealed to both
aid agencies and the development banks, particularly the world
Bank. The period between 1960 and the esrly 1970s, therefore,
witnessed greater support and funding by external agencies for the
inclusion of vocational courses in LDC schools.

Ghana, along with other LDCs, was also influenced by the
dominant educational philosophies of the 1960s. The philosophies
of Pragmatism, Populism, and Socialism in particular, promote a
general education that includes both academic and practical
courses in order to prepare "well-rounded” persons who can assist
in the progressive transformation of society. Those who want to
include vocational courses in the curriculum therefore have found
philosophical support for this measure.

in addition to having philosophical support for the changes
they are promoting, proponents of vocational education in
elementary and secondary schools are bolstered by the theoretical
suppositions of quhionalisn and Human Capital Theory.
Functionalism posits that vocational education in schools furthers
the egalitarian ethic because each student has equal opportunity
to excel in his or her chosen field (academic or vocational).
Moreover, it is seen to allocate individuals to appropriate jobs
according to their interests and abilities.
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The Human Capital Theory, developed within the Functional
paradigm, argues that investment in human capital through formal
education produces the knowledge and skills which would yield
reasonable economic returns in the form of increased earnings and
labor productivity at both the private (individual) and national
levels. Vocational education in schools is therefore perceived as
a potential tool for the production of middle-level labor power
needs.

Despite its projected "relevance”, historically the practical
implementation of vocational education in Ghana, as in many other
LDCs, has so far been unsuccessful due to a variety of socio-
economic and educational problems identified earlier. This has
also been the case in recent years with the implementation of the
Continuation School Project. Nevertheless, the Government of Ghana
proceeded to implement its Junior Secondary School Program
beginning in the early 1970s. A major purpose of this study,
therefore, is an assessment of the effectiveness of this program,
The Junior Secondary School Proaram

introduced in 13974 as an experimental educational project in
118 schools, the Junior Secondary School Program (a 3-year lower
secondary course) was made an integral part of Ghana's "free”
basic education program in 1987. The JSS curriculum offered both
academic and vocational courses in an effort to meke the basic
educat ion program more "relevant” to students and the society. It
was expected to equip students with knowledge and skills required
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for evployment, thus helping to reduce unemployment among basic
education graduates. Furthermore, it was acconpanied by a
reduction in the duration of basic education fram 17 years to 12
years. However, as this study has shown, the natiorwide
implementation of the JSS program has been undermined by socio-
economic, political, and educational problems.

METHODOLOGY

Fieldwork was oconducted at the Ministry of Education
headguarters in Accra, Ghana. Data collection for the study
included an examination of locally available documents, secondary
data sources including publications, magazines (e.g. West Africa
Magazine), journals, graduste theses, books, and library resources
from the Universities of Alberta, London (England) and Cape Coast
(Ghana) respectively. These were supplemented by interviews
conducted at the Ministry of Education, Ghana Education Service,
the National Teacher Training Council, the Ministry of Labor and
Social Welfare, and the Ministry of Local Goverrment offices in
Accra. The Regional Education offices in Accra and Kumasi were
also included, as well as the District Education Centers of
Achimota, Mataheko, Labadi, Amasaman, Tema, Konongo, Juaso and
Agogo. In addition, JSS headmasters and teachers as well as
training college principals provided interviews to shed light on
school-level implementation of the program and the training of JSS
teachers.

The subjects interviewed, therefore, included Goverrment
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officials including the Deputy Secretary for Education, the
Director-General of the Ghana Education Service, Ministry of
Education and Ghana Education Service departmental heads,
curriculun  development officials, National Teacher Training
Ccouncil officials, and other officials of the Ministry of Labor
and Social Welfare and the Ministry of Local Government. Selected
Directors, Regional Directors, District Assistant Directors, and
District JSS Coordinators were also interviewed. in addition, the
researcher had discussions with two teacher training college
principals and six JSS headmasters and their teachers. Further
information was gathered through classroom observation carried out
in three schools that were visited by the researcher.

Data collection in Ghana proved to be extremely difficult due
to the restrictive measures decreed by the country's military
goverrment, the PNDC, concerning access to information about the
implementation of the JSS program. The political climate,
therefore, prohibited access to certain important’ documents,
particularly those pertaining to finameing. This tense atmosphere
was also responsible for certain pieces of information about the
program being kept from the researcher during interviews, because
the respondents feared goverrment reprisals. However, in spite of
such complications, it was possible to contact many who were
"reachable”, who represented a fair sample of those directly
involved in the implementation of the JSS program at the national,
regional, district, and school levels. In addition, through
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personal friends and "contacts” made at the Ministry of Education
and Ghana Education Service, some of the documents that were
jnitially kept fram the researcher were eventually made available.

To supplement the data ocollected, the researcher was
campelled to use meny secondary sources which, in some cases,
consisted of estimated figures and not well-organized data. Added
to these problems were time and financial constraints which forced
the researcher to abandon lengthier, expensive trips to several
remote rural Junior Secondary Schools where other insights
regarding the implementation ¢f the program may have been

available.
OF FINDI usi iN RELATION TO THE
JUNIOR SECONDARY SCHOOL PROGRAM |

The findings derived from this study of the implementation of
the Junior Secondary School Program confirm the writer's
fundamental premise: that, unless the problems associated with
vocational education and the factors contributing to its success
or failure are better understood, efforts to vocationalize the
curriculum to achieve broad socio~economic changes in Ghana (and
in many other LDCs) will continue to fail. This means that the
social, econamic, political and educational problems cannot be
ignored if the goals of wvocationslizing education are to be
achieved. Second, this research found that the goals of the JSS
program were too broad and unrealistic, making them unachievable
in practical terms. It has proven to be impossible to improve the
standard of education, increase educational opportunities, improve
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the content of the educational programs, reduce the cost of

education, and achieve individual and national economic growth
through the JSS program alone. Like their predecessors of the
colonial period the government, policymakers, and educational
authorities continue to assune that the socio-economic problems
plaguing the country are due in large measure to an academic
school curriculum that is irrelevant to the needs of the
individual, the commumnity, and the nation as a whole. Thus,
curricuium change in the form of vocational education continues to
be perceived as the solution to Ghana's vast socio-economic
problems. As & result of vocationalization, it has been assumed,
the job market can eventually absorb and utilize the knowledge and
skills acquired from such an education. However, in the context of
the slowly emerging modern sector, this has proven to be not
possible. Additionally, those who receive an education continue to
not want to return to the traditional sector and its attendant low
incomes.

Third, like other vocational projects, the JSS program lacked
clear definition. That is, while the GES insisted the program was
pre-vocational, the MOE rejected this claim even though one of the
ME publications referred to it as pre-vocational. The
inplication, therefore, is that anticipated outcomes from the JSS
carriculum were unclear, fram the beginmning, even to the two main
educational bodies which were responsible for its implementation.

Fourth, a wide discrepancy was found to exist between the
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goal statements of the JSS program and efforts made toward their
inplementation. While the educational authorities vehemently
expounded the "relevance” of the program to the people, those
jnvolved failed to provide the implementers with the tools
necessary to achieve that relevance. it would thus appear that
authorities had little or no confidence in the JSS program as a
vocational education project. And, launched without consideration
or investigation of the people's educational and occupational
aspirations, it would appear that the program was a political
instrument of the goverrment, designed to diffuse the tensions and
dissensions of an unhappy electorate that had grown increasingly
dissatisfied as a result of growing socio~econamic problems and,
in particular, unemployment among school graduates.

Fifth, like other wvocational education programs, the JsSS
program, was implemented using ill-defined, inflexible,
ineffective, and disorganized strategies, and inadequate initial
preparation. These gave rise to misunderstandings, frustrations,
unclear role definitions, tensions, and lack of cooperation among
the various actors involved. While authorities expended much
effort in convincing the general public of the "importance™ of the
program, it would appear that they made little attempt to put
similar effort into the careful design of strategies capable of
dealing with both expected and unexpected problems, thus ensuring
the program's successful implementation.

Related to the sbove, the JSS program lacked well-designed
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evaluation and monitoring strategies. For instance, it was
discovered that no direct contact or comunication system existed
between classroom teachers and the curriculum designers (CRDD),
due to a shortage of personnel at the CRDD. Schools were not
provided with any evaluation guidelines; yet authorities expected
them to evaluate and report on the progress of their programs.
Even then, such reports were only acted upon when they were
conpatible with the expectations of central goverrment regarding
vocational education, rather than when they addressed the needs or
desires of the schools. It was cobvious, therefore, that
authorities attached no great inportance to the evaluation of
vocational programs ccaducted by school personnel. In addition,
some courses (e.g. French and drama) lacked a syllabus. Above all,
within the CROD there was no agricultural unit where mewbers could
supervise the instructional process in relation to the
agricultural component of the curriculum.

Sixth, this study of the implementation of the JSS program
revealed several problems existing at the school level which
undermined the success of this as well as previous vocational
programs. These include a lack of equipment and resources,
insufficient and iwproperly equipped workshops, a dearth of
qualified vocational teachers, an over-abundance of courses to be
taught/learned, discrepancies between level of student
camprehension and course content, an increased teacher workload,
overly-demanding timetables, headmasters who serve as full-time
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teachers as well as administrators, and poorly furnished
classrooms. In addition, it appeared that vocational courses were
often allocated fewer periods on the timetable than academic
courses. Hence, while a “balanced” curriculum comprised of
academic and vocational courses was to result from the JSS
program, priority contirued to be accorded to the study of
academic courses. This was further evidenced by the fact that the
final yvear JSS examinations were designed to evaluate the academic
rather than vocational component of the curriculum. These
conditions indicate that schools failed to realize or embrace the
fundamental goal of this vocationalization effort, which was to
equip students with the practical skills required for employment.

Seventh, it was found that the JUSS program severely limited
access to higher education. While uwier the former system all
middle school graduates had access to further education, with the
JSSP only Senior Secondary School graduates oould advance to
higher education. Since the small muber of Senior Secondary
Schools permitted entry to a mere 30% of the JUSS graduates, the
majority of these graduates had no opportunity to pursue further
education. Higher education, then, was more accessible to children
of the elite and the wealthy because many of them attended private
primary and Junior Secondary schools which offered a more academic
curriculun and had a higher level of financing and resource
allocation than the public schools. They also had the advantage of
having educated parents who not only were able to help them in
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their academic work but also had “connections” with authorities
who could assist them in secwring a placament in one of the few
Senior Secondary schools. In contrast, less affluent students,
particularly those of the rural areas, had to contend with
regional disparities in terms of school equipment and resource
allocations, the distribution of trained teachers and financing.
These added to their already disadvantaged position. This
situation, therefore, rendered the egalitarian goal of the JSS
program unattainable.

The problems associated with access to higher education
through the JSS program also indicated two other things. First, it
appears that the majority of JSS students preferred to concentrate
on passing the academic rather than the vocational courses of the
JSS aurriculum so they would qualify for the Senior Secondary
program. Second, the greater nurber of “basic education” graduates
had no alternative but to join the labor force to canpete for the
limited number of Jjobs. Since the economy was not expanding
rapidly enough to create many new jobs, unemployment among these
graduates was increasing. This trend supports research indicating
that vocational education has often increased rather than
decreased unemployment among school graduates.

Eighth, while the National Teacher Training Council believed
the nuwber of teacher colleges in the country was adequate to
produce teachers for the Junior Secondary Schools, college
principals considered the nurber grossly inadequate, given the
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rapidly expanding nurtber of Junior Secondary schools with their
large enroliments. Furthermore, since the teacher colleges were
ill~equipped to produce qualified vocational teachers for the
schools, the latter received 1ill-prepared teachers who, in turn,
produced ill-prepared vocational students.

Ninth, the general financing of the JSS program was found to
be nearly five times more expensive than the former academic
middle school program. This higher cost gives credence to the
critics' argument that vocational education could seriocusly hamper
growth in other sectors of the economy, since funds originally
intended for these sectors had to be diverted to vocationalizing
the school curriculum. Further, because the goals of
vocationalizing education have never been achieved since colonial
times, critics (including those at the World Bank) argue that
investment in such education does not produce a reasonable rate of
return and is thus a waste of limited funds and resources. Because
these programs largely have depended upon external financing, the
possibility of their being ruitained in the future is also
questionable since neither the national economy nor local
comunities will be able to sustain financing should such aid be
withdrawn,

Finally, it was observed that the provision of vocational
skills (particularly pre-vocational skills) by the schools was not
economically rewarding to the individual, the community, or the
nation, since these skills are seldom utilized in the economy. It
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would appear, therefore, that school graduates will continue to
drift to the urban centers in search of "office” jobs. This
supports the critics® argument that the introduction of
agriculture in the school curriculum would not guasrantee a
willingness on the part of vocationally-trained students to return
to the land.

interestingly enough, however, the study revealed that
present inflationary trends in the national economy have resulted
in an unusual increase in the cost of living, particularly in the
urban areas. Consequently, white collar workers in this sector of
the econcmy are either quitting their jobs to take up farming or
are investing in agricultural projects to supplement their
incomes. The high cost of wurban living, added to the acute
scarcity of jobs in this sector, appears to be greatly altering
students’ occupational aspirations such that they are more willing
to seek rural jobs, particularly those associated with specific
agricultural projects such as pineapple or poultry farming. This
development suggests that it is increasingly possible to interest
school graduates in rural employment if some real incentives were
introduced into the vast rural economy. In other words, despite
the fact that the goals of vocational education have not as yet
been achieved, present economic conditions in Ghana have generated
an interest in alternative ways of procuwring an income. This
suggests that, in Ghana, conditions might be forming that are more
receptive to a form of vocational education which could mest the
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emerging economic and social needs of student and society.

RECOMMENDAT IONS
In view of the findings of this study the following

recommendations have been formulated with respect to vocational

education in Ghana for education authorities to consider.

(M

(2)

There is a need to address the cultural attitude (i.e. the
perceived reward structure) and the socio~econamic structure
(i.e. the actual reward structure, in terms of income and
status), which accord higher rewards to academic rather than
vocational education. Parents, students, teachers, silucation
authorities, and policymakers possess a pre~conceived belief
that vocational training is appropriate education for the
poor, illiterate rural masses, while academic education is
suitzble for the urban, elite, and wealthy members of
society. To help redress this psychological conditioning
toward wvocational education, it is suggested that the
goverrment formulate programs to educate the general populace
about the potential benefits of vocational education. In
support of this, the goverrment also neads to devise and
establish a new reward structure within the country to
equalize the opportunities of both academic and vocational
graduates.

Since the provision of education is, to a large degree, the
responsibility of the central goverrment, its full economic
and political support and its active participation in the
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implementation of vocational programs are crucial to their
success. In other words, the political context of the society
is essential to the successful implementation of vocational
programs.

There is a need to develop a clear and consistent definition
of vocational education. This would assist in formulating
more realistic program objectives which, in turn, would help
in developing appropriate strategies for the successful
implementation of such programs.

Since, historically the economy has been primarily agrarian,
accounting for nearly 50% of the GDP and GNP, priority should
be given to the development of the large rural agricultural
sector. Investment in specific agricultural and local
industrial occupations would create job opportunities for
school graduates, particularly those in the rural areas. This
would help stem the urban drift. The goverrment also should
allow the prices of agricultural and rural industrial
comodities to find their omn levels so that incomes in both
rural and urban sectors would be at or nearly on per. Since
the cost of urban living is now so expensive, these policies
would attract more graduates to the rural areas, offer more
alternstives to job seekers, create a respect for &ll types
of work, and help raise the standard of living throughout the
entire country. Constructive developments in the rural sector
would assist in determining the type and nature of vocational
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programs required for national, community, and individual
growth.

Due to the high cost associated with large-scale vocational
programs (particularly pre-vocational programs),
consideration should be given to establishing regional or
district center-based post-primary vocational programs to
adnit and train basic education graduates. These programs
should be non-residential to reduce costs and to focus on
specific regional or district occupations, thus developing
skills more likely to be needed by local communities. This
strategy could help, first of all, to clearly define the
nature, scope, and content of the program to alleviate
ambiguities. Second, it could assist in modifying the goals
of vocational programs, making them more realistic and
attainable. Third, it would ensure an adequate and
sustainable supply of personnel, equipment, and resources and
the cffective use of such resources. Fourth, more centers
would be established in the rural areas of Ghana instead of
being concentrated mainly in the larger towns. Finally,
providing regional or district center-based post-primary
vocational training would ensure that all students would have
completed a basic education in literacy and rumeracy skills
before being adnitted to vocakional skill training.

sufficient attention should be given to the planning and

organization of vocational programs and to the training of



(7)

(8)

322
personnel before actual implementation of such programs. This
would help to develop effective adninistrative and management
systems to supervise the implementation at both the national,
regional, district, and school levels. Evaluation and
monitoring programs should then be more effectively
coordinated and able to be sustained throughout the
implementation process. More importantly, the implementation
structure should be made flexible enough to permit a two-way
commmication system which would accommodate the views and
suggestions of both top management and all other actors
involved, particularly the classroom teachers. Flexibility in
the structure would also create the a&tmosphere needed for
increased commitment and cooperation among the various
participants in the project, which is necessary for the
successful implementation of ecurriculum reforws, Even the
comunities themselves need to be consulted on all proposed
vocational projects to ensure their acceptance before
impiementation commenced.

The Ministry of Labor should establish contacts with both
public sector and private sector employers and encourage
apprenticeships for pre-vocational graduates.

Local tribal chiefs should also be encouraged to release land
for the establishment of farms within the local comunities
to help absorb pre-vocational graduates. This woafd, in turn,
bolster the financial vitality of these comunities.
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(9) Loans should be made available to graduates of regional or

district vocational schools to help them embark upon
individual or group projects. Parents could underwrite or co-

sign such loans.

(10) inter-regional as well as international exports of

agricultural and local industrial goods should be encouraged
to assist in the creation of markets for these graduates.

RESEARCH IMPLICATIONS

The findings raised a nurber of issues for further research.

Among these are:

1.

3.

There is a need for more research into the relationship
between vocational education and development.

The development of an effective method to better and more
vigorously test prevailing suppositions and
theories/ideclogies underpinning vocational education is
necessary.

In view of the changing economic realities and their effects
on white collar workers (white collar jobs not being viewed
as b#ing as attractive as they used to be), authorities
should explore new forms of wvocational training since
Ghanaians now appear to be open to alternative occupations
for a livelihood.
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27 NTTC official No. 1.
28 NTTC document. The New Teacher Education Program, 1987.
29a Training College principal No. 1.
29b Training Colilege principal No. 2.
30 Student-teacher.
31 Program Management Unit official.



B1BL IOGRAPHY

Abernathy, D. Yhe Political Dilemma of Popular Education, Stanford
University Press: Stanford, 1969.

Abrgham, W. E. The Mind of Africa, Weidenfield & Nicholson Pubs.:

London, 1962.

Abrokwa, C. Vocational E ion in Ghana: With ial Ref
to the Junior Secondary School Program, Unpublished MA
Dissertation, Institute of Education, University of London,
England, 1987.

Adams, K. S. & Chen, |. The Process of Fducational Innovation: An
international Perspective, Kogan Page. The UNESOO Press,
London, 1981.

Adelman, 0. & Moris, C. R. " An Econometric of Socio-Economic and
Political Change in Underdeveloped Countries”, in American
Economic Review, 58, Decamber, 1969.

Adu, J. K. Evaluating Junior Secondary Schools in_Ghana.
of international and Comparative Education (DICE),
institute of Education, University of London, 1986.

Ahmed, M. & Coombs, P. H. Attscking Rural Poverty: How Non-formal
Education Can Help. John Hopkins University Press, London,
1974.

(eds). Education For Rural Development: Case Studies
for Planners. Praeger Pubs. New York, 1975.

Almond, G. A. & Coleman, J. liti f Developi »
Princeton University Press, Princeton, 1960.

Altbach, P. G. & Kelly, G. P. (eds). Education and Colonialism.
Longnan, New York, 1978.

Aasderrson, J. The Struggle for the School. Longmnan, Kenya, 1970.

Anderson, C. & Bownan, J. (eds). Education and Economic
Development. Frank Cass & Co. Ltd. Great Britain, 1966.

Anim, N. 0. "The Church and Education in Ghana,” in Scanlon, D.G.

Church, State, and Education in Africa. Teachers College
Press, Colurbia University, New York, 1966.

__________ "“The @nna Experiment in Continuation Schools,” in
Problems ___in _the GQeneralization of an
Mmmmsm Goverrment

326




327
Publishing Corp. Accra, Ghana, 1978.

Apter, D. E. Ghana in_Transition. Princeton University Press,
Princeton, 1973.

Armstrong, R. et al. Case Studies _in Overseas Comwnity
Development. Vol |, Direct Design (Bournemouth Ltd.) England,
197S.

Arrighi, G. & Saul, J. Essays on the Political Econcmy of Africa.
Monthly Review Press, New York, 1972.

Asobayire, P. “Financing Higher Education in Ghana,” in West
Africa. West Africa Publication Co. London, March, 1989,

Babbie, E. Yhe Practice of ial ch. Wadsworth Publication
Co. Belmont, Ca., 1986.

Bacchus, M. K. "Some Observations on Social Structure and Craft
Training "m Econamically Less Developed Countries,” in
Educational Strategies in the Third World: Innovations and
Prospects. Institute for International Cooperation,

University of Ottawa, Canada, 1975.

"structural transformation as a pre-requisite for the

success of nonformal education program in economically less

developed countries,” in Canadian end International
Education, Vol |1 No. 2, 1979.

\hllfred Lu.ner Lhwersity Press, 1960

. "Education for Development in Underdeveloped
Countries,” in Comparative Educstion, Vol. 17 No. 2, 1981.

— _"integration of School and Comunity Learning in
Developing Countries” in Education and Society Vol.1 No. 1,
1983.

institute of sdue.tion, “University of
London, England, 1986.

of Edtmtion, University of Londnn Enaland, 1986 .

. “Educational Developments in Africa-~Challenge for the
Future” Paper presented at the African Awareness Week




328
organized by the African Association of Ablerta, May, 1989.

Education As And. For i i in
nd1an Educat jon QM !g 1895 Unpub1 ished

Manuscript, 1991.

Ball, S. “lmperialism, Soeial Control and the Colonial Curriculun
in Africa,” in Jownal of Curriculum Studies, Vol 15, No. 3,
1983.

Balogh, T. "Catastrophe in Africa,” in Times Educational
Supplement 5th Jan., 1962 and “What Schools for Africa” in
New Statesman and Nation 3rd March, 1962, p. 412 cited in

Bacchus, M. K. of Vocationalization on_the
Political Context. DICE institute of Educati=n, University of
London, 1986.

Baran, P. The Political Economy of Growth. Monthly Review Press,
New York, 1968.

Barton, T, Education in the 0Gold Coast. Nelson & Sons Ltd.,
Ltondon, 1954.

Bassa-Kwansa, K. “Ghana: Inplmtstion by Osmosis -~ the
Contiruation School Program,” in Adams, R. S. & Chen, D.
(eds) The Process of . fmm_m_m
Perspective. Kogan Peye, The UNESCO Press, Paris, 1881.

Batten, T. R. 1 f African 1 , (Third Edition),
Oxford University Press, London, 1960.

Becker, G. Huwan Capital. National Bureau of Econamic Research,
New York, 1964.

Beeby, C. E. The Quality of Education in Developing Countries.
Canbridge, Mass. Haervard, 1966.

Benavot, A. CQurricular Content, Educational Expansion, and
Economic Growth. wWorld Bank, U.S.A., 1991.

Blaug, M. "The Empirical staws of Human Cepital Theory: A
Slightly Jamdwed Survey,” in Journal of Econamic
Litergture, 14 Septenber, 1967.



329

——— .+ Economics of Education: Selected Readings, Penguin
Books, New York, 1968.

. Education and the Employment Problem in Developing
Countries. international Labor Office, Geneva, 1973.

"/ommon Assumptions about Education and Employment,”
S1um/m, J. (ed) Education Dilwmma. Pergamon Press, Worid
Bank, 198¢.

Blunsbran H & Hettne, B. &:;m’«w@\t Theory in Transition: Yhe
mte - -, ""' M m .td., Lm‘, 1“’8\4

Bogdan, R. C. & Biklen, S. K. Qualitative Reuearch for Education.
Allyn & Bacon, Inc. Toronto, 1982.

Boli, J. et al. "Explaining the Origins and Expansion of Mass

Education,™ in Conperative Education Review, Vol. 29 No. 2,
1985.

Borg, W. R. ional R : An Introduction. David McKay Co.
Inc., New York, 1963.

Bourdieu, P. "Cultural Reproduction and Social Reproduction,” in

Brown, R. (ed) Knowledge, Education and Cultural Change.
Tavistock Press, London, 1973.

Bowles, S. & @Gintis, H. Schooling in Capitalist America. Basic
Books Inc. Pubs. New York, 1976.

Bowles S. "Education, Class Conflict, and Uneven Development,” in
Simmons, J. (ed) The Education Dilemma. Pergamon Press, World

Bank, 1980.

Bownan, M. J. et al. Readings in Economics of Education. UNESCO,
1968.

Brandt, W. et al. North-South A Program for Survival,” Reports
z;_ggg. Carbridge, M.1.7T. P:':nss, 198&. fora] :

Bray, M. et al. Education and Society in Africa. Arnold Edward

Pubs. Ltd., London, 1986.

Bude, U. "The Adaptation Concept in British Colonial Education,”
in Conparative Education, Vol. 19, No. 3, 1983.

Busia, K. A. Purposeful Education for Africa. The Hague: Moncton &
Co., 1964,



330

Callaway, . Educational Planning and Unenployed Youth. UNESCO,
Paris, 1971.

Cardoso, F. H. “Dependency and Development in Latin America,” ir
New Left Review 74, July-August, 1880

Carnoy, M. (ed). Schooling in a Corporate Society. McKay David Co.
inc., New York, 1972,

Carnoy, M. Education as Cultural Inperialism. McKay David Co.
inc., New York, 1974.

. "Can Education Alone Solve the Problem of
Unemployment?” 4, Simmons, J. {ed) The Education D1ilemwa/
Pergamon Press, World Bank, 1980.

Castetter, W. B. Developing and Defending a Dissertation 1.
Center for Field Studies, Qraduate School of Education,
University of Pennsylvania, 1980.

Cheru, F. devel and 1 in K
School-leavers in _a Peri al italist Political
University Press of America, Langham, 1987.

Chin-Aleong, M. "Vocational Secondary Education in Trinidad and
Tobago and Related Evaluation Results.” In Lauglo, J. &
Lillis, X. (eds) Vocationalizi E: tion. Pergamon Press,
Oxford, 1988.

Clignet, R. "Education and Employment after independence.” In

Sinmons, J. (ed) The Education Dilemma. Pergamon Press, World
Bank, 1980.

Collins, R. The Credential Society. Academic Press, New York,

1979.

Conmorwealth Secretariat. m__w
Per: ive R t_of
and National Service Held m Acerg. ggu_g London, March,
1975.

. "Innovation in Technical & Vocational Edmtmn &
Tram'mg in Island Development & Other D1sadvantaged Sta

in of a ith_Carri
Nassau, 1982.

Coombs, P. H. Id E ion Crisis: A lysis. OUR,
Oxford, 1968.

. 1d isis _in jon: i f



331
Eighties. OUP, New York, 1985.

Coulston, R. (ed). Afri Socialism in _Practice: The Tanzanian
Experience. Spokesman, Nottingham, England, 1979.

Court, D. "The Education system as a Response to inequality in
Tanzania and Kenya,” in Barkan, J. D. (ed) Politics and
Public Policy ip Kenya and Tanzania. Praeger, London, 1972.

(ed). “Dilemmas of Development: The Village Polytechnic
Movement as a Shadow System of Education in Kenya,” in

Education, Society and Development ~ New Perspectives from
Kenya. OUP, Nairobi, Kenya, 1974.

Cousins, A. N. et al. Urban Life -~ The Sociology of Cities and
Urban Society. John Wiley & Sons Inc. New York, 1979.

Cowan, G. L. et al. Education and Nation-Building in Africa.
Praeger Pubs. New York, 1966.

Cross, A. A. (ed). Vocational iInstruction. American Vocational
Association Inc. Virginia, USA, 1980.

Cuming, C. E. Quviculun Costs: Vocational Subjects. Dept. of
International & Comparative Education Institute of Education,
University of London, London, 1986.

Qmming, C. E. & Lauglo, J. Reflection on an Evaluation i i
Wor 1d Education. DICE, Institute of Education, University of
London, London, 1986.

Curle, A. Educational Strategy for Developing Societies. Tavistock
Pubs. London, 1963.

Dallin, P. Limits to Educational Change. The Macmillan Press,
London, 1972,

Decker, L. E. Foundations of Comunity Education. Pendell Pub.
Michigan, USA, 1972.

Denison, E. i in i
Comittee for Economic Development, Washington, 1962.

Denzin, N. K. The Research Act: A Theoretical introduction to
Sociological Methods. McGraw Hill, New York, 1978.

Dewey, J. The School and Society. University of Chicago Press,
Chicago, 1915.

. Democracy and Education. Collier Macmillan Press, New




332
York, 1966.

Dodd, W. A. Education and Self-Reliance in Tanzania. Teachers
College Press, Colurbia, 1969.

Dompreh, C. Changing Patterns in Ghana's Education. Unpublished
M.Ed. Thesis, Dept. of Educational Foundations, University of
Alberta, Edmonton, 1968.

Dore, R. The Riplama Disease. University of California Press,
Berkeley, California, 1976.

1906-1960. University of Massachusetts Press, USA, 1973.

Duvont, R. False Start in Africa. Praeger Publishers, New York,
19“.

Fage, J. An_introduct.ion to the History of West Africa. Cambridge
University Press, Carbridge, 1962.

Fagerlind, |. & Saha, L. Education and National Development: A
Comparative Perspective. Pergamon Press, London, 1983.

Firestone, W. A. "Meaning in Method: The Rhetoric of Quantitative

and Wualitative Research”, in Educational Research Vol. 16
No. 7 2.

Foster, P. Education and Social Change in_Ghana. University of
Chicago Press, Chicago, 1965.

———+ "the Vocational School Fallacy,” in Anderson, C. &

T Bowman, J. (eds) Education and Economic Development. Frank
Cass & Co. Ltd. Gt. Britain, 1966.

Frank, A. G. Capitalism and Underdevelopment in Latin America
Monthly Review Press, New York, 1967.

Fullan, M. The Meanina of Educational Change. OISE Press, Ontario,
Canada, 1982,

Gallart, M. A. izati f T ical | in
Argenting. DICE, Institute of Education, University of
London, London, 1986.

Gardner, R. "Work-orientations in non-technical schools aurricula:

A review of experience with pvtwular r-efm to M md
Papua New Guinea.” : 01 Joge

Preceptors. University oft.nntbn 1885 ‘




333

George, B. S. Education in Ghana. U.S. Dept. of Health, Education,
and Welfare, USA, 1976.

Ghana. "Social, Economic, Political and Educationa! Development in

Ghana." Euroba World Yearbook, Vol. 1, Europa Pubs. Ltd.,
London, 1989.

Ginzberg, E. Manpower for Development: Perspective on_ Five
Continents. Praeger Pubs., New York, 1971%.

Graham, C. K. The History of Education in Ghana. Frank Cass & Co.
Ltd., Londor:., 1971.

Gross, N. et al. implementing Organizational Innovations. Harper &
Row, New York, 1971.

Quggisberg, F. C. The Keystone. Simpkin, London, 1924.

Gumbo, S. D. Vocational Gurriculun  in Zimbabwe - An Evaluation
Perspective. DICE, ULIE, London, 19886.

Qustafsson, |. Diversified Secondary Education in Botswana and
Zirbabwe. DICE, ULIE, 1986.

F for jon_ wi jon: A

_ngm_%g&x SIDA, 1985,

Haddad, W. D. "The VIorldMsEMwnSecw PohcyPaper
Stmy'in and | jonal ion, Vol. 1
1, 1983.

Hallack, J. C. Education, Work and Ewployment. UNESCO, Paris,
1980.

Halloran, J. Attitude Formation and Change. Leicester University
Press, England, 1967.

Halpin, A. ‘'Change and Organizational Climate,’ in Joumnal of
Educational Administration, Vol. vV, No. 1.

Hauf, et al. "Education: An Obstacle to Development?" in
Comparative Education Review 18, No. 1, 1974,

Hanson, J. W. & Brewbeck, C. S. (eds). Education and the
Develooment of Nations. Holt & Winston, New York, 1966.

Harbison, F. "The General Problem of Unemployment in Newly
Developing Countries,” in Sheffield, J. F. (ed) Education,
Evolovment and Rural Development. Praeger, New York, 1976.



334

Harbison, F. & Myers, C. A. Education, Manpower and Economic
Growth Strategies in Hunan Resource Development. McGraw Hill,
New York, 1964.

Harrison, P. The Third "orld Tomorrow. Penguin Books, Middlesex,
1980.

Havelock, R. Planning for Innovations - A Comparative Study of
Literature on the Dissemination and Utilization of Scientifie
Knowledge. Center for Research on Utilization ov Scientific
Knowledge, Ann Arbor, Michigan, 1969.

. A _OGuide to Innovation in Education. University of
Michigan, Amn Arbor, 1970.

Havelock, R. & Huberman, M. Solving Educational Problems. UNESCO,
1977.

Hawes, HW.R. ‘'Administrative Implications of Curriculum Change~

Nigeria 1971, in West African Journal of Education. XVi (1),
1972.

. 'Role of Teachers' Groups and Centers in Developing

Countries’ in Ankrgh Dove, L. (ed) Teachers Groups and
Centers in Developing Countries. ULIE, London, 1977.

. Curriculun _and Reality in African Primary Schools.
Longtan, Harlow, 1979.

Hawes, H.W.R. et al. Education Priorities and Aid Responses in
Sub-Saharan Africa. ODA, ULIE, London, 1986.

Heyman, R. "The Initial Years of Jeanes School in Kenya 1924~

1931.” In Lyons, C. H. (ed) Essays in the History of African
Education. iInstitute of International Studies, Colunbia
University, 1970.

Heyneman, S. P. "Producing Textbooks in Developing Countries” in
Financing and Development. World Bank Quarterly Magazine,
March, 1990.

Hickey, H.W. et al (eds). The Role of the School in Community
Education. Pendell Pub., Michigan, 1969.

Hilliard, F. H. A_short History of Education in British West
Africa. Nelson, England, 1957.

Hirst, P.H. & Peters, R. 5. The Logic of Education. Routledge &
Kegan Ltd., London, 1970.



335

Home Front Magazine. Ghana's Success Story. Vol, 9, No. 1, March,
1990. Information Services Dept. Accra, Ghana.

Hoselitz, B. F. et al. Theories of Economic Growth. The Free
Press, Glencoe, 111., 1960.

Howard, R. Colonialism and Underdevelopment in Ghana. Croom Helm,
London, 1978.

Hoyle, E. "How does the curriculum change?' Journal of Curriculum
Studies, Vol. 1, No. 3, 1969.

Huberman, A. Understanding Change in Education = An_Introduction.
UNESCO, Paris, 1973.

Huwn, C. J. The Limits and Possibilities of Schooling. Allyn &
Bacon, Inc., Newton, Mass., 1985.

Hurst, P. "ldeas into Action.’' EDC Occasional Papers, No. 1. ULIE,
London, 1981.

. "Aid and Educational Development: Rhetoric and
Reality”. Comparative Education, Vol. 17, No. 2, 1981.

. "implementing Educational Change - A Critical Review of
the Literature.” EDC_Occasional Papers No. 5, DICE, ULIE,

London, 1983.
Hyman, H. et al. Inducing Social in Developing Coamunities:
An _International Survey of Expert Advice. UN Research

Institute for Social Development, 1967.

IDRC Report. "Evaluating Ghana's Junior Secondary School Project.”
IDRC, Ottawa, Canada, 1986.

ikejiani, 0. et al. Nigerian Education, Lognmans of Nigeria Ltd.,
1964.

ILO. Rural and Urban Training in Africa. ILO, Geneva, 1988.

. Yearbook of Labor Statistics -  1945-89, ILO,
Switzerland, 1990.

. Bulletin of Labor Statistics, ILO, Switzerland, 1990.
IMF. Qovernment Finance Statistical Yearbook. IMF, 1989.

irrizary, R. "Overeducation and Unemployment in the Third World:
The Paradoxes of Dependent Industrialization,” in Comparative
Education Review, Vol. 24, No. 3, 1980.




336
ishumi, A. F. The Urban Jobless in Eastern Africa. Scandinavian
institute of African Studies, Uppsala, 1984.
Jencks, C. et al. Ineqguality. Basic Books, New York, 1972.
Jick, T. D. "Mixing Qualitative and Quasiitative Methods:
Triangulation in Africa,” in Administratici. Science
Quarterly, Dec. 24, 1979.

Jones, T. J. (ed). Education in_Africa. Phelps~Stokes Fund, New
York, 1922,

Killick, T. Development Economics _in Action: A Study of Economic
Policies in Ghana. St. Martin’s Press, New York, 1978.

King, K. The African Artisan: Education and the Informal Sector in
Kenya. Teachers College Press, New York, 1977.

. "Evaluating the Context of Diversified Secondary
Education in Tanzania,"” in Lauglo, J & Lillis, K. (eds).
Vocationalizing Education. Pergamon Press, Oxford, 1988.

“The New Politics of Job Training and Work Training in

Africa.” International Journal of Educational Development,
Vol. 8, No. 3, 1988.

Kogan, M. The Politics of Educational Change. Fontana Books, 1978.

Krassowski, A. Development and the Debt Trap: Econamic Planning
and External Borrowing in Ghana. Croom Helen, in association
with ODI, London, 1974.

tauglo, J. Practical Subjects in_Kenyan Academic
Schools: General Report. SIDA, 1985.

. Vocational Training in Tanzania and the Role of Swedish
Support. SIDA, 1990.

Laugio, J. & Narman, A. Diversified Secondary Education in Kenya:
The Status of Practical Subjects and their Uses After School.
DICE, W.IE, London, 1986.

Lauglo, J. & Lillis, K. (eds). Vocationalizi jon:
international Perspective. Pergamon Press, New York, 1988.

Lerner, D. The Passing of the Traditional Society. The Free Press,
New York, 1962.

Lillis, K. & Hogan, D. "Dilemmas of Diversification” in



337

Conparative Education Vol. 19, No.1, 1983.

Lillis, K. "The Growing Ilmportance of the Vocational School?
Problems Associated with Micational Education in Developing
Countries.” In Educstions! ¥lsmning in Developing Countries.
Hetland, A. & Ishumi, #.0.4. (eds). Almgvist & Wiksell,
Stockholm, 1984.

. "Financing Comunity Education in Kenya.” In
Conperative and International Education, Vol.5, No. 1, 1985.

Lewis, A. The Theory of Economic Growth. Allen and Urwin, London,
1955.

Livingstone, D.W. "Crisis, Classes and Education Reform in
Advanced Capitalism,” in Social Crisis and Schooling.
Garamond Press, Toronto, 1985.

Leys, C. “The Overdeveloped Post-Colonial State: A Re-evaluation.”

Review of African Political Economy. January-April, 1976.
Maanen, V. J. litative logy, Gage, Beverly Hills, 1983.
Marklund, S. _Integration of School and World of Work. DICE, ULIE,

London, 1986.

Mason, R. J. British Education in Africa. OUP, London, 1959.

McCain, J.A. Higher Education in Ghana: Implications for the
Future. State University of New York, Brockport, 1974.

McWillian, H.0.A. & Kwamena-Poh, M. A. The Development of
Education in Ghana. Longmans, London, 1975.

Middleton, J. et al. Making Vocational Training Effective. World
Bank, 1990.

Morna, C. L. "An Exercise in Educatioral Reform -~ The Jmior
Secondary School Program in Ghana,” in Africa Report,
Novenber-Decerber, 1989.

Morrison, D. Education and Politics in Africa: The Tanzanian Case.
Heinemann, London, 1985.

Neave, G. Poli R : ing Perceptions and Priorities
in the Vocational Training Policy of the E.F.C. Conmission.
DICE, UWLIE, London, 1986.

Nyerere, J. K. Freedom and Socialism. Dar es Salam, OUP, 1967.



338

. Education for Self-Reliance. Arusha, Longmens Tanzania
Ltd', 19&.

Cbe, A. "Wage Packet Blues” in West Africa May 1989. West Africa
Pubs. Co., London, 1989.

0'Dell, F. Recent Sovist Vocational Policies. DICE, ULIE, London,
1986.

OECD. Youth Unewployment: The Causes and Consequences. 0ECD,
Paris, 1980.

Okafor, F.C. The Philosophy of Education. Brunswick Pub. Co.,
Virginia, 1981.

Okpete, R. K. The__Teacher Education Qurriculum: implications of
Pre-vocational School Innovation. DICE, ULIE, London, 1986.

Onimode, B. Imperialism and Underdevelopment in_Nigeria: The
Dialectics of Mass Poverty. Zed Press, 1982.

Oxenham, J. What Do Employers Want From Education. DICE, ULIE,
London, 1986.

Parsons, R. Structure and Process in_Modern Societies. The Free
Press, New York, 1960.

Psacharopoulos, G. Curiculun__ Diversification, Cognitive
Achievement and Econamic Performance: Evidence Fram Columbia
and Tanzania. World Bank, 1985.

Quansah, E. "Crisis in Ghanaian Education,” in West Africa,
October, 1989, West Africa Productions Co., London, 1989.

Ray, S. & Sacheti, A. K. Vocationalizing Education in india. DICE,
ULIE, London, 1986.

Read, M. Education and Social Change in Tropical Areas. Nelson &
Sons Ltd., London, 1955.

Riddell, R. Education for Enployment: From Rhodesia to Ziwbabwe.
CIIR, London, 1980.

Roberts, K. School Leavers and Their Prospects. Open University
Press. Milton Keynes, England, 1984.

Rodney, W. How Europe Underdeveloped Africa. Tanzania Printing
House, Dar es Salaam, 1972.

Rogers, E. & Shoemaker, F. Camunication of Innovations: A Cross-



339
Cultural Approach. Free Press, New York, 1971.

Rohrs, H. (ed). Vocational and General Education in Western
Industrial Societies. Symposium Bocks Ltd., London, 1988.

Rowley, C.D. The Politics of Educational Planning in Developing
Countries. UNESCO, |IEP, 1971.

samoff, J. Tanzania: Local Politics and the Structure of s
University of Wisconsin Press, Madison, 1974.

Saunders, M. The Technical and Vocational Education lnitiative:
Enclaves in British Schools. DICE, ULIE, London, 1986.

“uwyerr. A. "Cost-Recovery Costs” in West Africa February, 1987.
Wegt Africa Pub. Co., London, 1987.

scanlon, D. G. (ed). Church, State and Education in Africa.
Teachers College Press, Coluwbia University, 1966.

Schultz, R. "Investment in Human Capital,” in American Economic
Review 51, 1961.

Sinmons, J. (ed). The Education Dilemma. World Bank, 1980.

Taylor, A. (ed). Educational and Occupational Selection in West
Africa. OUP, London, 1962.

Taylor, E. An Organizational Approach to the Analysis of Problems
Affecting Education and Manpower Planning in Ghana. Bonn-Bad

Godesber: Berlag Neue Cresellschaft GMBH, 1974.

Thompson, A. R. E jon _and Devel t _in Africa. Macomillan
Press Ltd., London, 1981.

Thurow, L. C. "Education and Economic Equality,” in The Public
interest 28, 1972.

Todaro, M. P. Economic Development in_the Third worid (3rd
Edition). Longnan, New York, 1985.

. "™he Influence of Education on Migration and
Fertility,” in Simwons, J. (ed) in The Education Dilewm.
world Bank, 1980.

. : of Ministers of tion of Afri
countries in Addis Ababa. UNESCO House, March, 1962.

. Statistical Yearbook: 1984-1990. UNESCO, France, 1990.



340
Ward, W.E.F. A History of Ghana. Allen & Unwin Ltd., London, 1948.

Weis, L. Schooling, Attitudes and Modernization: The Case of
Ghana. Council on international Studies, State University of
New York, Buffalo, No. 114, 1976.

Woodhall, M. Review of Studemt Support Scheme in Selected OECD
Countries. OECD, Paris, 1978.

woodhall, M. & Psacharopoulos, G. Education for Development. World
Bank, 1985.

World Bank. Education Sector Working Paper, 1974. World Bank,
Washington, D.C., 1974.

. World Development Report: 1988-1990. World Bank,
Washington, D. C., 1990.

. Ghana: Policies and Program for Adjustment. World Bank,
USA, 1984.

———— . Finance and Development. March, 1990, World Bank
Quarterly, USA, 1990.

. Vocational and Technical Education and Training: A
World Bark Policy P May., 1991. World Bank, Washington,
D. C., 1991.

Wright, C. Curriculum Diversification Re-examined: A Case Study of
Sierra Leone. DICE, UWLIE, London, 1986.

Yeboah-Afari, A. "Credit to Tenacity: Quantitative Assessment of
the New Educational Program in Ghana,” in West Africa, March,
1989, West Africa Pubs. Co., London, 1989.



OFF ICIAL DOCUMENTS ON GHANA

Accelerated Development Plan for Education. Accra: Goverrment

Press, 1962,
Blueprint of our Goal, Osagvefo launches 7-year Development Plan.

Accra: Ministry of Information and Broadcasting, 1964.
Education Act, 1961. Accra: Goverrment Printing Dept., 1961.
Education Report: 1960-62. Accra: Government Printing Dept., 1963.

Second S5-year Development Plan, 1953. Accra: Goverrment Printer,
1964,

7-year Development Plan, 1963/64-1969/70. Accra: Ghana Information
Services, July, 1960.

Ten Great Years: 1951~-60. Accra: Ghana information Services, July,
1960.

Report of the Education Camittee, 1968 MOE, Accra, 1968.

Ministry of Education. The New Structure and Content of Education.
MOE, Accra, 1974.

. Thi You to_ Know About the Junior
School Proaram. Nsamankow Press, Accra, 1987.

. The Education Reform Progrem: Proposed Curriculum for
JSS. MOE, Accra, 1987.

—— . Comments on the Report of the Sub-committee on JSS &
Senior Secondary School Curriculum. MOE, April, 1989.

. Overview of Policy lwplementation and Projections for
the Educational Reform Proaram at Basic and Senior Secondary
Levels. MOE, Accra, 1989.

. The FEducational Reform Program: Policy Guidelines on
JSS and Senior Secondary Education. MOE, Accra, 1987.

. JImplementation of the JSS Program: _Phase 1.
MOE/NPCISR, February, 1990,

. The Current School System and the JSS Program. MOE,
Accra, 1987,

. Speech by Secretary for Education “The JSS Program and




342
You: Government and Conmunity Responsibilities™. MOE, Accra, 1987.
. Speech by Assistant Director (Amasaman) at the Opening

Ceremony of a Course on Continuous Agsessment for Primaty
School Teachers, May 1991. GES Amasaman District, Amasaman.

. Projected | in JSS and Senior Secondary for
Examination Purposes: 1987-1999. MOE, Accra, 1990.

. List of JSS Eauipment: Description and Qugntity, PMU
No. 102145, MOE, Accra, 1991.

. Policy on Teacher Education and the JSS Program. MOE,
Accra, 1988.

. Nuvber of Schools and Erwollments: Primary, Secondary,
Vocational and Universities Ghana, Education Service, Accra,
1990.

. Nuvber of Teachers in Primary and Secondary Schools.
GES, Accra, 1990.

Nurber of Junior Secondary Schools and their
nrollmnts by Region. GES, Accra, 1990.

. The Junior Secondary School Curriculum: Courses,
Examinations and Timetables. GES, Accra, 1990.

. The JSS Curriculum. CRDD, Accra, 1987.

. JSS Teachers: General & Vocational. MOE, Accra, 1990.

National Teacher Training Council (NTTC). The New Teacher Training
Curriculum. NTYC, Accra, 1987.

Ministry of Local Goverrment. The Decentralization Policy-~
District Responsibilities. MG, Accra, 1989.

Daily Graphic Newspaper. Ministry of Education - Junior Secondary
School Final Year Examinations Results, 1990. Daily Graphic
Corp. GPO, Accra, December 20, 1990.

UNITED KINGDOM: COLONIAL OFF ICE REPORTS

Annual_Report on the Gold Coast. H.M.S.0. 1948 and 1950.

Education for Citizenship in Africa. No. 216 H.M.S.0., London,
1948,



343

Memorandum on _Education Policy in British Tropical Africa. ond.
No. 2347, London, H.M.S.0., 1925.

Report of _the Commission on Higher Education in West Africa. omd.
6655, London, H.M.S.0., 1945,

Study of Educational Policy and Practice in British Tropical
Africa: Working Paper. Colonial Office, 1951.

African Education: A Study of Educational Policy and Practice in
British Tropical Africa. The Nuffield Foundation, London,
1953.

Kay-Shuttleworth. Brief Practical Suggestions on the Mode of
Organizing and Conducting Day-Schools of Industry, Model Farm
Schools, and Normal Schools, as part of a System of Education
for the Coloured Races of the British Colonies. C0318/138
039311 Privy Council Office, Whitehall, London, January 6,
1847,




APPENDIX A



345
INTERVIEW GUIDE A
interview Guide A was used to collect data from the following

respondents in Ghana, who were most familiar with the rationale
and goals of the Junior Secondary School program.

1. The Deputy Secretary for School Ecucation - Ministry of
Education.

2. The Director-General - Ghan: Educatior Service.

3. JsS Officials - MOE & GES.

4 Regional Directors - GES.

5. District Assistant Directors - GES.

6. District Coordinators.
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INTERVIEW GUIDE A

A.1 What factors led to the introduction of the JSS program?
A.2 ‘hat are the official goals of the Program?

A.3 |s the JSS program a pre~vocational education? If no, what is
it?

A.4 In you opinion, what are the advantages/disadvantages of the
JSS program compared with the former middle school course?

A.5 How is the implementation of the JSS program being carried
out at the national, regional, district and school levels?

A.6 What are the responsibilities of the various officers
involved in the implementation of the program?

A.7 what problems (if any) have so far been encountered with the
implementation strategy and how are they being solved?

A.8 What is the total nuvber of Junior Secondary Schools in the
country? What is their enroliment?

A.9 How many teachers (academic and vocational) are there in the
Junior Secondary Schools?

A.10 How are vocational teachers recruited for the Junior
Secondary Schools?

A.11 What is the minimum salary of a trained JSS teacher and a JSS
vocational instructor? If there are pay differentials between
the two categories of teachers, wWhy is this the case?

A.12 Who designed the JSS curriculum? What Problems (if any) do
you have with the curriculun and how are they being solved?

A.13 What type of vocational equipment is used in the Junior
Secondary Schools? Were these imported,from which country?
what was the total or unit cost of the vocational equipment?

A.14 How are equipment and resources distributed among the Junior
Secondary Schools? Do you have any problems with the
distribution system? If yes, what are they and how are they
being solved?

A.15 What is the nature of the final year JSS examinations? How
will the examinations be conducted?

A.16 What percentage of the JSS graduates is expected to move into
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the Senior Secondary level each year? what is the minimum
qualifying grade? How many Senior Secondary Schools are there
in the country at present? Are there any plans to increase
this nurber in the near future?

A.17 Are there any central government plans directed at expanding
the economy to absorb those JSS graduates unable to advance
to the Senior Secondary level? If not, why?

A.18 How is the JSS program being financed? Are there any external
agencies involved in the financing? If so, who are they and
what is the total contribution of each agency?

A.13 What is the estimated total cost of implementing the program,
and how much of this cost is being borne by the central
government?

A.20 What is the total expenditure incurred on the program since
19872

A.21 Do you think the JSSP is more or less expensive to finance
than the former middle school course? If more expensive, what
do you think are the contributing factors?

A.22 vhat other comments or suggestions do you have concerning the
implementation of the JSS program which have not been covered
in this interview?
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INTERVIEW GUIDE B
interview GQuide B was used to collect data from the following

respondents in Ghana responsible for employing school-leavers and
keeping employment/unemployment records.

1. Director, Department of Employment - Ministry of Labour and
Social Welfare.

2. Deputy Director, Department of Employment.
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INTERVIEW GUIDE B

What have been the employment/unemployment rates (in figures)
of the country since 19807

How many Jjob positions are currently available for job
seekers?

How many school graduates join the labor force each year?
What type of work do school-leavers look for and why?

The new JSSP, it is said, will equip students with pre-
vocational skills. Do you think this will provide them with
job opportunities in the economy? If yes, which sector of the
economy and what kind of jobs?

In you opinion, are school-leavers, interested in rural jobs
such as farming? If not, what do you think are the reasons
for this? Do you think the JSSP could alter this attitude by
providing agricultural courses in the schools?

Are there any plans by the goverrment or your department to
develop rural programs aimed at absorbing the JSS graduates?
if yes, what are these plans and what type of jobs would be
involved?

How would you like to see unemployment among school-leavers
solved?

What other conments or suggestions do you have concerning
employment/unemplioyment and the JSSP which have not been
covered by this interview?
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INTERVIEW GUIDE C

Interview Guide C was used to collect data from the following
respondents in Ghana responsible for designing, monitoring and
evaluating the JSS curriculum.

1. Director ~ Curriculun Research and Development Division
(CRDD) .

2. Deputy Director - CROD.

3. Subject Officials - CRDD.

4. Evaluators - CRDD.
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INTERVIEW GUIDE C

C.1 What is the JSS program? What are its goals?
C.2 What is the structure and composition of the CRDD?

Cc.3 Did the CRDD consult with other institutions, such as the
National Teacher Training Council (NTTC), in the planning of
the JSS curriculum? If not, why?

C.4 What is the nature of the JSS curriculum?

C.5 Are there any regional or district level differences in the
curriculun? If so, why, and what are the differences? What do
you think are the effects of these differences on the school
level implementation of the curriculum?

C.6 Wnhat implementation strategy has the CROD adopted regarding
evaluation and monitoring of the curriculum in the schools?

C.7 How many courses form the JSS curriculum? What are they and
which ones form the vocational courses?

C.8 What types of equipment and resources are demanded by the
curriculum and how are they distributed among the schools? Do
you find any problems with your distribution system? If so,
what are these problems and how are they being solved?

C.9 How will the final year JSS students be examined? What
certification will be awarded?

C.10 what do you think are the advantages/disadvantages of the JSS
curriculum compared with the former middle school curriculum?

C.11 In terms of financing, do you think the JSSP is more or less
expensive than the former middie school course (i.e. cost of
curriculum materials and equipment)? If more expensive, what
makes it so?

C.12 How do you think the cost of implementing the JSSP could be
reduced with regard to curriculum requirements?

C.13 What have been the major problems facing the CRDD with the
implementation of the JSS curriculum since 19877 How do you
think such problems could be solved?

C.14 What other comments or suggestions do you have concerning the
general implementation of the JSSP, particularly the
curriculum, which have not been covered by this interview?
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INTERVIEW GUIDE D

interview Guide D was used to collect data fram the following
respondents in Ghana responsible for producing teachers for the
primary and junior secondary schools.

1. The Chairman - National Teacher Training Council.

Deputy Chairman - NTTC.

Teacher Training College Principals.

P w0

Student-teachers.
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INTERVIEW GUIDE D

What is the total nurber of teacher training colleges in the
country and their enroliment? Do you think the nuvber of
colleges is adequate in terms of teacher development and
supply for the Junior Secondary Schools? If inadequate, how
is the situation affecting implementation of the Program in
the schools?

Of the total number of teacher colleges in the country, how
many are producing vocational teachers for the Junior
Secondary Schools? What is their total enrolliment?

What existing facilities, such as resources, teacher-
trairers, fund, etc., do the training colleges have in their
efforts to produce teachers for the Junior Secondary Schools?

is the teacher training curriculum diversified to include
vocational courses studied in the Junior Secondary Schools?
If not, why?

What are the minimm academic/vocational requirements of
student-teachers?

What are the major problems (if any) facing the teacher
colleges with regard to training teachers for the Junior
Secondary Schools? How are these problems being solved?

What other conments or suggestions do you have concerning
teacher educa’.ion and the USS program which have not been
covered by this interview?
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INTERVIEW GUIDE E
Interview Guide E was used to collect data fram the following
respondents in Ghana responsible for implementing the Junior
Secondary curriculum at the school level.
1.  Junior Secondary School Headmasters.

2. JSS Teachers.
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INTERVIEW GUIDE E

what do you think are the main objectives of the JSSP? Is it
a pre-vocational education?

Were the headmasters given initial administrative training
before the natiorwide implementation of the program in 1887?
If not, how do you think it has affected implementation of
the program in the schools (e.g. you school)?

what are you coonments and suggestions on the subject of
adninistrative training?

How do headmasters coordinate with the district, regional,
and national level administration? what are some of the
problems (if any) involved?

How is the program monitored and evaluated at the school
level, and by whom? (f evaluation is being conducted by
headnasters, have you been trained to do so? If not, what are
your caments and suggestions with regard to this issue?

what type and nurber of vocational equipment resources have
been distributed to your school? Do you think this allocation
is adequate? if not, why, and how do you think the problem is
affecting the implementation of the vocational component of
the JSS curriculum? Have you incurred any problems with the
equipment and resources distribution system? (If you have,
what are these problems and how do you want them solved?

Which courses comprise the JSS curriculum in your school? Do
you have any problems with the national JSS timetable
provided by the Ministry of Education? If so, how would you
1ike such problems solved?

How many teachers do you have on your staff? How many of this
number have vocational background?

What is the nature of the JSS final examinations? Do you have
any comments or suggestions about the examination policy
effected by the Ministry of Education?

what has been the annual expenditure of your school since
19877 Have the expenditures been increasing or decreasing? {f
increasing, what do you think are the main reasons for this?

Do you find problems with the general financing of the
program as a whole and in particular at the school level?

What are the major problems facing you and your staff in your
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effort to implement the program in your school?

E.13 What other comments or suggestions do you have regarding the

implementation of the JSS program at both the national and
the school level?



APPENDIX F

361



362
INTERVIEW GUIDE F

Interview Guide F was used for collecting information from the
following respondents in Ghana responsible for supervising the
decentralization program, including the provision of education in
the districts.

1. Director - Ministry of Local Government.

2. Deputy Director -~ Ministry of Local Goverrment.

3. Chief Public Relations Officer - Ministry of Local
Government.
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INTERVIEW GUIDE F

What are the rationales behind the government's
decentralization policy?

How does this policy affect the general provision of basic
education in the country, particularly with the
implementation of the JSS program?

Will the district goverrments receive central government
support (e.g. funds, teachers, equigient and resources) in
providing basic education for their cammgities? if yes, what
is the annual educational grant allocstidi %o each district?

what other comments or suggestions do you have concerning the
government decentralization policy and the development of
education, in particular basic education?
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July B.E.C.E. 1990|THE WEST AFRICAN EXAMINATIONS COUNCIL

Life Skills GHANA

(1 3/4 hours) Basic Education Certific ..e Examination
LIFE SKILLS

E

Each question is followed by four options lettered A to D. Find
out the correct option for each question and shade in pencil on
your answer sheet the answer space which bears the same letter as
the option you have chosen. Give only one answer to each question.

1.

When planning meals, it is very important to use

A. carbohydrate food groups.
B. fatty food groups.

C. the six food groups.

D. protective food groups.

Liquid diet for sick people should contain plenty of

carbohydrates.
calcium.

proteins.

minerals.

PORF

Fresh tomatoes are best kept

A. in a cool place.
8. in a covered bowl.
C. on the floor.

D. in a cupboard.

The most important factor to consider when choosirg a place
for an industry is

A. land.
B. capital.

C. transport.
D. raw materials.

Going to the market with a 1ist of the things to be bought,
helps one to

A. compare prices.
B. buy wisely.

C. buy anyhow.

D. buy cheap things.

The simplest method of cooking is
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3e6

baking.
boiling.
arilling.
roasting.

vom>

A well ventilated room is

A' MQ
B. cold.
C. airy.

D. davwp.
The commonest cleaning agent is

A. Omo.

B. water.
C. wood ash.
D. Key soap.

what is the best way to dispose of rubbish?

A. Throw it behind the house
B. Leave it for animals to eat
C. Bury it in the ground

D. Burn it in the house

A thimble is worn when one is

A. stitching with a needle.
B. threading a needle.

C. cleaning a sewing machine.
D. cutting out materials.

-

SOURCE: Ministry of Education, Accra, July 1990.
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THE WEST AFRICAN EXAMINATIONS COUNCIL

CALABASH ART GHANA
(1 3/4 hours) Basic Education Certificate Examination
- CALABASH ART
e Y

1.  Which of the following statements is true?

A.
B.
C.
D.

A gourd is a type of calabash.

A gourd is prepared from a calabash,
A gourd is used to make a calabash.

A gourd is another name for calabash.

2. When gourds are joined together to make an object it is known

as

A. gourd designing.
B. gourd construction.
C. gourd preparation.
D. gourd decoration.

3. One suitable use of a calabash is to

A. decorate a room with it.

B. keep pens and pencils in it.
C. keep snuff in it,

D. wear it on the head.

4. wWhich of the following is a musical instrument made with

gourds?

A. Gong-gong

B. Flute
C. Guitar

D. Xylophone

5. A farmer would use a gourd for

A. keeping tools.

B. harvesting crops.

C. carrying foodstuffs.
D. storing water.

6. When a calabash is cracked, it

A. must not be used anymore.

B. should be used for decoration.
C. can be repaired by stitching.
D. should be repaired by giuing.
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When we serve our visitors with water in calabashes it is a
way of

A. saying thank you to our visitors.
B. remembering our ancestors.

¢. maintaining our culture.

D. greeting out visitors.

Calabash work will continue in Ghana if only we would

A. grow more gourds.

B. decorate our calabashes.

C. repair cracked calabashes.

D. sell more gourds to other countries.

which of the following is a tool for drawing lines on a
calabash?

A. Stencil
8. Sprayer
C. Nail
D. Saw

A scraping tool must have a

A. pointed end.

8. broad end.

C. round end.
D. soft end.

SOURCE: Ministry of Education, July, 1990, Accra.
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In case of reply the
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Your Ref. Na.

REPUBLIC OF GHANA
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Ministry of Education
Ministry Branch Post Office
P. O. Box M. 45

Accra

19th March, = .. 1990

This is to introduce Mr. Clemente Abrokwa who is currently
studying for his doctoral degree at the Department of
Educatiomal Foundations cf the University of Alberta,

Canada.

He has obtained approval to conduct field research on
analysis and Evaluation of the Junior Secondary School

Programme.

We expect that you will give every assistance required.
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