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ABSTRACT

Researchers and  educationists have stipulated that community
participation in education is an invaluable tool in promoting quality education in
localities across countries. This study therefore used this as a base to measure
important aspccts of community participation in education. The purpose of the
study was to examine the state of community parlicipation in education in the
Akatsi District of the Volia Region of Ghana.

The study was a descriptive survey. In all 39 schools and their
communitics were covered in the study. A total of 285 respondents were selected
using purposive and simple random sampling technigues. Descriptive statistics
was used 1o analyse the data. Three sets of questionnaires were used: one for the
headteachers and teachers which had a reliability coefficient of .8270, one for
community members which had a reliability coefficient of .7480, and the other for
the district education officers which also had a reliability coefficient of .§763.

The ‘major finding of this study was that even though there was some
awareness among the communities of their responsibilities to their schools,
parents’ attitude to their children’s education was poor and the schools had not
been taking part in community programmes. The study recommended that both
schools and communities be educated more on their roles to enhance community

participation and school-community relationship.
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CHAPTER ONE

INTRODUCTION
Background to the Study

The increasing awareness among Ghanaians of the need to educate children
is a sign in the-right di;ection. Education has been recognised as a means of )
alleviating poverty among pepple (Forojalla, 1993; Musaazi, 1982). The benefits
that accrue to the individual and the state through education are manifold. It is i.n
this regard that education is seen as an investment (Foro_jalla, 1993; Musaazi,
1982). It is not, therefore, surprising to see families putting their resources together
to get their children formally educated. Many communities are not left out, in that
they also put their shoulders to the wheel in providing education to their citizens.
This they do through ﬁroviding land, communal labour and, in some céses, money
for the vbuilding of classroom blocks among others. Community participation in the
management and development of education is therefore, very important. The
provision of basic education is seen as a partnership between government and
communities. Nowadays, this partnership is very vital in view of the many benefits
that the community derives from the school and the fact that many go.vemments
have found themselves handicapped in solely prpviding edueation to their citizens.

Prior to the coming of the European merchants and missionaries with formal
¢éducation, there had been a form of education going on in all communities in the
country and Africa at large. In this form of education, the whole community was

involved. Though this education was informal, it offered the citizens the

1



knowledge. ideas, skills, indeed, the training that they needed in order to fit well
into the society and mest challenges in their lives. The youth were offered training
in areas like farming, fishing, hunting, wrestling, drumming, blacksmithing, and
others (Antwi, 1992; McWil]ﬁm & Kwamena-Poh, 1973).

Formal education in Ghana, on the other hand, was started by the European
Merchants, and, lrater._ the missionaries. During the pre-colonial era, formal
education in Ghana was dominated by these two groups. The main aim of the
merchants was to train specific Ghanajan children to read and write for further
employment in their trading activities. There 1s historical evidence that in 1529,
the Portuguese had openéd one such school in their castle at Elmina (Antwi, 1992;
McWilliam & Kwamena-Poh, 1975; Graham, 1971). The missionaries, on the
other hand, aimed at training indigenous children to fead and write in order to
propagate the gospel. With these two aims, education in Ghana (then Gold
Coast), concentrated on trading, literacy and aritﬂmetic (Antwi, 1992). The
European castles along the coast of Ghana were institutions in which the training
was carried out (Antwi, 1992; McWilliam & Kwan'lena-Pol.l, 1975,).

During the celonial era, most of the schéols were built and managed by
the churches. The first effort to regulate education was made in 1852 b)"/ the
colonial administration under the governorship of Stephen Hill (Graham, 1971)
by the passage of an ordinance ‘to provide for the better education of the
inhabitants of Her Majesty’s forts and setﬂements on the Gold Coast’ (McWilliam
& Kwamena-Poh, 1975 p.36). Another major systematic effort_ aimed at

regulating cducation, to introduce throughout the West Afiican settlements. a
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uniform system of education, was made in 1882 (Antwi, 1992; Graham, 1971). In
this regard, the Gold Coast Legislative Council paésed an Ord.inance (McWilliam
& Kwamena-Poh, 1975) ‘for the Promotion and Assistance of Educatién in the
Gold Coast Colony’ (p. 39). A Generalr Board of Education was set up to
supervise the system. There was aléo a school inspector, Rev.-M Sunter who was
to report to the Beard and see tl;at those managing ihe schools observed the
conditions on which grants were given (Graham, 1971). The board consisted of
the governor as the president, members of the Legislative Council and four other
nominated members. The board, according to Antvyi (1992), was charged with the
responsibility for general administration of education in the Gold Coast colony
(see also McWilliam & Kwamena-Poh, 1975; Graham 1971). This ordinance
legally recognized ihe partnership between the governfnent and the churches in
the -establishment of schools. However the formation of local boards, as required
by the ordinance, to assist in the overall planning and administration of education
never took any tangible form.

Another education ordinance was passed in 1887 following a series of
amendments of the previous one (McWilliam & Kwameria—Poh, 1975; Graham,
1971). This ordinance increased the membership of the General Board of
educatioﬁ by four additional members and limited the quorum to the president, a
member of the Legislative Council and two other members (Antwi, 1992). Antwi
(1992) further states that the ordigance recognized two‘ categories of primary
schools: ‘government’ and ‘assisted’. The administration of all the assisted

schools was placed under the charge of managers who had power to appoint local
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managers whenever the need arose (Graham, 1971). ‘They also appointed teachers,
paid their salaries and maintained the buildings. The ordinance also led to the
setting up of Central School Boards which were to have power to make rules for
the inspection of schools and for teachers’ certificates (Graham, 1971).

The Education Ordinance remained the principal legislation on education

until 1925 when apother ordinance was passed (Antwi, 1992; Graham, 1971).
Under this ordinance, membcrship of the General Bo-ard- of Education was
reviewed to comprise the governor, the colonial secretary, three nominated
officials, the Directors of Education, the Principal of Achimota College and four
nominated African members one of whom was to be a paramount chief (Graham,
1971). Th.e board was to make detail rules subject té the approval of the
Legislative Council, for the control of education.
The actual expansion of education emanated from the governorship of Sir Gordon
Guggisberg in the early parts of the 20th century (1 919-1 927). In what was called
Sir Gordon Guggisberg’s Sixteen Principles of Education, the Governor stated his
plans for expansion of education from the primary to the university including
vocational and technical education.

With the promuléation of a new constitution of Ghana in 1951, the first
nationalist government led by Dr, Kwame Nkrurr;ah introduéed the Accelerated
Development Plan of 1951 (ADP) for education,” which aimed at rapid
development of education in Ghana (Antwi, 1992; McWilliam & Kwamena-Poh,
1975; Graham, 1971). This plan established local authorities in various areas to

see to the administration of basic schools. Each local council further established



education committecs which were charged with the activities of the council. The
local councils were responsible for the provision of school buildings, furniture,
exercise books, teachers’ notebooks chalk, cardboards etc. and maintenance of the
buildings. The plan abolished the payment of tuition fees and made ceniral
povernment absorb 60% of teachers’ salaries while local autheriiics paid 40%
(McWilliam & Kwamcna-Poh, 1975). This portrays the kind of responsibility
accorded the local communities 1 the management and provision of basic
schools. This emphasizes the faci that community participation in formal
education is ﬁot a new decvelopment; it started with the intreduction of the ADP. -

By 1957, a Regional Education Office was established in each of the then
five regions - Western, Eastern, Trans-Volta/Togoland, Ashanti an:i Northern.
Each rcgion was also divided into Districts of which there were nineteen
throughout the country (Ministry of Education, 1960). In December 1957, there
was an approved appointment of senior officers of General Education Dtvision in
Accra as follows: one (1) Chief Education Officer, one (1) Deputy Chief
Education Officer; seventeen (17) Principal Education Officers; twenty-four (24)
Senior Education Officers; nineteen (19) Education Officers; five (5) Domestic
Science Organisers; one (1) Development Officer; one (1) Auditor; one (1)
Assistant A-uditor; onc (1) Accountant; six (6) Assistant Accountants; eleven (1D
Sentor Executive Officers (Ministry of Education, i960).'

According to Ministry of Education (1960), each of the Regional
Education Offices was headed by a Principal Education Officer, whose duty was

to oversee the work of Senior Education Officers, Education Officers, Domestic
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Science Organisers and Aésistéi'nt Education Officers in his area — with the help of
specialist Headquarters. He was résponsible for education matters concerning the
adminisiration and financing of primary and middle schools within the public
system. Under him, were District Education Offices each of which was headed
by a Senior Education Officer or an LEducation Officer, who carried out the
administration and inspection of the schools in the district. In addition, in each
district, there were a number of ‘Assistant Education Officers each of whom was
assigned the duty of supervising a maximum of twelve (12) to fifteen (15) non-
priority primafy schools (primary schools whelly staffed with untrained teachers)
(Ministry of Education, 1960).

In 1961, Free Compulsory Primary and Middle School Education for all
Ghanaians of school-going age was introduced. This -was contained in the
Education’ Act of 1961. The act also placed the management and control of all
basic schools (primary and middle) under both church 'managers and the District
Education Officers (McWilliam & Kwamena-Poh, 1975). The Minister of
‘Education, after consultation with the Minister of Local Government, appointed a
Local Education Authority (LEA). Such a body, accordingr to Section 7 of the Act,
must: build, equip, and maintain all public primary ‘and middle schools in its
areas; establ-ish all such schools and special schoolslas are, 1n the opinion of the
minister, after consultation with the minister responsible for local.gévemment,
i‘equired iﬁ its areas; advise the Minister on all matters relating to primary and

middle school education in its areas and such other matters as may be referred to



it by the Minister (McWilliam & Kwamena-Poh, 1975). Various grants were
given te this body for the provision of equipment and materials for the schools.

Every local authority was tb work through an education committee of nine

members, at least two of which (including the chairmaﬁ) must be members of the
authority. Other members of the authority were suitable persons with cxperience
gnd interest in educaiioﬁ nominated by the education unit. Education secretary
was appointed by the Minister to head the Local Education Authorities.
These two bodies were very important sincc it was on them that the rate of
progress in any area was to depend. For, while the central government paid
teachers, the existence of schools themselves depended completely upon the
vigour of the Local Authority.

In 1973/74, the Dzobo cofnmittec was appointed t(') review the educational
system with the view to Aimproving the quality of edﬁcation in the country and to
making recommendations. The Government Whit‘e Paper on the Dzobo
Committee culminated in the New Structure and contents of Education for Ghana,
1974. This document established the Junior Secondary Schools (J S S) and Senior
Secondary Schools. Basic education was made community based and
communities were to provide support for the improvement of the Junior
Secondary Schools (Antwi, 1992),

Since 1987, the New Educational Reform was instituted and embarked
upon by the government couniry-wide. The aim of the reform was to improve
access to education as well as to ensure quality, efficiency and equality in the

educational sector. Concerning basic education, the national policy stipulates that:



all children from the age of six should receive nine years of free tuition
formal education as a maﬁer of right. The ninc vears of Free Compuisory
and Universal Basic Education (fCUBE) is made up of six years primary
education and three years Junior Secondary Education (Government of
Ghana, 1994, p. 2).
In the reform, the development of the JSS siructure was to be the responsibility of
the communities. Each school was supposed to he a community resource run with
bublic funds but actively supported materially and socially by the communities.
As Antwi (1992) put it, the government hopéd to change the character of
schooling in Ghana and make it relevant to Ghanaian community life through
community participation. This has been echoed by Baku and Agyeman (2002).
According to them, such a community involvement includ:ed partnership between
the government and the local bodies in the community, based on specific
functions that can be performed at appropriate stageé, rather than shifting the
responsibility 10 the government onto the communities. They emphasize that the
reform was intended to ensure total participatioﬁ of teachers, parents and the
community for them to bring to bare their experiences and responsibilities to
develop programmes aimed at enhancing the learning of children. Apart from
such a partnérship, they posit, it was realised that parental financial contributions,
labour towards infrastructure, and visits to school can make parents play better

supervisory role in the provision of school infrastructure and teaching and

learning in schools.



The management of education at the distric_t level becqme more important
after the introduction of” the reform when it was realised that the machinery for
educational delivery was top heavy and weak at the bottom. So, when the Ghana
Education Council was re-established by G E S Act 506 of August 1995, it was
empowered in subsection (1) to gppoint in every districét, a District Education
Oversight Committee, which will be the highest decision-making body on
education in the districts. This was a way of decentralizing education more
effectively.

Other structures put in place at the district level to facilitate the process of
decentralization of educational management are: District Education 'Planni'ng
Team (DEPT) and the District Committee on Education. The primary focus of
the decentralization process was to promote the development of schools in the
communities. The programme was to move the manageincnt of schools to the
local level and strengthen community participation‘ in educational delivery.,
Moving decisidn»making authority to the building level affords parents, teachers
and students thé opportunity to have an active voice in decisions @ade at the
school lev.el. It 1s a way of creating ownership for those r;aspbnsible for carryinrg
out decisions by involving them directly in the decision-making process and by
trusting théir abilities and judgments. In effect, school community-based
structures such as the Parent Teacher Associations (PTAs), Community Teacher
Associations (CTAs), School Maniagement Committees (SMCs) and the Séhool

Board of Governors were set up. These structures are to generale community



mobilization and participation in the management and development of schools at
the local level. |

School Performance Appraisal Meetings (SPAM) are organized at the
district, community and school Jevels so0 as to get ali stakeholders of education at
the local level invoived in decision-making regarding the iniprovement of
education in schools. District Authorities, parents, community members, teaciers,
chiefs and students are to bc on -board in searching for soiutions to problems
affecting education in the community. Mensah (2001) explains that the
communsities’ roles include: participatioh in school management; ensuring thai
pupils are in school; and supply of books.

In a study on cqmmunity participation in the Junior Secondary School
Implementation Programme in the Sekyere District of A!shanti Region of Ghana,
Odurose-Kwarteng (1991) found out that it was difficult to raise funds from the
local communities to suppert the programme. Th-is he attributed to harsh
economic atmosphere in the communities: He also found that the people were not
willing to attend communal labour. In a similar separate studies conducted by
Ameyaw (2003) and Buah-Bassuah (2004) in Kwahu South and Tivifo-Praso
aistricts respectively, they found out, however, that the coﬁnnunities played a lot
of roles in ensuring quality education in their areas. People willingly attend
communal labour and there was a good rapport between the schools and the
comrmunities.

In the Akﬁtsi District of Ghana, however, there are schools Lhat perform

very poorly; there are communities in which good classroom blocks are non-
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existent, classroom furniture and other teaching and learning materials are not

available. These suggest that the communities might not be doing enough to

develop the schools. The extent to which the communities in the Akatsi District
participate in the deveIOpmclnt and management of basic education is of a great
importance 1o this researcher.
Statement of the Problem

Policymakers, cducators and others involved in education are seeking
ways to utilize the limited resources effectively and efficiently in order to idéntify
and solve prob]lems in the education se;:tor and provide quality education for
children. Their efforts have contributed to reaslisng the significance and benefits
of community participation in education, and have recognised cofnmunity
p.articipati'on as one of the strategies to improve edl;catioﬁai access and quality.

This is not to say that community participation is something new in
._education delivery, however. In fact, not all communities have played a passive
role in children’s éducation. For instance, Williams (1994) stresses that unti] the
middle of the last century, respon.si'bility for educating children rested with the
community (see also Antwi, 1992; McWilliam & Kwamena-Poh, 1975).
Although there still are places where communities organize themselves to operate
schools for their children, today, community participation in education has not
been full}; recognised nor extended systematiqally to a wider practice (Uemura,
1999).

The aim of decentralizing education in Ghana is to enhance community

participation in educational development and management. Tt is & way of making
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the people in the communities develop a sense of ownership of schools and take
responsibility for the improvement of education delivery in their localities.
Community participatibn in educational management and deveclopment is
encouraged in all districts in Ghana and for that matter, Akatsi Diétrict 15 60
excéption. And vet, there were schools with very low -enrolment. Twenty-three
out of the forty-five Junior Secondary Schools in the district had less than
hundred pupils each, with some having as low as twenty-one. The district’s
overall performance in the BECE was another concern. From 2002 to 2007, the
district had not got even a 60% over all pass. In 2002, the percentage pass was
46.2%; in 2003, it was 50.6%; in 2004, l.i was 57.1%; in 2005, it was 53.8%;- in
2006 the performance was 50.5%;. and in 2007, it was 47.7%. This meaﬁs that a
lot of pupils could not continue their education beyond the JSS level.

- However, since the introduction of the 1987 educationél reform in Ghana,
no study had been conducted in the Akatsi District to s'ee the state of community
participation in education in the district. The study was, therefore, aimed at
investigating the state of community participation in the Akatsi District.

Purﬁo’se of the Study
The purpose of this study was to find out the extent to which communities
participaled.in the development and management of basic education in the Akatsi
District. The study was specifically aimed at exm}]ining‘ the contributions and
views of parents, the local communities and other stakcholders in the areas of

management and provision of basic education, It sought to identify areas where
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community participation in basic education had chopped some successes and
those that needed o be improved.
Resc.nrch Questions

The study sought to examine the following questions so as to find out the extent
to which the communities participated in the development and management of
basic education in Akatsi Iistrict.

(1) Which roles do communities play in the development of the

schools?

(2) What is the relationship betwcen the schocls and the

communities?

(3) What are the challenges to community participation in education

in the district? |

(4) In what ways can community participation in basic educéation be

improved in the district? |

Significance of the Study
The study was envisaged to be of significance in looking at the level of

community participation in basic education in the Akatsi_District. It could help
Akatsi District Directorate of Education to know the perception of the comniunity
members about participation in basic education. ‘Also, it could inform the
educational administrators in the district about the possible areas where
community participation In education could be improved upon. It could add to the
body of knowledge on the importance of co;nmunity participation in the

management and development of basic schools in the district.
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Delimitation of the Study

The scope of this study was limited to community participation in basic
education in the Akatsi District of Ghana. The study was confined to some
selected public Junior Secondary Schools in the district. Although the issuc of
communily participation covers both primary and JSS and a lot of areas, this
study limited itself to participation .in providing school services such as communal
labour, provision of construction materials, involvemcnt in school governanée etc
at the junior secondary level.

Limitations of the Study
The study was limited to only Junior Secondary Schools in the Akatsi District due
to time constraints. This implies that the conclusions and generalizations might
not apply to regional or nationgl -con'texts although sjmilar conclusions may be
arrived at from further studies. Thus, the results and conclusions were applicable
only to Junior Secondary Schools in the Akatsi District.

Furthermore, the study was initially aimed at covering forty (40) Junior
Secondary Schools and their communities but due to lack of cooperation from the
head of one of the schools, the researcher covered thirty-nine schools. Hence, the
data producing sample had reduced from 292 to 285.

Alsg, the researcher’s translation of the items on the questionnaire for the
few illiterate respondents into the local language could affect the objectivity and
validity of the responses provided by those respondeﬁts since the researcher might
not be accurate in the transiation and his possible personal bias could also

influence the way the translation was done.
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Organisation of the Study

The study is organised into five chapters. Chapter One, which is the
introduciory chapicr. deals with the background to the study, statement of the
problem and the purpose of the study. It also covers the research questions,
significance of the study. delimitations. limitations as well as the organization of
the study. Chapter Two covers the methods used in the review of rclevant
literature whereas Chapter Threc deals with the methods and techniques used. It
covers the research design, population. sample and sample selection, data
collection instrument, data collection procedure, and data analysis plan.

Chapter Four of the study is devoted to presentation. analysis and
discussion of the ficld data. The final chapter, Chapter Five, covers the overview
of the study, summary of the major findings, conclusions, recommendations and

areas for further study.



CHAPTER TWO

REVIEW OF LITERATURE

This chapter deals with a review of the relevant literature. Works of
authors that were considered very useful were reviewed. The review is grouped as
follows: the concept of community; school-community relationship; community
participation in education; community participation in education as practiced in
Ghana; the significance of community participation in education; challenges to
community participation in education; and how to achieve successful communitj/
participation.

The Concept of Community

Homby (2006) in the Oxford Advanced Learners’ Dictionary of Current
English defines the community as a people living in one place, district or country,
considered as a.whole. He goes ahead to define the community as a group of
people of the same religion, race, occupation, etc. Musaazi (1982) also posits that
the community can be a group of people living in the same place, with common
values and history, bound together by multiple economic, social, religious and
kinship ties. These two definitions presuppose people living in an area who have a
common life, common practices and sentiments (Asiedu-Akrofi, 1978). Clark
(1996) sees the community as a socialr system. He defines a social system as a
human collective whose members fulfill a diversity of roles within a recognizable
- sustainable whole. He posits that social systems form an interlocking network of

human collectives, which impact on and influence one another.
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According to Uemura (1999), communities can be defined by
charactcristics that the members share, such as culture, language, tradition, law,
geography, class and race‘."'As:%haeffer (1992) argues, some communities are
homogeneous while others are hetcrogeneous; and some united while others
conflictive. Some comnnmitics' are governed and managed by leaders chosen
democraticaliy who act relatively autonomously from other levels of government,
and some are governed ‘by leaders imposed from above and represent central
authorities.

Zenter {1967) poinis out some aspects of comrﬁunities. First, community is
a group structure, whether formally or informally organised, in which members
play roles, which are integrated around goals associated vL'ith- the problems from.
collective occupation and utilization of habitational space.. Lastly, the community
has a.degree of local autonomy and responsibility.

Bray (1996) presents three different types of cc')mmunities, applied in his
study on community financing -of education. The ﬁ;'st one 1S geographic
communify, which is defined according to its members’ place of residence, such
as a village or district. The second type is ethnic, racial, and religious community,
in which membership is based on ethnic, racial, or religious identification, and
commonly cuts across membership based on geogfaphic location. The third one is
a community based on shared family or educational concerns, which include
parcnts, associations and similar bodies that arc based on families’ shared

concermn.
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Atta. Agyenim-Boateng and Baafi-Frimpong (2660), describing the school
community, assert thai the school cdmmum’ly can be social as well as
geographical. Socially, it includes the occupations of the people, their historicai
past, interaction with one anothe;, service Institutions. gnd govemance among
others. Geegraphically, it comprises wheie the school draws its students. It may
be a town, village, district, region, a country or even a continent.

One can deduce from the above definitions that a school community is

simply where the students are coming from to aitend the school not necessarily

only whiere the school is situated. However, wien one considers Ghanaian basic
schools, one realises that most of the schools, except those in urban areas, draw
their students mainly from the town or village and other nearby areas. These areas
are held together by some kind of socio-cultural ties.
~ As pomnted out by Oxley (1997), members of school communities are
bound by personal ties. They care about one another because they share
experiences and knowledge of each other in common as well as perform practical
functions for one another. In this way. she claims, communities cultivate a strong
sense of identity and belonging, and consequently, a meaningful context in which
to pursue education.
School-Community Relationship
Community pariicipation in education cannot be successful without a good
relationship between the schools and the communities. According to Asiedu-
Akroft (1978}, the school must be familiar with group structures in the school

community as some of the groups are opinion leaders and represent power
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structures in the community. He p‘oéits that the school must work in co-operation
with them and also through them for influencing people in the schocl community.
© He pointed out that the head.and is staff need ideas about thc community ‘so that
the principles of the school-community relationship may be based upon the reality
of the situation in which they operate’ (p. 44). That is th_e head and the stalf must
know the community (Cunningham & Cordeiro, 2000).

Asiedu-Akrofi (.1978) cited Jones and Stout as classifying school-
conimunity relationship into the closed system, interpretative system, and the co-
operative system. The school is regarded as a closed system when both the school-
and the community functicn independently from each other and none interferes
with the operations of the other. The school officials run the school and the
community members just look on. The school has a different perception of the
comunity and vice versa.

Under the interpretative system of relationship as .put by Asiedu-Akrofi,
the school communicates with the community oﬁ school activities, programmes,
needs and aspirations but it does not seek to know about the community that it
serves. The people in the community have come to revere the staff and students
that they do not even question some practices that affect them. The school is
regarded as infallible. The school, howevér, takes advantage of this ignorance and
does not make efforts to change theses attitudes ;)f the people of the_ community.
The community is lefi to interpret any information from the school in any way it

wants.
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In co-operative system of relationship, as pointed by Asiedu-Akrofi (1978),
the community is constantly involved in the affairs of the school. There is a flow
of information between the schiool and the community “in a distortion-free
atmosphere™ (p. 45). Ivicmber.s of the community identify themselves with the
school and want to be influenced by it. Asiedu-Akrofi calls on all African
governments, teaches and interested parties to establish this kind of relationship
for the school to take its proper place in the community. |

He further posits ihat the school should relate properly to the community.
This, he says, will help ?arents get informed about changes in school programmes
and advise their children intelligently. As pointed out by Cunningham and
Cordeiro (2000), for a good relationship to be achieved between the school and
the community, the school must regard the community as a partner and agree to
work vyith it to accomplish a common purpose that is mutually beneficial (see also
Schleicher, 1986). To them, this partnership involves sharing and membership
and that all voices will be heard and there is reciprocity of some sort. In the words
of Asiedu-Akrofi (1978), if the school relates to the community properly, the
negative notions people have about teaching will change as facts about modem
methods of teaching and learning will best be communicated to the public. He
also stated that changes that go on in the school will best be interpreted and
communicated if there is a good relationship between the school and the
community. Furthermore Asiedu-Akrofi pointed out that the school should relate

. properly to the community to ensure financial support for the school and proper

child development.
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A good school-community relation as stated by’h:‘\siedu-Akroﬂ, reinforces
people’s beliefs about education. According to him, quality instruct.ional
programmes should be provided in order to win public conﬁdence. in education
‘for, when community members are impressed by instruction programmes, they
~ are motivated to support and champion the cause of education. He also calls for
open communication channels between fhe school :m.d the community to avoid
misunderstanding of work of the school. There is, according to Cunningham and -
Cordeiro (20005, the need to emphasise a two-way commqnication and joint
problem solving between the community and ihe s;:hoo]. This vwil] help the schoo!
to receive feed-back about its programmes and activities form the community.-As
pointed out by Asiedu-Akrofi, the school that lives in isolation cannot get this
from the community. He stipulates, among others that: good public relations
should encourage school children' to share fully in the community life of the
people; all members of staff should support the community relations programme;
a good school-community relationship should stress the aims and aspirations of
therschool; and all forms of personal pride, business and patronage should be
avoided as much as possible.

It is an accepted fact, therefore, that the school is a microcosm within a
macrocosm-- the community. It is therefore, supposed to perpetuate the societal
values norms, ideas and beliefs pf the community (Agycman, 1986; Asiedu-
Akrofi, 1978; Midwinter, 1975).AThi’s is the kind of relationship that should exist
between the school and the community. The community must see itself replicated

in a way In the school. According to Musaazi (1982), the re]ationship. that exists



between the school and community involves a caréihl understand.ing of the
influence that each has on the other. This implies that the school does not only
perpetuate the culture of the community, but aisd serves as an agent of change in
the community. Musaazi (1982) again, stresses that the school is intended to
promote social change in the locality around 1t. The school, thus, should have
programmes that will aim at modifying cultural practices fhat do not accurately fit
in the modern world. Thus, for a mutual social interaction, the school must
sufficiently be flexible to readapt iis programmes continually in the'light of
changing needs of the pupils and the community.
Participation

The term “participation™ can be interpreted in various ways, depending on

the context. Afful-Broni (2004) sees participation as |
. the act of sharing in the activities of a group. It is a condition of sharing in

common with others as fellows or partners. It is an individual or a group

involvement in a process which may not have originally been their own

(p. 182).
He quotes Bage us defining participation as one or two processes in which an
individual or a group takes part in specific decision-making and action and over
which he excrcise specific controls. Thus, participation is seen as a process and
the one who participates in this process cxercises some control over the decisions
in which he partakes.

Shaeffer (1994) clarifies di‘ffercm degrees or levels of participation, and

provides seven possible definitions of the term, including: involvement throush
o
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the mere use of service (such as.eﬁro]ling children inystchool or using a primary
health care facility); involvement through the contribution {or extraction) of
money, materials, and labour; irrvolvement through ‘attendance’ {e.g. at parents’
meetings at school) imp]ying passive accepiance of decisions made by others;
involvemenl through consultation on a particular issue; participation in the
delivery of a service, often as a partner with others; participation as implementers
of delegated powers; and participation in real decisiqn inaking at every stage,
| including identification of probléms, ~the study -of feasibility, planning,
implementation and evaluation.

Shaeffer (1994) stresses that the first four definitions use the word
“involvelﬁent” and connote largely passive collaboration,'whéreas the last three
items use the work “participation™ instead, impl.yling a much more active role. In
the first four stages of participation, community members  are largely
disconnected from the school decision-making. At higher levels, however,
community members assume leadrership roles and influence the choices made by
school administrators. As they increase the quantity and quality of their
participation, communities move from a relatively passive to a more proactive
state (see .al_so Paul, 1987). For this work the two groups of the definition are
considered relevant because both can lead to the dévelopment of the school in one
way or the other,

Shaeffer further provides so»me specific activities that involve a high
degree of participation in a wider dévelopmenl context, which can also be applied

in the educational sector, including: collecting and analyzing information:
a
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defining priorities and setting goéls; alssessing available resources; deciding on
and planning programmes; designing strategies to implement these programmes
and dividing responsibilities .«among participants; managing programmes;
monitoring progress of ;Be programmes; and evaluating results and impacts.
Community Participation in Edu;ation

Within the field of develoﬁment community participation is advocated as &
means of promoting rlocal ownership of projects by challenging the communities
lo define their own problems, create their own solutions and initiate change
through their own. involvement (Beyene et al., 2005). Education takes place no!
oniy in schools but also within families, communities, and society. Despite the
various degrees of responsibilities taken by each grdup, none can be the sole agent
to take 100% responsibility for educating children. Parents and families cannot be
the only group of people for children’s education as long as their children interact
with and learn from the world outside their families.” Communities and society
must support parents and families in the upbringing, socializing, and education of
their children. Talking about the need to involve coMunities in education in
America. Dyskstra and Fege (cited in Tozer, Violas and Senese, 2002), state that
the public must be a full partner to the dreams and visions educational poiicy
makers have for education since schools are institutions that can prepare children
io contribﬁte to the betterment of the society in which they operate by equipping
them with skills important in societv. According to Uemura (1999), schools

cannot and should not operate as separate entities within society.

24



Uemura is of the view that since each group plays a different role in
contributing to children’s education, there must be efforts to make a bridge
between them in order to, maxinifze the cdnt;ibutions, Education takes place most
efficiently and effectively when these different groups of people collaborate.
Accordingly, it is important to establish and continuously attempt to-develop
partnerships between schools, parents, and commuﬁities ( Uemﬁra, 1999).

Many rcsearch studies have identified various ways of community
participation in education, providing specific channels through which
communities can be involved in children’s education.

Colletta and Perkins (1995) illustrate various. forms of commun}ty
participation: rescarch and data cpllecticn; dialogue with policymakers; school
management; curriculum design; development of learning materials; and school
construction. Beyene, Gaumnitz, Goike and Robbins (2005}, on the other iland,
categornise the connfibutions that the communities offe; as time, labour, physical
resources, and money.

Heneveld and Craig (1996) recognise parent and community support as
one of the key factors to determine school effectiveness in Sub-Saharan Africa.
They identify five categories of parent and community support that are relevant to
the region: '(1) children come to school prepared to learn; (2) the community
provides financial and material support to the school; (3) communication between
the schooll,. parents, and community is frequent; (4) fhe community has a
meaningful role in school governance; and (5) community members and parents

assist with instruction.
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Williams (1994) argues that tilere are threc ;iﬁodels of Education and
Community. The first onc is traditional community-based education, in which
communities provide new generations of young people with the education
necessary for transnﬁttbing ldcal nerms and economic skills. In this model,
education is deeply embedded in local social relations, and school and community
are closely linked. The government, being of litile use in meeting the specialized
training néeds of industrialized economics, plays a minc;r role, providing little
basis for political integration at the national level. The second model is
government-provided educaiion, in which governments have assumed
responsibility for providing and regulating education. Tl}e content of education
has been largely s;tandardized within and across countries, and governmerits have
diminished the role of the Communiﬁt However, lack of resources and
management incapability has proven that governments cannot provide the
pommuhity with adequate educational delivery, fully-equipped school buildings,
and a full range of grades, teachers and instructio.nal materiais. This triggers the
emergence of the collaborative'model, in which community plays a supportive
role in government provision of education.

To Beyene et al. (2005), the type of community participation that is
. encouraged is dependent on the in-tendedAresults. According to them, the general
expectations for community participation models include a greater dedication to
staying in schools and completing higher grade levels, improved learning, greater
‘ accountability of schools to local community members, and reduced costs. To

them, other interventions might be aimed at improving more conveniently located
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schools, adopting more appropriate SCi]CdlllCS, promoting changes in attitudes
regarding the value of cducation, stimulating better communication between
schools and families, achieving higher rates of learning and promoting public
health. In short, in their \‘;iew, community participation, &t a minimum level, can
ensurc that material inputs for quality cducation are in place. children and
teachers altend school and children have time to do homework.

Beyene et al. (2005) referred to a USAID commissioned study that
concluded that there were three main models to community participation in
education: Accountability Medcl, the Partnership medcl, and the Demand Model.
The first model, according to them, is intended at mobilising communities around
a particular problem area needing improvement in schools. For instance
communities may choose to focus on making local school officials and teachers
accountable for their level of performance'.

In the second model, parents make up for the limitations of local
government in the regulation and day-to-day functioning of schools. They become
primarnily involved in decisions about school loca_ti.ons and daily schedules so that
they feel more comfortable sending their children to school. This model is
considered a good option for remote communities in which literacy is low and
community participation is weak. This is the model one could advocate as
appropriate for the Ghanaian context.

The third model presents education as a transportable commodity that takes
kcIifferent forms and has different objectives based on the desires of a particular

community. In this, the government serves as a facilitator presenting various
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educational options for a particular community, such as varying lengths, class
sizes, curricula, and the community chooses the educational style thai best suits
their needs. In general, the community forms a representative committee that
elicits the concerns of v;rious groups. The commitiee decides the long-term goals
for education and selects the cption that the community can support.

Another model referred to by Beyene et al. was Inter-Agency Network on
Education in Emergencies (INEE) models, which categenzed community
participation into two: participation iiseif and résource mobilization by the
éommunitj'. Purticipation looks ai the activities to-be carried out and the ooals to
achieve. while resource mobilization considers the community resources needed
to carry out the activities towards the achievement of the set goals.

Epstein (1993) also seeks ways that will help children succeed in school
and later life, and focuses on partnerships of schools, fan;lilies, and communities
that attempt to: (a) improve school programmes and school climate; (b) provide
famiiy services and support; (c) increase parents’ skills and leadership; (d)
connect families with cthers in the school and in the community; and (e) help
teachers with their work. She summarises various types of involvement to explain
how schools, families, and communities can work productively together: (1)
parenting - to help all families to establish home environments that support
children’s learning at schools; (2) communication — 1o design effecti\'e forms of
school-to-home and home-to-school communication that enable parents to learn

about school programmes and their children’s progress in schools as well as

teachers to learn about how children do at home (3) volunteering — to recruit and



organize parents’ help énd support; (4) learning at home - to provide infbrmation
and ideas to families about how to help students at home with home--v-vark and
other curriculum-related activities,’ decisions, and planning (5) decision-making —
to involve families in séhool de-cisions_, to have parent leaders and representatives
in school meetings; and t6) collaborating with the community - to identify and
integrate resources as well as services from the community in order to strengthen
school programmes, family practicés, and student learning.
Community Participation in Education as Practiced in Ghana
One of the principal objectives of the 1987 educational reform in Ghana -
is to make basic education community-based. This policy objective therefore
grants the communities ownership of the schools. Educational provision is thus a
partnership between the government and the school. Aécording to Baku and
Agyeman (2002), the roles of these two partners were explained in official policy
documents as: government providAes curriculum materials, equipment, teachers,
supervision and mahagement; community participates in school management,
provides infrastructure, ensures pupils’ presence in school, patronises a normal
fee. This fee-paying aspect, however, has been reéently (2006) removed by the
government. Nonetheless, parents still perform their responsibilities by buying
books and other stationery for their wards. As pointed out by Baku and Agyeman,
the government anticipated, through this policy, that the communities would be
constructing their own school buildings to provide for the opening of Junior
. Secondary Schools in order that pupils would not travei beyond a distance of

three kilometers between home and school. Baku and Agyeman further state that
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the policy stimulates that communities where school buildings already exist

should build workshops for the various practical works.

Antwi (1992) (séc also McWillilam & Kwamena-Poh, 1975; Graham,
1971) explains how co;nmunity participation in education was initiated by
Kwame Nkrumah and his governance under the Accelerated Development Plan
(ADP). Aﬁer conceiving the plan the government announced it to the public and
sought their views. The proposals were Jaid before the Legislative Assembly for
discussion and approval, afier which it became operational.

Antwi describes how the govcn‘@c&nt delegated the implementation of
some aspects of the plan to iocal authorities and the communities to relieve the
government. of -some of the cost. One can say that the ADP was a model
participatory programme. It aimed at acceleratin.g the educational process for
nationg] development. In effect, a compulsory free tuition basic education
(primary and middle) for all children of school-goihg age was introduced.
McWilliam & .Kwamena-Poh (1975) note that under the ADP, the local
authorities were responsible for -the provision of school buildings, furniture,
playgrounds, and gardens with the help of the local communities. The local
authorities were also to pay 40% of teachers’ salaries while the centrai
government absorbed 60%. Parents were supposed to pay for textbooks and
stationery.

As a matter of fact, the communities were not just expected to implement

the physical projects as stated above. For instance, although it was original plan

that the churches would not be allowed to operate any school it was changed that
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new mission schocls would be allowed. The interesting débate on the plan by the
representatives in the Legislativer Asscmbly in 1951 did not only show
participation in dccision-making by the people, but also their concern for a
programime that would affect t};em. The plan and the debate on it “:;;howed the
pre-eminent importance the country attached to edtlgélion” (McWilliam &
Kwamena-Poh, 1975, p. 84).

According to the World Bank (1997), community participation in basic
education derived from the World Bank activity was further researched into
jointly by UK an.d Ghana governments under thc Schooling Tmprovement Fund
(SIF) project. SIF initially examined the community participation in Ghana to
improve the quality of education and increase access. SIF is a mechanism for
financing small-scale initiatives to encourage community-based demand-driven
initiatives that represent a potential for improving the quality of teaching and
learning. It also fosters a sense of community ownership of schools and, for that
‘matter, whips up community interest and active participation in the education
‘process. The community’s involvement, in the SIF project, took the form of
provision of labour for putting up their school project. The communities involved
in the SIF project saw it as a compulsion in providing labour for the school
structures.  Also, lack of political power, influence, key skills in school
management and top-bottom decision-making were seen as hindrances to the
community ownership of schools. | |

The government of Ghana, over the years has tried to make the concept of

community ownership of schools more meaningful and practical. Manu (1997)



explains that the Ministry of Education, since ]994,-has decided 1o stop the
situation whcreby the management and supervision of schools was the sole
responsibility of GES. I therefore declared to transfer the ownership of public
schools from MOE/GES to the .comrhunities ivn which the schools are established.

As a way of strengthening the community ownership of schools, the
gO'vemxneht instituted the District Education Oversight Committees (DEOC) and
the School Management Committee (SMC) (Manu, 1997; Republic of Ghana,

2002). There are also structures such as the District Education Planning Team

‘the District Education Offices and.thc community based structures like the PTA,
SMC, and Community Teacher Associations (CTA) to ensureiquality educational
delivery in schools. Manu states the functions of the DEOC as follows: the
provision and maintenance of school blocks and other infrastructural
requircments; the provision of teachers, monitoriﬁg regular and punctual
attendance of both teachers and pupils at school; monitoring proper performance
of duties by staff and pupils; and matters relating to general discipline; dealing
with complains relating to or from non-teaching staff and pupils; overseeing the
environmental sanitation and other facilities; and supplying textbooks and other
teacher and learning materials to schools. |

He further contends that in addition to the above, the community
involvement in education in Ghana is also demonstrated at the school level in
certain recognised bodies that are involved in schc;ol management. These include

the PTA, the CTA and the SMC. The SMC is one of such bodies, which are found
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in basic schoolé. It controls the gcneraﬂ policy of the school. It shall not. however,
usurp the authority and responsibilities of the headteacher. It is to submit to the
Director-General of Education, through the District Director, such information,
returns and acceunts as the Director General ¢f GES may require. The SMCs,
according t¢ Manu, are to see to it that the premises of schools are neatly kept and
the structures are in a good sizie of repair. Also, the committee is to notify the
appropriate authoriti.es and town or village development comnmittees, about the
state of the premises of the school.

In add:tion to the above structures, there are participatory interventions put
in place to erhance community awareness and mobilization for ensuring quality
basic education. These include: Participatory Learning and Action (PLA}), School
Performance Appraisal Meetings, Performance Monitoring Test (PMT),
Community Performance Improvement Pian (CPIP), School Performance
lmpro‘vement Plan (SPIP). Information. Education and Communication and
Quality Improvement in Primary Schools (QUIPS). Gther external bodies like the
NGOs are also involved in the provision of school infrastructure in the districts.

The Significance of Community Participation in Education

The goal of any kind of activity that attempts to involve community and
families in education is to improve the educational delivery so that more children
learn better and are well prepared for the changing world. There are various
reasons to support the idea that community participation contributes to achieving
this goal. Vollmer (cited in Afful-Broni, 2004) stipulates that when a group comes

together 1o work in school administration, there is a feeling of oplimism
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“ .
understanding, and oneness of purpost. According to Vollmer, the more people
are involv.ed in makiﬁg a decision, the more likely that decision wili be
implemented. Also, people working together as partners tend to learn from each
other’s unique experiences. h

According to Cook (19:75), citizen participation can legitimize a
programme, its plans, actions, and leadership. In the view of Cook, to legitimize
can often mean the difference between success and failure of community efforts
as unsupported leaders often become discouraged and drop activities that are
potentially beneficial tc community residents. As he put it, voluntary panicipation
can also reduce the cost for personnel needed io carry out many of the duties
associated with community action. Without this support, scores of worthwhile
projects would never be achieved in many communities.

Heberlein (1976) also holds this view. He asserts that public involvement
results mn better decisions. He argues that community decisions that involve
citizens are more likely to be acceptable to the local people. It is an acceptable
fact that berter.community decisions, by definition, shouid be beneficial to the
average citizen. This is because, in the words of Heberlein, limited beneficiary
participation in project design, planning, implementation, and monitoring has
resulted in some facilities not being used optimally.

Extensive literature research has resulted in identifying the following

rationales that explain the importance of community participation in education.



Maximising Limited Resources

Most governmemsra}l over the world have been committed to delivering
education for their children. Particularly afier the World Conference on Education
for All, assembled in Jomiten. Thailand in 1990. an increasing number of
countries have attempied to reach the goal of providing education for all (Uemura,
1999). According 1o Uemura, governments have. however. found themselves
incompetent io do so because of lack of resources and capacities. Leaming
materials as well as human resources are limited everywhere, partcularly in
developing countries. The focus has shified to finding efficient and effective ways
to utilizing existing iimited resources.

Although some communities have historically been involved in their
children’s cducation (Antwi. 1992; McWilliam & I&Z\xfa.meﬁa-Poh, 1975), it hasn’t
been fu]iy recognised that communitics themseives have resources to contribute to
education, and they can be resources by providing local knowledge for their
children (Uemura, 1999). According to Uemura, invelving parents, families, and
communities in the process of research and data collection can reveal to them
factors that contribute to lower enrolment and attendance, and poor academic
performance 1n their schools. Furthermore, parents are usually concerned about
their children’s education. and often are willing to provide assistance that can
improve the educational delivery. Uemura again, opines that in places where
teécher absenteeism and poor performance are critical issues, parents can be part
~ of the system of monitoring and supervising teachers, ensuring that teachers arrive

at classrooms on time and perform effectively in the classrooms. He stresses that
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parents and communities are powerful re§9u1'cés to be utilized not only in
contributing to the improvement of educational delivery but also in becoming the
core agent of thc; cducation del‘i\'c“:ry.

In Madagascar, ‘where ‘Govemmcnl investments at the primary lével have
been extremely low. parents and communities contributc money, labour and
’materials (World Bank. cited in Uemura, 1999). The absence of government
support leaves the school infrasiructure, equipment, and pupils’ supplies to the
parents and the community. As a result, commpnity and parents are in the centre
“in keeping the schools going (World Bank, cited in Uemura, 1999 p. 4)".
Identifying and Addressing Probiems |

Communities can help identify and address factors that contribute to
educational problems, such as low participation and poor academic performance.
This 1s well illustrated, according to Uemura (1999), in the case of the Gambia, in
which the techniques of Participatory Rural Appraisal (PRA) were adapted to
education. The- work was carried out in order to understand why girls do not
attend schools, to mobilize communities around these problems, and to assist
them 1n organizing their own solutions (World Bank, cited in Uemura, 1999). In
Ghana too, there is what is called School Performance Appraisal Meeting
(SPAM) through which the community and school are brought together to
deliberate on students’ performance and seek inputs from the community as to

how the students’ performance could be improved.
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Creating and Nourishing Community-School Parmership,,

Carino and Valismo (1994) identified various Wiys to bring the school and

&3
T

the community .t:(')gether.- Thesc include: (a) minimising discontinuities between
schools and cummunitieé‘betwben schools and families; (b) minimising conflicts
between schools and communities; (c) making -easy transition of pupils going
from home to school; (d) preparing pupils to engage in learning activities; and (e)
minimising cultural shock of new entrants to schooling.

Uemura (1999) further posits that communities can contribute to schools
by sendi.ng respected community members, such as religious ieaders or (ribe .
heads, to the classrooms to talk about community history, traditioﬁs, customs, and
culture, which have been historically celebrated in the community. According to
him, schools themselves can contribute to community efforts by developing
sustainable solution to local problems.
Realising Democracy

Uemura (199'9) states that where schools are perceived as authoritarian
institutions, parents and community members do not feel welcomed to participate
in their children’s education. They are not capable of taking any responsibility in
school 1ssues and tend to feel that education is something that should be taken
care of by educational professionals at schools. Many people, especially minority
éroups in many developing countries, according to Uemufa, develop this kind of
negative attitude towards schools because they are not treated by téachers with
N respect. For instance, those who do not speak the country’s official language and

embracc other than mainstream traditions and culture fcel discouraged in
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classrooms where tcachers don’t show respect td‘ their linguistic and cultural

. ‘ SEG
diversity. In the history, there was a time when_clildren were prohibited form
speaking their ﬁ:rsi language in schools and they got severe punishment when they
broke the rule imposed f))f the school (Uemura, 1999; Andoh-Kumi, 1997).
Uemura explains that this educational environment is unfavourable to parents and
children and, therefore, contributes to these stuaenls' low participation, poor
academic performance, and high repeat and dropout rates. Involving communities
in schools is a way of reaching democracy through identifying and addressing
inequities embedded in institutions and society as a whole. In addition, it is a°
strategy to create an environment i'n which parents feel comfortable participating
1 schools.

Reimers (]997) considers the case of Fey Alegria tFaitll and Joy), a non-
governmental organization which provides formal and non-formal education at
diffcrent levels in 12 countries in Latin America, as a good illustration of this
approach. ey ‘Alegria schools attempt to achieve the curriculum that recognizes
and builds on the community where the students live. The schools also aim to use
teacher training to promote appreqiation of the diversity of student backgrounds
and students’ use of non-standard forms of language in school. This innovation
attempts to place the schools where they belong in the community, and promote
mephanisms for community involvement in running the school. Reimers argues,
“this is very important for the support of democracy as it promotes local

participation to solve local problems in education” (p. 41).
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Moreover, parental involvemeﬁt in cducatibn 1S seek as a right, or as an
outright democratic value in some countries. A_c.cgﬁ%g to OECD study (quoted
in Uemura, 1990 p. 7), “in Dcp@afk, English. and Wales, parents have a right to
be represented on the Sgo\'erﬁixxg bbdies-of schools; the Parent’s Charter gives
English and the Constitution recognizes the right of léachers, parents and students
lo participate in defining thc scope and nature of the education service”.
Incrcasing Accountability

Parental involvement in education, particularly in school governance, is
seen as a mecans of making schools more accountable té the society which funds
them. This has been wiinessed in some places such as English and Wales, Canada,
the United States (Uemura, 1999) and Ghana. The notion of parental involvement
for accountability derives from a more market-oriented céncept in which school-
family partnerships are viewed rather like a business partnership, through which
the two partics receive mutual and complementary benefits which enable them to
operate more effectively (OECD. cited in Uemura, 1999). Lockheed and Verspoor
(1991) contend that parental and community involvement in schools enhances the
accountability of the schools and improves their cost-effectiveness.

Manu (1997) emphasizes the fact that the quality of education a
7 comnnnﬁty’s children receive is dependent upon the level of interest and
involvement of that community in the management, and governance of its
schools. According to him, if the cemmunity is so willing to partake in providing
. cducation for its youth, then it must have the right to be actively involved in

determining the kind of cducation its children should receive. If the communtity
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assists in fundiﬁg education, then it must have the nght t%hold the educational
authorities accountable. L “~v

The exténsive examination of Six case sill‘ldli'es on the Philippines, Kenya,
Bangladesh, Pakistan, éol‘,omb-i;and Bolivia !ead Bossett and Rugh (1998) to the
conclusion that teachers and other school staff feel they should be accountable to
community clients only when the community holds some power over them: when
they either come fro‘m the same village and have social ties; if théir continued
employment or salaries depend on community satisfaction; or sometimes when
commumnity education committees exist to manage the schools and members are
empowered to exert their influence. They also argue that accountability is
developed through routine parents’ meetings and reporting systems on student
progress. In the view of Uemura (1999), when parents contribute their time,
labour. materials, land, and funds, they tend to be more involved in school
activi;ies, including participating in meetings with -teachers and monitoring
teacher’s perfomance. Teachers and school staff, in turn, feel more obliged to
deliver better education for the students in order to respond to the needs of parents
and communities. }’arti_cipation can greatly help develop accountability, which
contributes to improving the education delivery.

Uemura (1999) cites an example of a Community Support Programme
(CSP) process in Baiochistan, Pakistan, which was developed to ensure village
commitment to girls’ education. . It defines the responsibilities of the community
and the Directorate of Primary Education. According to him, the greater the

participation of the community, both financially and in-kind, the more likely they
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are to demand accountability from staff. He continues to stalesthat parents are also

more involved in the day-to-day managemént of the school where they see what 15

i

happening and '- what needs - be corrected. The CSP has formed Village
Education Commitlee (VF:C), according to Uemura, that consists of five to seven
men whose daughters will attend the school. VECs are formed 1o serve as the
school’s official represcntative 1o the government. The forming of VECs has
contributed to the CSP’s cstablishment of an organisational structure that
encourages teachers’ and local administrators’ accountability to parents. Once the
school is opened, VEC members are empowercd to rcport teacher attendance or
behaviour problems to the government and to recommend teachers for training. -

In Ghana, there are school communily organizations like School
Management Committee (SMC) and Parent-Teacher Association (PTA) which
perfox:m a similar function like that of the VEC in keeping the community
informed about the activities of the school and holding the school accountable to
the community. But the composition of the SMC in Ghana is different from that
of VEC. The SMC has people like the District Director of Education or his or her
representative who may not necessarily have their wards in the school while the
PTA 1s composed of parents whose wards are in the school and teachers of the
school (Republic of Ghéna, 2002)
Eﬁsuring Sustainability

One of the major factors to ensure sustainability of programmes is the
availability of funds, whether ﬁ'om governments, private institutions, or donor

organisations. In this regard, in the words of Uemura (1999), ‘community
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participation in .education Can116l ensure the SLIStainab.ijity@of schools by itself
since communities oftcntimes have tcrf'ely” on e'remal funding to keep the
programme sustained’ (p. 8). I—Io,\ve;;er, invo]vin;community is a way to ensure
that the benefits bI‘OLigi‘].I by a dc':ve]()pmem progiramme will be maintained after
the external interventions are stopped. Thus, sustainability is dependent on the
degree of self-reliance developed in target communities and on the social and
political comnﬁtmeﬁ in the wider society to the development programmes that
support the continuation of newly self-reliant communities (Lovell, 1992).
According to the Education Reforms Review Committee Report .(ERRC).
(Republic of Ghana, 2002), the SMCs in Ghana do not have funds to support their
activities. Meanwhile, community members are expecled to be actively involved
in the process of interventions through planning, implementation, and evaluation.
Furthermore, they are expected to acquire skills and knowledge that will later
enabie them to take over the project or programme.
Improving Home environment

Uemura (1999) stipulates that community participation can contribute to
preparing and improving home environment, by encouraging parents to
understand about the benefits of their children’s schooling. World Bank (1997)
analyses primary education in India and discovers that families aware of the
importance of education could contribute much to their children’s learning
achievement, cven in disadvantaged districts. It also shows that sftldents from

families that cncouraged children’s schooling, by allocating time at home [or



study, encouraging reading, and supporting their children’s educational
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aspirations, scored significantly hiéheg on lésts oflpa,rﬁing achievement.
Furlhermolre. families who arc involved in schools not only have a better
understanding about education but also become more willing to cooperate with
;;choo]s in attempts to improve children’s learning. In addition, parents can help
their children with homework, and make surc thai children are physically ready to
learn at schools. From their extensive literature research, Heneveld and Craig
(1996) argue that the parent and the community arc one of the key factors to
determine school cffectiveness because they can prepare children’s readiness to
come 1o school and their cognitive development, by ensuring children’s well-
balanced nutrition and health.
Improving Education
Community participation can contribute t.o cducation delivery through
various channels. The following is a list of ways throug}] which communities can
contribute to the education delivery (Uemura, 1999): advocating enrollment and
education benefits; boosting morale of school staff; raising money for schools;
- ensuring students’ regular attendanAce and ‘completion; constructing, repairing, and
improving school facilities; contributing in labour, materials, land, and funds;
recruiting and supporting teachers; making decisions about school locations and
sc}?edulcs;- monitoring and following up on teacher attendance and performance;
forming villagc education commitiees to manage schools; actively attending
. school meetings tc learn aboﬁt children’s learning progress and classroom

behavior; providing skill instruction and local culture information: helping
> =
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children with studying; garnering more resources from and solving problems

through the education bureaucracy; advocating and fromoting  girls’ education;

P
o

providing secufity for teachers b\ preparing adequate housing for them;
scheduling school! calerih&rs; hﬁnd]ing the budget to operate schools; identifying
factors contributing to educational i)l‘oblems (low enrollment, and high répetition
and dropout); and preparing chiidren’s readiness for schooling by providing them
with adequatc nutritioln and stimuli for their cogni_lfve developinent.
Supporting Teachers

Among the various forms of comimunity contributions, some are
specifically aimed lo suppert teachers. For instance, communities can provide, or
construct, housing for teachers who are from outside of the community. In the
views of Uemura, in rural areas, lack of qualified teachers is crtical, and
preparing a safe environment and housing is necessary to attract teachers,
parlict;larly female teachers. who otherwise tend to stay - in or go to urban areas.

Teachers can beneflit from communities’ active participation in their
children’s schoeols. For .examplc, community members themselves can be a rich
‘reso‘urce to support teacher’s practice in classrooms by fa.cilitating children’s
learning. Uemura asserts that community members can help students understand
concepts, which teachers teach in classrooms by having the students coming into
community, intcracting with communily members who are knowledgeable about
village history and certain issues faced by the community. He furthefstated that

respected community members could becorme knowledgeable lecturers who could

come 1o the classrooms, and teach students issues faced by the community. In this
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regard, as conténded by Baku and Agyeman (2002); teachers will then not
£

consider parental involvement ag a threat 1o Eﬁeir‘pl'p_ﬁgssidllal integrity but rather

a support in their educational delivery. Baku and Agycman again assert that

parents’ participation in’stghool management can provide teachers the opportunity
to be acquainted with issues in thc community and be informed about parents’
capabtlities in providing economic, social and human resources for use in school
management and development. Furthermore, parents and community members
can contribute to teachers’ teaching materials by providing them with know]cdge
and malerials-that are locally sensitive and more familiar to children.

Community participation in education can also be a powerful incentive for
teachers. Teachers’ absenteeism and lack of punctuality to show up in classrooms
on time are serious problems in many places. Among many other reasons, lack of
monitoring system is one of the critical factors contributing to these problems.
When teachers are monitored and supervised for their attendance and performance
by communities, Uemura asserts, they tend to be more aware of wh_at they do.
Uemura again stipulates that feedback from parents and the communfty about
their teaching perforinance can be a strong tool to Iﬁotivate teaéhers, if schools are
also collaborative.

‘Challengcs to Community participation in Education
Involving communities in the education delivery requires facing and tackling a
number of challenges. In generavl, as Crewe and Harrison (]998) articulate,
participatory approaches tend to overlook complexities and questicns of power

and conflict within communitics. According to them, these are designed based on
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the false assumption that the community, gréﬁp, or llouéehold is homogeneous, or
has mutually compatible interest‘s._Differe‘ncé‘S’ occnr,k_\;fjth fé.gpcct to age, gender,
wealth, ethnicity, language, culture, race and so odh.ﬂléven though marginalized or
minority groups {such a.»j.fcm:‘alé, disabled) may be physically present during
discussion they are not neccssarily given a chance to express their views to the
same degree as others.

In attempts to’ understand factors that prevent communities from being
involved in formal education, Shaeffer (1992) found that the degree of community
participation 1s particularly low in sociaily and ecénomically marginal regions. |
This, according to him, is because such regions tend to have the following
elements: a lack of appreciation of the overall objectives of education; a mismatch
between what parents expect of education and what the school is seen as
providing; the belief that education is essentially the task of the State; the length
of time requircd to realize the benefits of better schooling; and ignorance of the
structure, functions, and constraints of the school.

These re.asons are similar to UNESCO/PROAP (1990) stated reasons such
as: a lack of time erergy and sense of efficacy required for such involvement; a
lack of appreciation of the overall objectives of education; the belief that
education is essentially the task of the state; iénorance of the structure and
functions of the school; the school’s disinterest or resistance to community or

parental involvement; and underestimation by parents of their own competence in

educational issues.
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As stated by Beyene et al. (2005), apart from having to convince the

community members that participation can have aniipact on the quality of ther

schools, the ‘jocal implementer ‘mustalso b\’érconlle the other socially and
economically inducé_'d_ ) obsiaé}es to participation. Poor communitics are
susceptibie to suffering from lack of hope and vision for change (Bragar &
Purceli, 1967). Poverty and its behavioural censequences can be powerful
obstacles to achieving effective community participation by community-based
agents (Beyene et al., 2005). Bevene et al again recognise the need to mobilize
high-ievel decision makcrs as Jimitations 10 community barticipation. According
to them, without strong commitment from higher-level decision-makers
grassroots level behavioural changes will lose momentum and fail te become fully
institutionalised. Inslitutionalisétion, according to Govinda and Di\\.fan (2603)
serves as an important dcterminant of successful corﬁm‘unity mobilization.
Ther‘cfore, isolation from high-lcvel stakeholders 1s an important risk associated
with communi.ty-based participation efforts (Beyene ct al., 2005).

Challenges vary from one stakeholder to another because each group has
its own vision to achieve the corﬁmon goal of increasing educational access and
improving its quality. Uemura articulates some specific challenges and problers

that have been witnessed among teachers, and parents and communities.

Teachers
Somctimes there is resistance among teachers. Not all teachers welcome

parents’ and communities’ participation in education. They tend to feel that they
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are losing authority within schools, as bowe.r is taken bJ corpmunity and parents.
At the same time, they are cnééuraged to invg]iéﬂ dommunity members who
sometimes are not willing to get i?wolved in any school activities.

Gaynor (1998) aﬁzilysés the complex relationship between teachers and
parents in her study on teacher management with a focqs on the decentralization
of education. She argues that many parents in many countries would like to be
more involved in selecting and monitoring teachers. Howéver, analyzing impacts
of the el Salvador’s EDUCO project in which parents are responsible for school
management and monitor teachers, Gaynor stressed that the ieachers feel.
threatened by parental inveivement, believing that it will diminish public regard
for their professidnal status.

Parents and Communilics

‘ Uemura (1999) stresses that not all parents and community members are
willing to get involved in school activities. He contihugs that some have had
negative schooling experiences themselves, some are illiterate and don’t feel
comfortable talking to teachers, and getting involved in any kind of school
activities. They feel they don’t have control over the school. Further, he posits
that some parents and families are not willing to collaborate with schools because
they cannot afford to lose their economic labour by sending their children to
school. Even though they see the beneﬁts>to send children to schools, opportunity
costs are oftentimes too high to pay.

A World Bank study of social assessment in ED1ICO community-managed

schools in El Salvador (Pena, 1995) reveals that even though the parents vaiued
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education and had a positive attitude regarding th_e. tcachers, they were suspicious
about the government. This wariness,'combined x\{ill'}fl’a%ck of community interest,
fostered the fear that cducation would be privatized and parents would have to
pay for education scrvices. Parents are optimistic about the cconomic value of
education, but their optimism decreases when they are asked to think about the
role of education in their own lives. Furthermore, because of parents’ relative lack
of education and the way the traditional school systems are structured, parents and
teachers perceive their roles as separate from cne another, without substantial
parental intcraction with tcachers or involvement in the schools themselves.
How to Achieve a Successful Community participation

Although community participation can be a strong tool to tackle some
educational problems, it 1s not a panacea that can sdlve all the problems
encountered in the education sect(;r. Any slrategies to achieve a high degree of
community participation require careful examination ‘of communities because
each community 1s unique, and complicated in its nature (Uemura, 1999). This
Section, illustrates some issues that need to be solved in order to improve the
practices of involving cqmmunities in the education delivery.
Understanding the Nature of Community

As discussed previously, no community, group, or household is
homegenous. Thus, in the views of Uemura (1999), it is crucial to examine and
understand community contexts, including characteristics and power balance. He
states that it is Important to examine the degree of community participation in

some activities in society, since some communities are traditionally involved in
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cdamuniz}r activities (Antwi, 1992; Mcl:WiJIiam & Kwamena-Poh, 1975), while

o _ bo
others are not used to working together with schoeis or even other community
members. A Carcful examination of communities is necessary to successfully
carry out aciivilieé prom&ing participation (Cunningham & Cordeiro, 2000).
Narayan-Parker (1995) summarises elements that contribute to forming well-
functioning groups: the groups address felt needs and‘common interests; the
benefits lo the groups of working together outweigh the costs; the groups are
embedded in the existing social organization; the groups have the capacity,
leadership, knowledge and skilis to manage their tasks; and the groups own and’
enforce their rules and regulations.

Within the education sector, it is important to understand the current
formal structure and the function of school-community organizations. As Shaeffer
(1994) articulates, various kinds of organisations exist in many countries in order
to bring parents together. Some ofganisatioﬁs include ieachers and other school
staff. Membership, mandate, and level of activity vary from one organization to
another.

Assessing Capabilitics of Communities and Responsible Agencies and
Providing Assistance |
Uemura (1999) -proposcs assessment of community contexts, and the

agencies responsible for promoting community participation efforts, in order to

create specific plans or components of the projects. He opines that when the

. agencies are not willing to collaborate with communities in achieving the

objectives, il is important to help them understand why community participation
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is important. If they disagree, but implement the plans because they are told to,

the results will be unfavourable. According to him, témmunities, as well, need to

e e

have a good understanding of .why they need to collaborate with schools, and
what benefits can be yielded. |

Uemura (1999), however, stipulates that understanding and willingness are
not enough. Tt is important to assess capabilities to carry out plans lo promote
community participation including institutional capability, technical capability,
financial capabiiity, and political capability. Community participation in
education requires communities.to have: financial knowledge to handle funding
transferred from outside; technical knowledge and skills to run schools; and
political will to collaborate with agencies respon_sible for implementing efforts
(Uemura,.]999). It also requires teachers and other school staff to have political
will not only to work w1:th parents and communities but also to attempt to involve
then‘l in school operation. Uemura further suggests that implementing agencies
should have the technical capability to carry out active community participation,
encouraging and involving communities in a great range of school management.
They also need to have financial knowledge to oversee the funding and to operate
the school.

Uemura (1999) again argues that school community organisations  also
need to have certain knowledge, skills and attitudes to realize successful
community participation in education. According to Shaefer t1994), these
include: an understanding of the rationale for greater participation of its potential

advantages, and of its constrains and risks; attitudes which encourage an open,

wn
oy



w i

transparent, collegial environment in the school and open channels of
communalization between the ‘sch‘ool and the ‘cq’l;‘rl%iunity; simple research and
planning ski!lé; knowledge of local conditions which influence educational
demand and achievemenl, S(;hO()] management skills (abilities to help define the
goals, policies, programmes, and expectations of the school and the
responsibilities and functions of each parmer;r to encourage shared, more
participatory decision making with both teachers and schoo]-commun.ily
organizations; to plan, organize, conduct, and report on meetings; and to manage

and account for government and community resources provided to the schools};

- the ability to gain the -trust of parents, NGOs, and other partners in -the

community, to communicate, co]iaborate, and build a consensus with them, and to
animate th.em and encourage their involvement in the school; and the ability to
mobilise resources from the various interest groups and power centres in the
communty.

Preparing  the environh}em that can facilitate active community
participation is also important. Campfens (1997) summaries the main factors for
effective participation: an open gnd democratic cnvironment;, a decentralized
policy with grecater emphasis on local initiatives; reform in public administration;
democratisation of professional experts and officials; formation of self-managing
organisations of the poor and excluded; training for community activism and
leadership; involvement of NGOs; and creation -of collective decision-making
structures at various levels that extend from the micro and macro levels and link

participatory aclivities with policy frameworks.
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Establishing Communication Channels .

Ucmura (1999) articulates that in orcier o e.\se‘Jcisé any kind of community
participation, there needs to be_unacrstanding' z;rr;'ong all stakeholders, ail people
who are targeted. Additionally, rcasons and benefits of community participation
have to be clearly addressed and 'understobd by people. Furthermore, a continuing
dialogue between schools and community is essential because it usually takes a
long period of time to vield any benefit. Also, all the stakeholders nced to share
the understanding that rcsponsibility to educate éhi]dren cannot be taken by a
sinigle group of people.

He asserts that one of the strategies lo contribute to successful community
participation in education is to conduct a social marketing campaign, and an
awareness campaign, in order to ﬁr'omote community involvement in children’s
education. Such campaigns designed to target parents and community members
can\help them increase their understanding on the benefits of their collaboration
with 1eacher‘§ and schools. It is also helpful if community members themselves
can get involved in the campaigns so that they feel more responsible and attempt
to recruit more people from communities.

Summary of the Chapter

The literature review looked at the concept of community, school-
community relationship, participation, community pa_rticipation in education,
community participation in education as practiced in Ghana, the srigniﬁcance of
community participation in cducation, challenges to ‘community participation in

education and how to achieve a successful community participation in education.
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From the review, it could be realized that the prox;ision of education 1s a

shared responsibility of all stakeholders. For a successful community participatioi

wr

to be achieved there should be a ci’ear understanding of the roles of all participants
in the educational proyision énd the henefits to be derived from effective and
efficient participation in education. This calls for public education on community
participation in education.

Furlhermoré. the school and the cdmmunily must be open to each other to
ensure a smooth flow of information between them. There should be a réciprocal
l'elationShip between the school and the community.

Moreover, community ownership of the school is very important if the
school has to enjoy the resources of the community and if the community has to
reap the fruits of the school. The decentralization and democratization campaigns
going on in Ghana on management and development of schools point to the fact
tha‘t Ensuring grassroots participaiion in education is a sure way of making

education more meaningful to the local communities.
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CHAPTER THREE

METHODOLOGY

This chapter describes procedures used in conducting the study to find out
how communities in the Akatsi District participated in basic education. It looks at
the design, the population, sample and sample selection, data gathering
instrument, data collection procedure, and data analysis plan.

Research Design

The research design that was used is the descriptive survey. Descriptive
survey is designed to obtain information concerning the current situation. It is
directed towards determining the nature of a situation as it exists at the time of
stud:y (Fraenkel & Wallen, 2000; Sarantakos, 1997). It describes and predicts
phenomena \‘vithout manipulating factors that influence the phenomenon
(Amedahe, 2002).

Descriptive survey has an advantage of not typically requiring complex
statistical analysis. Data analysis may simply consist of determining the
frequencies and percentages for major variables in the study. It can provide the
researcher with a lot of information obtaineci from quite a large sample (Fraenkel
& Wallen, 2000). As put by Best and Kahn (1998), a descriptive research ‘is
concerned with conditions or relationships that exist, opinions that are held,

processes that are going on, effects that are evident, or trends that are developing’

(p. 113).
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The decision io use the déscriblive survey 1S bfised on the fact that this
research 1S non-experimental as it deals with d@scribiﬁg the existing conditions
rather than 'manipulalioﬁ of }/ax'iﬁbles. Funheum;orc, if one considers the purpose
of the study. the research questions and the targel population, one could see that
the descriptive survey is the most appropriate method to achicve the purpose of
the study and draw meaningful conclusions.

According to Scott and Usher (1996)), survey researchers attempt to collect
data about larger populations than usual with experimental researchers. They also
stipulate that surveys may lead to simple frequency counts. It is against this
background that the researcher adopted this method since the study Was directed
towards determining the current situation of community participation in education
in the Akatsi District of the Volta Region of Ghana.

Population

The target population for the study comprised heads of basic schools,
teachers, SMC executives, parents, PTA executives, opinion leaders such as
‘chiefs, assembly members and religious leaders, as well as district education
officers of the Akatsi education district. There were 45 Juﬁior Secondary Schools
in 37 towns and villages. The total number of teachers was 243. All the schools
had the _SMC and PTA. There were ten circuit supefvisors.

Sample and Sampling Procedure

Forty schools and their communities were selected for the study. This

sample size was based on the table for sample size determination suggested by

Sarantakos (1997). The schools were selected from ten circuits with regards to
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their proportions. That is, in order 1o get a representativé sample of schools from
each circuit, the researcher (;bta_ined a hist of‘th..‘:f;rly-ﬁve {45) Junior Secondary
Schools in the district from the Akatsi District Education Office. Then a
proportional stratified random sampling techniquc was used so as to obtain a
representative sample of schools for the study. This sampling proced.ure was
considered appropriate because the ten circuits in the distric;t formed the strata and
eacn stratum needed 1o be proportionally represeﬁted in the .study to enhance a
valid generalization (quwah—Nuamah, 2005; Scott & Usher, 1996). The
proportions of the number of schools that represented each stratum were finally
selected from the circuits.

To get the proportion of each stratum, 1he'r§searcher divided the total
number of schools in each circﬁit by the total numb-er of schools in the district
(45) and multiplied it by the numbler of schools to be selected (40). This could be
represented mathematically as: z = %, x n; where z = the number of schools
needed for each stratum (circuit); x = the total number of schools in each stratum
(circuit); y = the total ﬁumber of schools in the district; and n = total sample of
schools to be selected. For example, Agbedrafor circuit had six (6) Junior
Secondary Schools divided by forty-five (45) and multiplied by forty (40). This

* gave 5.3, which was approximated to 5 schools for this circuit. Using the same
procedure, the researcher got the forty (40) schoois for the district

After calculating the total number of schools for each circuit, the researcher

continued ‘with the selection of schools from each circuit. The lottery method of

simple random sampling was used for this. The names of the schools in each
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““circuit were written dﬁv-piec_es of pép-er of identical Sig&h and shape (a piece of
paper bearing a school’s pémé). The pieces ofpg;;c} were identically well folded
and mixed tdgether in a bowi. The folded papers were then picked one by one
without the sclector ldokiﬁg inio the pool. Once a schéo] was picked, it was
recorded and returned to the pool so as to maintain the same probability for each
school to be picked. Anytime the same school was drawsn twice, or thrice, the
second or third selection was ignored and the school was returned to the pool. The
entire poo!l was mixed up again for another drawing to be ﬁade. This went on till
the needed number of* schools for each circuit was selected. But where the
calculated number of schools was equal to the number of schools in the circuit, no
drawing was done; all the schools were selected. Agormor circuit for instance,
had four (4) schools. When the ¢alculation was doné, it gave 3.6 which was
approximated to 4. So, all the four scho'ols were chosen from the circuit. This
procedure was used for some circuits too.

To get the sample of teachers and headieachers in each of the selected
schools, the researcher used the table for sample_slize determination suggested by
Sarantakos (1997) to choose 160 school staff. The researcher then used a
purposive sampling method to identify teachers who had worked for at least one
year in their schools. The lottery method of simple random sampling technique
was used to select three teachers from egch of the selected schools. In this case
two, slips of paper of identical size and shape on which the numbers, ‘1’ and *2°
were written were used. The total number of these slips of paper was equal to the

number of tcachers who purposively qualified for the study in each school. The
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number ‘1’ represented those who were to be selected and_ +2* those who were not
to be chesen. There were only three slips of pap;_? ‘f)earing the code ‘1’ among
slips of paper used for cach schc’ol.l'l‘hc teachers werce then asked to pick a slip of
paper cach. Those who-picked *1° were then chosen for the study. In schools
where there were only three teachers qualified to take part in the study, those
teachers were all selected.

In addition, all the heads of the selected school were purposively selected.
This was because it was the heads that would open the doors of the schools for
community participation. In all, 160 school staff were sclected as indicated above.
This comprised 120 teachers from ibe forty schools and their heads. This was in
line with Nwana’s (1992) assertion that if the population is in few hundreds, a
40% or more samples will be appropriate.

All the ten circuit supervisors were also purposively selected in addition to
the officer in charge of community participation and the one in charge of basic
school coordination at the district ofﬁc;,e. As put by Amedahe (2002), in a
purposive sampling, the researchér picks respondents on the basis of his or her
judgment of their typicality or particular knowledge about the issue under
consideration (see also Nsowah-Nuamah, 2005). |

Additionally, purposively, an opinion leader of each town or village in which
the school was situated, or where two or more schools were selccted from a town,
an opinion leader in that part of the town where the school was situated was
selected. Others that were purposively selected included the PTA chairmen, and

the chairmen of S M Cs.
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In ail, a sample size of 292 was cimsen for tlzé study. This sample size was
considered appropriate because, as put by Fraenkﬂcf and Wallen (2000), the sample
should be as large as timbané encrgy would permit. They added that for
descriptive studies. a sample of at least hundred is deemed essential. The table

below shows the sample selccted.

C NS NSS SNS NP NSM NOL CS EO
] 6 5 20 5 5 | 5 1
2 5 4 16 4 4 4 ]
3 4 4 16 4 4 4 1
4 4 4 16 4 4 4 1'
5 5. 4 16 4 4' 4 1
6 4 4 16 4 4 4 ]
7 3 3 12 3 3 3 1
8 4 . 4 16 4 4 4 1
9 5 4 16 4 4 4 1
10 5 4 16 4' 4 . 4 1
Total 45 40 160 40 40 40 10 2

In-the table, *C’ stands for circuit, ‘NS’ for number of schools, ‘NSS’ for
number of schools selected, *SNS’ for selected nu.mber of staff, ‘NP’l for number
of PTA executives selécted, ‘NSM* for number of SMC executive members
sclected_.r *NOL.’ for number of opinion leaders sclected, ‘CS’ represents number

of circuit supervisors selected and *EQO’ other district education officers sclected.,
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On the other hand, ‘1’ is the code nu\1’nb8r used to represent Agbedrafor circuit,
2" Avenorprdo cireuit, ‘37 Akatsi ‘B’ circuit; ‘4’ Agormor circuit, *5° Ave-
Afiadenyigba circuit, *6° Aveno'rpéme circuit, *7" Wute circuit, ‘8" Gefia cicuit,
‘9> Akatsi ‘A’ circuil;and ‘10° Ave-Dakpa.

Instrument and Instrument Dcyclopment

The instrument used for the study was the questionnaire. Three sets of
guestionnaire wérc used: one for headteachers and teachers, another for district
education office workers and the other for PTA and SMC executives and opinion
leaders of the communities.

From the literature already reviewed, it was established that communities
could contribute a lot to the development of schools. Some of these contributions
include: boosting moral of school staff; raisi;ng ﬁibney for schools; ensuring
students regular attendaﬁce and completion; .constructing, repéiring and
improving' school facilities; contributing in labour, matérials land and funds;
recruiting and supporting teachers; monitoring and following up on teacher
attendance and performance; forming village education committees to manage
| classroom behaviours; and providing skilled instruction and local culture
information. Some of the contribuﬁons had been adapted to constitute the PART |
of the three sets of questionnaires. The items on PART I requested respondents to
rate the level of contribution of the community on a lil;en scale 5 to 1, five being
most important and one not important all. Part ]I examined the séhool-COmmunity
relationship. The items were taken from the literature. Under this part, items were

rated on a likert 5 to 1 as under PART L.
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The literature reviewed on the challenges to comtunity purliCiPmiO“ in
education revealed a varicty of challenges. Sh_a‘(-:i?fcr (1992), pointed out the
following challenges: a lack of appreciation of the overall objectives of education;
a mismatch between what parents expect of education and what the school is seen
as providing; the belief that cducation is cssentially the task of the state: the length
of time required 1o realize the benefits of better schooling; and ignorance of the
structure, functions and constraints of the school. UNESCO/PROAP (1990} also
revealed almost the same challenges with the schools’ disinterest or resistance to
community or parcntal involvement; and an underestimation by parents of their
own compctence in cducational issues being the only oncs in UNESCO/PROAP
study not covered by Shaefer. Most of the challenges were adapted for PART 11
of the instrument.

Furthermore, Beyene et al. conducted a study in Ethiopia on stimulating
participation in education in 2005. Item number two under questions for parents
which (Beyéne et al. 2005 p. 95) had seven sub items had also been adapted for
PART III: Challenges to community participation in Basic Education, of the
questionnaire for PTA and SMC executives and other opinion leaders.

PART IV of the instrument sought suggestions from the respondents as to
how community participation in education could be improved. The literature
reviewed under how to achieve successful community participation identified
some strategies to adopl. The rescarcher, however, used an open-ended itemn at
this part to give the respondents the freedom to give their own suggestions. The

questionnaire for headteachers and teachers had 33 items, and that for district
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education officers had 30 items and the onc for communi15'5n1;111btrs contained 34
major items and 8 sub-items. | w o
Instrument Testing

The instrument” for the study was pre-tested. Six schools and their
communitics from Ketu District of the Volta Region and the Ketu District
Education Directorate were chosen for the pre-testing. The Ketu District was
selected for the pre-test because it is closc to the Akatsi District and, most
imporiantly, it has similar characteristics like enrolment and poor infrastructure as
the Akatsi District. This pre-testing helped the researcher to determine the validity
and reliabilily of the instrument. It also revealed the strengths and weaknesses of
the items,

The results revealed a Crombach’s Alpha reliabi'lity coefficient of .8270for
the instrument for the schoolstaff, .7480 for the instrument for the community
members and .8763 for the instrument for the district education officers.

])atﬂ'qulection Procedure

The researcher undertook the administration of the instruments himself. In
order to get the cooperation and help of the heads, the headteacher of each school
was consulted and briefed on the purpose and the nature of the study. All
respendeénts were briefed on the purpose of the study and the need for them to be
as honesi and sincere as possible in their responscs. The questionnaires were
administered to the selccted respondents. For the school staff, it was only those

who stayed in their schools for at least one year who were selected to respond to

the instrument.
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For literate respondents, a maximum of two day‘_'sl.\\"ﬂs given for them to
respond to the quesiionnaire so that they wo,ul’d'_” iot rush in responding to the
items. The two days was also considered appropriate because a longer period
could result in some respondents forgelting about the exercise and cven some
misplacing the instrument given them. For five illiterate respondents, the Hems on
the questionnaire were translated one after the other into the local language. Ewe,
by the rescarcher and they responded to them. The researcher used [our wecks for
the administration of the mstruments.

Data Analysis

After the fieldwork, the raw data gathered on the completed and retrieved
Instruments were scrutinized. That is, the data w.as. sorted, edited and coded to
identify and climinatc or minimizc errors, omission, incompleteness and general
gaps in the data gathered. The refined data was imputed into the computer
software, Statistical Package for the Social Science (SPSS), to facilitate data
description and analysis.

Descriptive statistics, such as simpie percentages and frequencies, was
used to sunullarise and present the data in the form of tables, to facilitate
mterpretation and analysis. This was to make issues clear for people to have quick
visual impressions of the items.

For effective data analysis, data were put into three major categories: that
is, agreed, disagreed and undecided. This means that ‘strongly agreed’ and
‘agreed’ were merged into ‘agreed’ while ‘strongly disagreed’ and ‘disagreed’

were also collapsed into “disagreed’, and ‘undecided’ remaincd unchanged.
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CHAPTER FOUR

RESULTS AND DISCUSSION

This chapter deals with the analysis of the field data. The study focused on
community participation in basic education in Akatsi District. It was aimed at
looking at how the communities had been faring in their involvement in the
provision and development of education in the district.

The data analysis covered four main aspects according to the research
questions set for the study: community role in school development, school-
community relationship, challenges to community participation in basic
education, and ways of improving community participation in basic education in
the district. Three different sets of questionnaire were used; one for headteachers
and teachers, another for district education office workers, and the other for, PTA
and SMC executives, and other opinion leaders of the communities. The
questionnaire for headteachers and teachers had 35 items; the one for SMC and
PTA executives and other opinion leaders of the communities had 34 major items
and 8 sub-items; while that for district education office workers had 30 items. The
units of analysis of the study were the community and the school. The analysis
and discussion of the results were done in six categories as follows:

a) examination of the frequencies (f) and percentages (%) to

determine the role of communities in provision of financial

and material support;
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h) cxamination of frequencies and p@re;ntages to ‘bring out
the role of the communities in school governance;

¢) a look at the frequencies and the percentages to show
parents’ responsibility to their children;

d) a look at the frequencies and the percentages to indicate
the relationship between the schools and the communities;

¢) examination of the frequencies and perccntgges to
determine the challenges to community participation In
basic education;

f) a look at the frequencics and the percentages to determine
the ways by which cémmunity participation in basic

education could be improved.

In the tables, “(r.” stands lor “tcacher” and “urs™ represent “teachers™;

"

?

“chn” “children™ and “‘chn’s” “children’s”; “c’ty” stands for “community” and
“c’ties” stands for “communities”; “sch.” stands for “school”- and “schs.”
“schools™; “sch.-c’ty” represents “school-community”; “mgt” stands for
“managemen”; and “dvt” represents “development”.

Analysis of the responses obtained from the questionnaire for headteachers
and teachers

Research Question 1

Which roles do community members play in the development of the schools?

This question sought to find out the contributions the community members

made towards the sustenance and progress of their schools. To get answers to this
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; research question, th'e}"esearc.her looked at 19 items whith were further grouped
under three categories: proi'isiqn of ﬁn’emqia]féhl;d material suppori, schooi
governance, and parcnts’ respon'sibility‘r to their children (Heneveld and Craig,
1996). In all, for the j’jurp‘ose of effective data analysis, the data were put into
three main calegories as staled in chapter three: agreed, disagreed and undecided
respectively. That is, strongly agreed and agreed were collapsed into agreed
whilst strongly disagreed and disagreed were also collapsed into disagreed.
Community role in sc500} development (provision of financial and material
support). |

As regards community role in terms of financial and material support,
seven items were used (o measurc the communities’ role.

Results from Table | show that out of a ,tolallof 156 respondents-, 120,
(77%) of -school staff, agreed that the communities provided accommodation for
teachers 68 (about 76%) respondents also agreed that community members paid
levies towards school projects. In addition, 69 (aboul 73%) members of school
staff agreed that the community provided labour for school projects. Results
 further reveal that the majority of respondents being 129 (constituting about 83%)
agreed that PTAs initiated school projects. |

On the other hand, the majority of respondents constituting 110 (about
71%) dfsagrecd that citizens of the communitics made donations towards the
development of the schools. Moreover, 128 (82%) respondents disagreed that

communities organized fundraising ceremonies to generate funds for the schools.
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“Table 1 R L

Community provision of financial and material.support

5 4 3 P I

Item Freq. (%) Freq. (%) Freq. (%) Freq. (%) Freq. (%) Total

Accommodation for

teachers . 66 (42.3) 54 (34.6) 8(5.1) 14(9.0) 14 (5.0} 100
Payment of levies 63 (40.4) 55¢35.3) 5(3.2) 19(12.2) 14 (9.0) 100
Donations for school

developmcit 0(5.8) 29(18.6) 8(5.1) 63(40.4)y 47(30.1) 120

Labour for school

projects 60 (38.5) 53 (34.0) 9(5.8) 21 (13.5) 13 (83) 100
P T A initiating
school projects 49 (31.4)-80(51.3) 5(3.2) 8(5.1) 14(9.0) 100

Fundraising for schools 6 (2.8) 13(8.3) 9(5.8)° 73(46.8) 55(35.3) 100

Welfare fund for‘

teachers -1(0,6). 3(1.9) 4(2.6) 43(27.6) 105(67.3) 100
Furthermore, as high as 148 (about 95%) teachers disagreed that PTAs had

welfare fund for the teachers.

One could infer from Table 1 that the communities played significant roles as far

as the provision of financial and material support was concerned. A large

percentage of respondents strongly agreed that the communities provided

accommodation for the teachers. Issues like the payment of levies towards school

projects. provision of labour for school projects, and P T As initiating school
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projects all reccived serious atlention from the cqmrﬁimities. Thus, the wish by
the government and educationists that the cgﬂmi]};niiics regard the schools as their
own properties and therefore partnering government in the provision of financial
and material support had been gaining some grounds in the Akatsi District.

Nevertheless, therc were areas that still needed serious attention. Areas
such as citizens of the communities making donations towards school
devclopment, communities holding fundraising ceremonies for the schools and
PTAs having a welfare fund for teachers were not paid serious attention to. This is
suggestive of the fact that the communitics needed to do more in order to properly
develop the schools.

Community role in schﬁn] development (School governance)

The next important factor used to measure' community role in school
development was involvement in school governance. This comprised seven ilems:
requesting for teachers; making suggestions towards schcol development; SMC
assisting in school disciplinc; community members serving on school committees;
SMC checking teacher attendance to school; SMC checking teacher performance
in the classes and parents regularly attending PTA meetings.

Results from Table 2 reveal that most of the respondents (122)
representing 78% agreed that the communities requested for teachers while about
169 (25) showed disagreement and about 6% (9) were undccided. In addition,
114 (73%) respondents agreed that the communities made suggestions towards

school devélopmenl whilst 37 (24%) indicated disagreement and 5 (about 3%)

undecided.
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Table2 B - .

Community invoivement in schooi governange |

5 4 3 2 1

Item Freq. (%) Fl’éq. (%) Freq. (%) Freq.(%) Freq. (%) Total
Requesting for

icachers 68 (43.5) 54(34.6) 9(5.8) 14(9.0) 11(7.1) 100

Making suggestions 49 (31.4) 65(41.7) 5(3.2) 11(7.)) 26(16.7) 100
S M C assisting in

school discipline 59(37.8) 71(45.5) 9(5.8) 3(1.9) 14(5.0) 100
Serving on schootl |

committees 36(55.1) 45(28.8) 12(7.7) 6(3.8) 7(4.5) 100
SMC checking

r. attendance 71(45.5) 59(37.8) 9(5.8) 3(1.9) 14(9.0) 100
SI\/‘IC checking tr. |

performance, 86 (55.1) 45(28.8) 12(7.7) 6(3.8) 7@4.5) 100
Parents regularly

partaking in PTA

meetings 65(41.7) 49(31.4) 5(3.2)  26(16.7) 11(7.1) 100

Further analysis from Table 2 portrays that 130 (83%) of the respondents
agreed that SMCs assisted in maintaining discipline in the schools with only 7
(11%) showing disagreement and 9 (about 6%) were undecided. On the issue of
community members serving on scliooi committees, the majority of respondents,

constituting 131(84%), agrced while 12 (8%) disagreed with 13 (about §%) being
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undecided. Moreover, ‘130 (about 23%) pf the resporgd‘enhts agreed that SMCs
checked teachers’ attendance to school and 17 (aubn;ut 11%) disagreed; The same
pattern unf.:-)lded as regards SMC checking teacher performance. Also, on the
issue of parcnts regu’larly- attending PTA meetings, 114 (about 73%) of the
respondents agreed while 37 (about 24%) disagreed and 5 (about 3%) were
undecided.

It could be seen from Tablé 2 that the co;ﬁmunities were serious with the
availability of teachers in their schoels. Other issucs that received high attenticn
froms the communities were; community members ofien making suggestions
towards 'the,devélopmeni of the schools, SMCs involvement in school discipline,
community members serviné on school commiﬁees, SMCQ checking teacher
attendance, SMCs checking teacher performance, and i)arents regularly attending
P"J?A meetings. This implies that the communities in the Akatsi District partook in
the governance of their schools; thus they were concerned about how well their
schools were managed. This conﬁrhas the view of Manu (1997) that the quality of
education children receive is dependent upon the level of interest and involvement
of the community in the management and governance of its schools.

Of sharp contrast to the above, however, was the result on the issue of parents’
responsibility towards their children. Table 3 presents the results below.

Results from Table 3 indica‘lc that the majority of the respondents, constituting
125 (aboui 80%), disagrced that the parents supervised their wards’ learning at

home while 27 (about 17%) agreed with only 4 (3%) being undecided.
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Table 3

Parents’ responsibility to their children

5 4 3 2 1
Item ‘ Freq. (%) Treq. (%) Freq. (%) Freq. (%) Freq. (%) Total
Parents supervising |
their wards’
learning at home 12 (7.7) 15(9.6) 4(2.6) 62 (.39'7) 63 (40.4) 100

Extra classes for children 9 (5.8) 30 (19.2) 3 (1.9) 51 (32.7) 63 (40.4) 100
Parents making children

go to school everyday 12 (7.7) 15(9.6) 4(2.6) 62(39.7) 63 (40;4) 100
Parents seeing Lo chn’s

punctuality to school 12 (7.7) 16 (10.3) 13 (8.35 -51 (32.7) 64 (41.0) 100

Parents having part

tirne trs. for chn. 9(5.8) 30(19.2) 3 (1.5) 51(32.7) 63(40.4) 100
A similar trend was unfolded with regard to parents’ sponsoring exfra
classes for their wards as 114 (73%) respondents disagreed while 39 (25%) agreed
and 3 (2%) undecided. On the isisue of parents making sure that their children go
to school everyday, the same pattern seen under parents’ supervision of their
children’s- learning at home unfolded. That is, 125 (80%) of the respondents
disagreed whilst 27 (17%) agreed but only 4 (3%) were undecided. In addition to
the above, with regard to the issue of parents making sure that their wards go to
school on time, 115 (74%) disagreed and 28 (18%) agreed while 13 (about §%)

were undecided. Further analysis revealcd that on the issue of parents having part
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time teachers for their children, 1}4_(73%)‘6111 of 156 1espondents disagreed, 39

“

(25%) agreed and 3 (2%) being undecided. -

This implies that parents” direct responsibility to their children’s education,
in the areas looked af in the instrument, was poor. Parents hardly supervised their
children’s learning at home. they did not sponsor extra classes for their wards, and
they hardly made sure their children go to school everyday. Also, parents did littlc
in ensuring that their children were punctual to school; neither did they have part
time teachers for their wards. These show that lateness and absenteeism were high
among pupils in ihe Akatsi District. The issue of parents not sponsoring cxtra
classes for iheir children could be attributed to the fact that the government
recently banned the payment of unauthorized fees, so most basic schools were not
organizing extra classcs.

Research Question 2
What is the relationship between the schools and the communities?

One other important aspect of communily participation that the researcher
looked at was school-community relationship. This aspect was aimed at finding
out how the schools and the communities showed concern for each other and how
they collaborated in developing the schools. Nine items were used to answer this
research question. These were grouped under two heédings such as issues
concerning schools and 1ssucs concerning the communities.

Sciool-community Relationship (issues concerning the school)
The first aspect of school community relaiionship the researcher

considered was ‘issues pertaining to the schools’. Five items were used to
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measure this.-They aré; pe“ll.rci]ts visiting the school Qﬁé;’: teachers inviting some
community members as resource persql1s-tojdi'§ctlss some topics with students,
schools involving community members in decision making, parcnts interacting
with teachers, and SC]"lOOIS discussing issues with communities to find common
solutions.

From Table 4 it could be seen that on tﬁe issue of barents visiting the
schools often, the majority of the respondents, representing 126 (about 81%),
disagrced while only 18 (about 12%) agreed and 12 (about 8%) undecided. In
addition, about 127 (82%) of respondenis disagreed that the teachers invited some
community members as resource persons to explain to students some topics while
22 (about 14%) agreed and 7 (5%) of the respondents were undecided. On the
1ssue of community members getting involved in sc;hool decision-making, the -
majority of the respondents, representing 81% (126), agreed but 15% (23)
disagrecd while about 5% (7) were undecided. Cc;ncerning the issue of parents
interacting with teachers 117 (75%) of respondents disagreed, 33 (about 21%)
~agreed and 6 (about 4%) were undecided.

Moreover, concerning thekissue of schools discussing issues with the
community to find common solutions, the majority of respondents, making 134

(i.e. about 86%), agreed while 21 (about 14%) disagreed and about 6 (1%) were

undecided.
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Table 4 T v

P - . - - .\‘L.“‘ - .
School-community relationship (issues concerning the schools)

5 4 3 2 1
Item - Freq. (%) Freq. (%) Freq. (%) Freq. (%) Freq. (%) Total
Parents visiting the
school eften 9(5.8) 9(5.8) 12(7.7) 57(36.5) 69 (44.2) 100

Inviting ¢’ty members

to discuss some topics 8 (5.1) 14(9.0) 7 (4.5 50(32.1) 77 (49.4) 100
C’ty members in

decision-making 83(53.2) 43(27.6) 7(4.5) 16(103) 7(4.5) 100
Parents interacting |

with teachers 10(6.4) 23 (14.7) 6(3.8) 46(29.5) 71 (45.5) 100
Sch. discussing issues

wi‘lh the ¢ty to find

solutions | 70 (44.9) 64 (41.0) 1(0.6) 14(9.0) 7(4.5) 100

The above analysis brings to the fore the fact that there was room for
improvement with regards to the school-community relationship on issues
pertaining to the schools. Apart from the issues of schools involving communities
in decision making and schocls discussing issues with communities to find
common solutions respectively, the rest of the iséues recelved less attention.
Parents hardly visited the schools often. Also, tecachers hardly invited some

community members as resource persons in discussing some topics like marriage,
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family and other customs and“values with §tu?fents. And parents hardly interacted

~

with teackers on their children’s performance. ~
SCIIO()!-cum!nunil)' relationship {issues pertaining to communities)

The cther imp;ortant factor used to examine the school-community
reiationship was issues pertaining to the communities. This comprised four items
as presented in Table 5 below. It is neticeable from the iable that concerning the
issue of teachers taking part in communal labour organized in the communities,
the majority of the respondents constituting 133 (aboui 82%) disagreed while 18
(about 12%) agreed but 5 (about 3%) were undecided. Moreover, while 119
{about 76%) of the respondents disagreed to the issue of the school organizing
clean-up exercises in the communities, 33 (about '21%) agreed and 4 (3%) were
undecided. Also, on the issue of schools organizing lrée—planting exercises 1n the
communities, 106 (68%) of the respondents disagreed whilst 40 (about 26%)
agreed and 10 (6%) undecided. Further, pertaining to the issue of schools taking
part in programmes of the communities, the mujority of the respondents,
representing 119 (76%), disagreed whilst 27 (about 17%) agreed.

It is clear from the table that there were much more to be done with
regards to reciprocal relations between the schoois and the communities. As could
be seen above, teachers hardly took part in communal labour organized by the
cor'nmunities. GCther things that wcré not done iere; the schbols’ crganizing
clean-up exercises in the communities and the schools® organizing tree planting

campaigns in the communities.
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Table 5 o o

Community-school relationship (issucs pur_iaiﬁfﬁg to the communitics)

5 4 3 2 1

Ttem _ Freq (%) Freq (%) Freq (%) Freq (%) Freq (%) Total

Trs. taking part in

corimunal labour 4(2.6) 14(9.0) 5 (3.2) 76(48.7) 57(36.5) 100
Sch. organizing |

clean-up in the ¢’ty 15(9.6) 18(11.5) 4(2.6) 48(30.8) 71 (45.5) 100
Sch. organizing

tree-planting inc’ty 21 (13.5)19(12.2) 10(6.4) 50(32.1) 56(35.9)- 100

Sch. taking part in |

¢’ty programmes 11(7.1) 16(10.3) 10(6.4) 40(25.6) 79 (50.6) 100

Yet another lapse on the part of the schools was that they did not take part.
in programmes organized by the communities. All these portrayed that the
relationship between the schools and the communities was not good. It is also
evident that the cemmunities were doing better in their relationship with the
schools than the schools did in their relationship with the communities. This
would not auger well for effective development of the schools as, according to
Asiedu-Akrofi (1978), schools nced to relate well with the communities for
parents to get informed about the changes in the school programmes and also for
the negative notions people have aBout the schools 1o change.

The schools’ inability to partake in programmes organized by the

communities and the teachers’ inability to take part in communal labour
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organized by the commu;i;ies were. nt}VCl’Ehé]éSS, auribqtablﬁe to the fact that most
of thc community programmes arc normallyfo_réa'nizcd during weekends when
students and teachers are not in school.

Also. most of the teachers, even though were provided accommodation at
where they were teaching, stayed in the bigger towns, especially Akatsi, the
district capital, and uscd bicycles or motor bikes to and from school everyday,
hence teachers could not tuke part in the communal labour organized by the
communities.

Research Question 3
What are the chalienges to community participation in the district?

The researcher again looked at challenges to community participation in
education. This question sought to find out the factors militating against
co_mmunity participation in education in the district. To measure this, the
researcher used six ilems.

Challenges to community participation in education

In Table 6, one of the items dealt with whether community remembers
lacked knowledge on the functions of the schools. To this, the majority of the
respondents, thus, 127 (87%) disagreed whilst 24 (abom 15%) agreed and 5
(about 3%) being undecided. Another issue was community members not
appreciating thc objectives of education. To this too, the majority of the
respondents, representing 126 (about 81%) disagreed while only 18 (about 12%)
agreed and 12 (about 8%) undecided. In addition, 124 (about 80%) of the

respondents disagreed that the community believed that education was the task of
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government whilst 27 {about .1 7%) agreed and only 5 (ab_gu{_“u%) were ‘UPdeCidEd-
On the issue of whether te;acllers '[')L;]it;v(:d’ that pz_frénial involvement in education
undermined their professional integrity, ]12 (about 72%) of the respondents
disagreed whilst 28 (18%) égreed and 16 (about 10%) were undecided.

Also, from the table, conceming the issue of whether parents
underestimate their own competence in aducational matters, the majority of
respondents, 134,>(ab0ut 86%) agréed while 21 (about 14%) disagreed and about
1 (1%) was undecided. Moreover, 1135 (about 74%) of the respondents disagreed
to the issuc that the community failed to recognize the problems of the scheol,
while further analysis reveals that 33 (about 21‘%) agreed and 8 (about 5%)
undecided.

These results, as seen in the discussion above and could be seen in the
1able below, reveal that the respondents did not consider most of the issues
sts"pulalcd by Shacfler (1992) and UNESCO/PROAP (1990) as chalienges to
effective community participation in education in the Akatsi District. The
majority of the respondents indicated their disagreement to most of the issues.
These revelations highlight the fact that the communities were aware of what
education could do for them and how they should consider the schools. However,
it is clear that most of the parents underestimated their own competence in

educational matters. This confirms the position of UNESCO/PROAP (1990).
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Table 6

Challenges to community participation in edueation

5 4 3

Item

2 !

Freq. (%) Freq. (%) Freg. (%) Freq. (%) Freq. (%) Total

C'ty members’
ignorance of functions
oi'the school 13(8.3) 11 (7.1} 5(3.2)
C’ty members not

appreciating objectives

of education 9(5.8) 9(5.8) 12(7.7)
C’ty belief that
education Is the task
of government 9(5.8) 18(11.5) 5(3.2)
Parental involve-
ment in education
undermines trs’
integrity 12(7.7) 16(10.3) 16 (10.3)
Parents under-

estimating their

own compctence 70 (44.9) 64 (41.0)  1(0.6)
C’ty not recognizing

problems

of the school 17 (10.9) 16 (10.3}y 8 (5.1)

57 (36.5) 70 (49.9) 100

57 (36.5) 69 (44.2) 100

58 (37.2) 66 (42.3) 100

68 (43.6) 44 (28.2) 100

14(9.0)  7(4.5) 100

49(31.4) 66 (42.3) 100
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Research Question 4 : @ ~ o o
In what ways can community parlicipationjin_‘f;;}eic education be improved in
the district?

‘This question “souéht suggestions fron: the respondents on how they
thought community participation in education could be improved. To get answers
to this question, the reseadrcher asked an open-ended question for the respondents
to freely suggest their own answers fo.

Ways of impreving community participatien in education in the district

From Tablc 7, one could see that whereas 56 (about 36%) of ihe
respondents were of the view that both communities and schools needed to be
educated more on communily participation in education, 50 (32%) of them
suggpested that there should be a more open communication channel between the
schools and the communitics. The same number, 50 (32%), was recorded for
respondents who suggested that coﬁamunity leaders should be educated on school
management.

These results and the discussion above imply that much more needed to be
done by the district directorate to get both the schools and communities more
informed about community participation in education. It is not surprising
therefore; that teachers were not taking part in community activities and parents
were hardly visiting the schools, It also goes to explain why parents’

responsibility to their children’s education was poor.
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Table 7 & ) ) 7
- - _J\.\- -
Tenyt " R . .. . e d .
Ways of improving community participaiion in Coucation
Suggestion . Frequency Percentage (%)

More cducation for schs. and
¢ tics on ¢ty participation 56 359

Open communication channcls

between the sch. and the ¢’y 50 32.1
Educating schi.-c 'ty leaders on sch.

mgt. 7 30 i 321
Total 156 100

Furthermore, there was not cnough information flow between the
communitics and the schools. This might also explain why there was lackadaisical
altitude when it came to cither parents visiting scheols or teachers partaking in
community activities.

The other suggestion which states that school-community leaders should
be cducated on school management is also in the right direction. It will equip the
lcaders with the skills they need to go about their duties well. {t would, thus, make

them aware of their roles in school management which wouid lcad ic the

rcalization ol the objectives ol the decentralization of educational management.
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Analysis of rcsfxl!s uhl;:inuil From ¢f1!k;slil;‘:1nuirc“l'gr l"i'z\ & SMC exeentives
and opinion leaders

Research Question |

Which roles do communities play in the development of the schools?

Three arcas were considered in answering this question. These are:
provision of financtal and malerial support. community involvement in school
governance and parents” responsibility to their children. In all, cighteen items
were used to clicit responses [rom respondents on this question: seven were on the
provision of linancial and material support. six on community involvement in
school governance and five on parents” responsibility to their children.
Community members’ responses on community role in school development
(provision of financial and maierial suppaort)

"l:hc table below shows that 70 (about 60%) ol th'c respondents agreed that the
cc»mmuniti_us provided accommodation {or the teachers while <12 (about 3G%)
disagreed and 5 (4%) undecided. Also. cancerning the issuce ol community
members paying levies for school development, 82 (about 70%) ol the
respondents agreed whilst 33 (about 28%) indicated disagreement and 2 (about
2%) undecided. In addition. 77- (about 66%) of the respondents indicated
disagreement on the dssuce of citizens of thé communitics making donations
o

towards school project while 39 (about 33%) agreed and only | {about 19%4)

undeeided.



Table 8 B e .

~ oy #

Communily members’ respunses on provision of financial and material

suppuourt

5 4 3 2 i
ltem Freq. % ireq. % Ireq. % Freq. % Freg % Total
Accommodation for N
teachers 36 (30.8) 34 (29.1) 5(4.3) 23(19.7y 19(16.2) 100
Levies for sch.
developmém 43 (36.7) 39(33.3) 2(1.7) 21 (i-S.O) 12 (i0.3) 100~

Donations towards

sch. projects 17(14.5) 22(18.8) 1(0.9) 46(39.3) 31 (26.5) 100
Labour for school

projects 34(29.1) 40(34.2) 1(0.9) 23 (19.7) 16 (16.2) 100
PTAS™ initiation of

projects . 39(33.3) 63(53.8) 3(2.6) 7(6.0) 5(4.3) 100
PTA having welfare | |

fund for teachers 14 (12.0) 21(17.9) 1(0.9) 58 (49.6) 23 (19.7) 100
Fundraising for

school - P3(HL0) 25¢21.4) 2(1.7) 41(35.0) 36(30.8) 100

Further analysis showed that 74 (about 63%) of respondents agreed that the
commiunities provided labour for school projects; 42 (about 269%) disagreed and 1

(about 1%94) being undecided. On the issuc of PTA mitiating projects, the majority
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of the respondents. repms"énting,lQQ {,87?‘?:/0) agreed; “while 12 (about 10%)

-

disagreed with only 3 (about 3%) being undecid=d. '

On the other hand. the majority of the respondents, 81, (representing about
69%), disagreed to issuc of whether the PTAs had welfare fund for teachers while
35 (about 30%) agreed and 1 (1%) was undecided. Moreover, concerning
communities’ holding fundraising cereménies for schools, 77 (about 66%) of the
respondents disagreed and 38 (about 33%) agreed while 2 (about 2%) were
undecided.

A lock at the table reveals that the communities in the Akatsi Disurict
played some roles in the development of the basic schools. Roles like providing
accommodation for teachers, payinp levies towards school projects, providing
labour for school projects and the PTA initiating sc;hoo] development projects
were all performed by the communitics of the district. This is a confirmation of
what had been revealed by headteachers and teachers.

Itis ho\;vever clear, from the table, as in the results from headieachers and
teachers, that the PTAs had no welfare fund to support teachers, communities had
not been organizing fundraising ceremonies for the schools and, also, citizens of

the communities were hardly making donations towards school developmeni.

Community members’ responses on community role in school governance
It could be seen from Table 9 that most of the respondents, that is, §3
(71%), agreed that communities requested for teachers for their schools, while 34

{29%) disagreed. Concerning the issue of community members making
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suggestions towards school development, the majoriiy of the respondents, 92
(represcniing about 79%%), agreed. On the contrary, 25 (about 21%) disagreed with
nobody undecided.

Tablie 9

Comimunity members’® responses on community role in school governance

5 4 3 71

Itemn Freq. (%) Freq. (%) Freq. (%) Freq. (%) Freq. (%) Total

C’ty requesting for trs. 49 (41.9) .34 (29.1) 0 (0.0) 24 (20.5) 10(8.5) 100
C’ty members making

suggestions towards

sch. dvt 01 (52.1) 31 (26.5) 0(0.0) | 9(7.7) 16(13.7) 100
SMC involvement in '

;tudcnt discipline 59 (50.4) 40(34.2) 3(2.6) 11(%94) 4@G.4) 100

SMC checking tr.

attendance 61(52.1) 31 (26.5) 0(0.0) 9(7.7) 16(13.7) 100
SMC checking tr.

performance 43 (36.7) 39(33.3) 2(1.7) 21(18.0) 12(10.3) 100
C’ty members

serving on sch.

committees 28(23.9) 56(47.9) 9(7.7) 18(154) 6(5.1) 100

Further analysis revealed that 99 (about 85%) of respondents agreed that
SMCs assisted the schools’ authorities in maintaining student discipline while 135

(about 13%) disagreed and 3 (about 3%) were undecided. Another issuc was
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whgther members of the comn{t_mitie_s served on school ccmmittees. To this issue,
4 {about 72%) of the rcsponden-ts agreed, 24 (ébéut 21%%) disagreed while 9
(about 8%) werc undecided.

Moreover, concerning SMCs’ monitoring of teacher attendance, the
majority of the respondents, 92 {making about 79%), agreed while 25 (about21%)
disagreed and nobody was undecided. Frequencies and percentages were recorded
on the jssue of SMCs’ checking teacher performance which were similar to those
recorded under community members’ serving on school committees. On this issue
of SMCs checking teacher perfor_mancc, 82 (70%) of the respondents agreed
while 33 (about 28%) disagreed and 2 (2%) were undecided.

Results from Table 9 indicate that the communities were highly
responsible to their schools. Apart from the 1ssue of corﬁmunity members making
useful suggestions towards school development, issues like community requesting
for teachers, SMC involvement in school disci'plin'e and community members
serving on various school committees also received high attention from the
communities. All these were suggestive of the community members’ -willingness
to work towards the growth of the s‘chools and, for that matter, the improvement
of education in their various localities (Uemura, 1999; Bossett & Rugh, 1998).

Of a sharp contrast to this was parents’ responsibility towards their

children. This could be seen in the table below.
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Table 10 -

Community members’ respenses on parents’ rcs_fmnsibiiiiy to their children

5 4 3 2 1

ltem Freq. (%) Freq. (%) Freq. (%) Freq. (%) Freq. (%) Total

Parents sponsoring,

cxtra class for pupils 10(8.5) Z0{17.1) 2(1.7) 38(32.5) 47(40.2) 100
Parents making pupils |

goto sch.everyday 13 (11.1) 20(17.1) 1(0.9) 62(53.0) 21(17.9) 100
Parents making sure chn.

are punctual in sch. 14(12.0) 21{17.9) 1(0.9) 58(49.6) 23(19.7) 100
Parents having part time

teachers for chn. 13 (11.1) 25(21.4y 2(1.7) 41(35.0) 36(30.8) 100
Parents encouraging their

wards to learn at home 14 (12.0) 21 (17.9) 1 (0'.9)' 23 (19.-7) 58 (49.6) 100
Parents supervising chn.’s

Jearning at home 17 (14.5) 22 (18.8) 1(0.9) 46(39.3) 31 (26.5) 100

It could be noticed from Table 10 that on the issue of parents sponsoring
extra classes for their children, 85 (about 73%) of the respondents disagreed while
30 (about 26%) agreed and 2 (abo-ut 2%) were undecided. Another issue was
whether parents made sure their children did not absent themselves from school.
To this, 33 (about 29%) of the respondents agreed, while 83 (about 71%)
disagreed and 1 {about 1%) being undecided. On the issue of parents making sure

their children were punctual to school, the majority of the respondents
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constituting §1 (61%) disaggceci_ whi]er?.S (:1bou£ 30%),agr‘eed and ] (about 1%)
wais undecidéd. Furthermore, 1he- mrnjor'ily of the respondents, making up 77
(69%0), disagreed o the issue of parents having part time teachers for their wards;
38 (33%) agreed whilz 2 (about 2%) were undecided.

Concerning the issue of parents encouraging their wards to learn at home,
81 (about 69%) of the respondents disagreed while 35 (about 30%) agreed and 1
(about 1%) was undecided. Furthermore, about 77 (about 66%) of the
respondents, being the majority, disagreed to the issue of parents monitoring their
children’s learning at home but 39 (about 33%) agreed while 1 (about 1%) was
undecided.

These results show that some parents’ responsibility to their wards’
education was poor. Very low percentages were recorded in favour of issues of
parents sponsoring extra classes for their wards, parents making sure their
cilildren did not absent themselves from school, parents making sure their
children were punctual to school, parents having part time teachers for their
.wards, pafer-its encouraging their children to learn at home and parents supervising
their children’s learning.at home.

One could infer from the above issues that with the issue of direct
responsibility to children, parents showed some lackadaisical attitude. The
negative response on sponsoring extra classes could be understnod in that the
government recenily banned the payment of any an authorized fees by parents; for
that matter, most basic schools were not organizing extra classes. These results

confirm what had been revealed by teachers and headmasters.
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Rescarch Question 2 L = S
What is the relationship between the school gngl;'tllc community?

In answering this question, nine items were used which were grouped
under two headings such as; issucs concerning the schools and issues concerning
the communities as they were {or the school staff,

Communily members’ responses on school-community relaticnship (issues
concerning the schools)

On issues concerning the schools. five items were ldoked at as recorded In
Table 11 below.

From Table 11, it could be scen that on the issue of parents visiting
schools often, most of the respondents, constituting 77 (66%), disagreed whereas
38 (aboui 33%) agreed and 2 (about 2%) undecided. Further analysis revealed that
91 (about 78%) of the respondents disagreed to the issue of whether teachers
invited community members as resource persons in the discussion of some topics
with students. To this issue, 25 (about 21%) of the respondents agreed while 1
(about 1%) was undecided. Another issue was community involvement in
decision making and the majority of the respondents, forming 101 (about 86%),
agreed whereas 16 (14%) disagreed. Concerning the issue of parents interacting
with teachers on their wards’ performance, 27 (about 23%) agreed while the
majority, constituting 89 (about 76%), disagreed and 1 (about 1%) was undecided.
On the other hand, as high as 109 (about >93%) of the respondents agreed that the
schools discussed issues with the communities to find common solutions while 8

{(about 7%) disagreed.
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Table 11 .

Communily members’ responses on scheol-community relationship (issues

concerning the schools)

5 4 3 2 I

Item Freq. (%) Freq. (%) Freq. (%) Freq (%) Freq. (%) Total

Trs. inviting some 'Ly

members as resource

persons in discussing

some topics with

students 7(6.0) 18(15.4) 1{0.9) 54(46.2) 37 (31.6)-100
C'ty membérs being |

involved in sch. decision-

making 44 (37.6) 57 (48.7) 0(0.0) 14 (12.0) 2(1.7) 100
Parents interacting with

trs. on their chn.’s

performance 5(4.3) 22(18.8) 1(0.9) 65 (55.6) 24 (20.5) 100
Sch. discussing issucs

with ¢’ty to find

common solutions 56(47.9) 53(45.3) 0(0.0) 6(5.1) 2(1.7) 100
Parents visiting the

schools often 13(11.1) 25(21.4) 2(1.7) 41 (35.0) 36(30.8) 100

......

ar=as that the relationship between the schools and the communities could be
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described as salisfacfory.f‘ 'ﬂ;es'c areas "inclgd‘é the® schools’ involving the
cemmunities in decision-making and fhelv é;lup-g)lé discussing problems with the
communiiies fo find common. so;iﬁlions. This encouraging revelation could be
attributed 10 the fact'lhatr the schools discussed problems and took decisions with
community members through school-community organizations like the PTA and
SMC. This, in- the words of Asiedu-Akrofi (1978), could make community
members identify themselves with the schools and like to be influenced by them.

Nevertheless, there were areas that ncededAimprovemem. It was clear that
the schoois hardly inviled community members as resource persons to discuss
some topics with students. Moreover, parents rarely visited the schools and they
hardly interacted with teachers on their children’s performance.
Community members’ responses on schuo]—comrﬁunity relationship (issues
pertaining to the community) | |

Table 12 shows that 87 (about 74%) of the respondents disagreed to the
issue of .whethér tecachers took part in communal labour organized in the
communities while 30 (about 26%) agreed. with nobody being undecided.
Similarly, to the issue of whether the schools organized clean-up exercises in the
communities, whereas 85 {about 73%) of the respondents disagreed, 26 {about
22%) agreed and 6 (about 5%) were undecided. Furthermore, on the issue of
whether the schools organized tree-planting campaigus in the communities, the
majority of the respondents, representing as high as 108 (about 92%), disagreed
while 4 (about 3 %) agreed and 5 (about 4%) undecided. Similar results were

recorded on the issue of schools taking part in programimes organized by the
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communities. To this. §2 {asout 70%) of the respondsitls disagreed while 35
(about 30%) agreced and none undecided.
Table 12 L

Community members’ responses on school-community relationship (issues

concerning the communitics)

3 4 3 2 1

liem - Freq. (%) Freq. (%) Freq. (%) Freq. (%) Freq. (%) Total

Trs taking part in

communai labour

organized by the ¢’ty 9(7.7) "21(17.9) 0 (0.0) 27 (23.1) 60(51.3) -100
Sch. organizing

clean-up in c’ty 17 (14.5) 9(7.7) 6(5.1)  51(43.6) 34 (29.1) 100
Scl1. organizing tree- |

planting in the c’ty 0(0.0) 4(34) 5 (4.3). " 71 (60.7) 37 (31.6) 100
Sch. taking part in

¢’ty programmes 15(12.8)20(17.1) 0(0.0) 59 (50.4) 23 (19.7) 100

On the issue of relationship between the schools and the communities
concerning the issues pertaining to the commllnities, one could say thai the
relationship was poor. Teachers hardly tock part in-communal labour organized
by the communities. Also, the schools neither organized clean-up exercises nor
tree planting in the communities. Furthermore, the schools did not take part in
programmes organized by the communities. This also confirms the results got

from headteachers and teachers on these same 1ssues.
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Research Question 3" - ] ) . ) .
What are ‘lhc»c‘hnllcnges ic community’ pz;z;;_t.ici_r:m'ﬁon in basic education in the
disirict? -

The third important issue the researcher looked at in this study is the
challenges to community participation in education in the district. Eleven items
were used in measuring this.

Community members’ responses on challenges to comrﬁunity participation

The first item under this aspect of the questionnaire for community
mcmbers had eight sub-items. It asked whether the eight factors (constituting the
sub-items) influenced their decision not to send their wards to the schools in their
communities. Results from Table 13 reveal that the reSpéndents disagreed to all
the factors. On the issue of dangerous school buildings, 92 (about 79%) of the
respondents disagreed while 22 (about 19%) agreéd and 3 (about 3%) were
m‘ldec}ded. Moreover, whereas 91 (about 78%) of the respondents disagreed to the
issue of unsafe water at the school premises, 24 (about 21%) agreed and 2 (about
2%) were undecided. Similarly, whereas 82 (70%) of the respondents disagreed to
.the issue of unavailability of teaching and learning materials, 28 (about 24%)
agreed and 7 (6%) were undecided. Another issue was inadequate number of

teachers. To this, 90 (about 77%) of the respondents disagreed while 19 (about

16%) agreed and 8 (about 7%) were undecided.
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Table 13

Community members’ responses on challenges 10 community participation

R 3 2 l
Item B Ireq. (%) Freq. (%) Freq. (%) Treq. (%) Freq. (%) Total
Dangerous school
buildings I3 9(7.7) 3(2.6) 38(32.6) 54(46.2) 100

Unsafe water in school ~ 9(7.7) 15(12.8) 2(1.7) 34 (29.1) 57(48.7) 100
Unavailability of teaching

and learning materials 7(6.0) 21(17.9) 7(6.0) 41 (3;5.0) 41 (35.0) 100
Inadequate teachers C10(8.5) 9(7.7) 8(6.8) 37(3i.8) 53(45.3) 100
Unavaiiability of water on

school premises 23(19.7)17(14.5) 2(1.7) 26 (22.2) 49(41.9) 100
Too long a time to benefit

from education 2(1.7) 24 (20.5) 3(2.6) 46(39.3) 42(35.9) 100
Children needed 1o help

work rather than go to

schooi 2(1.7) 15(12.8) 3 (2.6)‘ 34(29.!) 63 (53.8) 100
School not providing

what is expected 5(4.3) 16(13.7) 5(4.3) 48(41.0) 43 (36.8) 100
Education provision is the

task of government 18 (15.4) 20(17.1) 5 (2.6) 36(30.8) 40 (34.2) 100




Table 13 continued . o e -
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3 2 1
Item Freq. '(%}il?ré'q. (%) Freq.r(%) Freq. (%) Freqg. (%) Total
Parents” level of education |
making them feel
uncomfortable talking
to teachers 43 (36.7)‘ 39(33.3) 2(1.7) 21(18.0) 12(10.3) 100

Parents underestimating
their own competence 56 {47.9) 53 (45.3) 0(0.0) 6 (5.1) 2(1.7)y 100
Teachers dislike

community involvement 5(4.3) 11(94) 4(3.4) 54 (46.2) 43 (36.8) 100

Concerning the issue of lack of water on the school premises, 75 (about
64%) of the respondents disagreed while 40 (about 34%) agreed and 2 (about 2%)
undecided. Further analysis reve_zaied that to the issue of whether, to thé
* respondents, it was too long a limé to benefit from education, 88 (about 75%)
disagreed, 26 (about 22%) agreed and 3 (about 3%) were undecided. As regards
the issue of whether parents preferred their children helping them with their work
to their children going to school, the majority of the respohdents, constituting 97
(about 83%), disagrced whereas 17 (about ]5%) agreed and 3 (about 3%)
undecided.

Concerning the issue of whether the school was not providing what was
expected, 91 (about 78%) of the respondents disagreed while 21 (18%) agreed

and 5 (about 4%) were undecided. Another item was whether the respondents
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believed that educational provision was the task of government. And to this issue,

76 (65%), representing the majority of the rc-spondems_. disagreed, while 38 (about
33%;) agreed and 3 (about 3“,‘0) widecided.

However. concerning whether parents’ level of education made them feel
uncomfortable talking to teachers, 82 (70%) of the respondents agreed while 33
(about 28%) disagrecd and 2 (about 2%) were undecided. As high as 109 (93%
of the respondents agreed that parents underestimated their own competence in
educational issues while § (about 7%) disagreed.

Concerning the issue of lack of water on the school premises, 75 (about
64%) of the respondents disagreed while 40 (about 34%) agreed and 2 (about 2%)
undecided. Further analysis revealed that to the issue of whether, to the
respondents, 1t was too long a time to benefit frbni education, 88 (about 75%)
disagreed, 26 (about 22%) agreed and 3 (about 3%) were undecided. As regards
the issue of whether parents preferred their children -ht:lping them with their work
to their children going to school, the majority of the respondents, constituting 97
(about 83%), disagreed whereas 17 (about 15%) agreed and 3 (about 3%)
undecided. Concerning the issue of whet-her the school was not providing what
was expected, 91 (about 78%) of the respondents disagreed while 21 (18%)
agreed and 5 (about 4%) were undecided. Another item was whether the
respondents believed that educational provision was the task of government. And
to this issue, 76 (65%),. representing the majority of the respondents, disagreed,

while 38 (about 33%) agreed and 3 (about 3%) undecided.
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Howevcr, concen;ing whéihpr ypart;‘nt's" lcyei of C-C'I'UC‘{lll'Oll made them feel
uncomfortable talking to teachers, §2 (76%3 c;f,li1e respondents agreed while 33
(about 28%) disagreed and 2 (about 2%) were undecided. As high as 109 (93%)
of the respondents ugr"eed.tlmt parents underestimated their own competence in
educational issues while 8 (about 7%) disagreed.

The last i$5ch looked at under challenges to the community participation
was whether teachers wére not interested in community involvement in education.
To this, as high as 97 (83%) of the respondents disagreed while 16 (about 14%)
agreed and 4 (about 3%) were undecided.

It could be seen from Tablé 13 that the majority of the challenges as
stipulated in Beyene at al. (2005) were not considered hindrances to community
participation in education in the Akatsi District, This stresses the position of Pena
(1995) that parents are optimistic about (he economic value of education.

However, it is clear that parents’ level of education made them {feel
uncomfortable talking to teachers. Furthermore, parents lacked confidence in
themselves with regard 1o educational issues. These revelations could explain why
parents hardly visited the schools and also hardly interacted with teachers on their
children’s performance as seen under school-community relationship earlier. This,
in effect, foregrounds the position of Uemura (1999) that not all parents and
community mcmbers are willing to get involved in school activities since some of

them have had negative schooling experiences.
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Rescearch questiond =~ .
In what ways can community p:!r!iciim;inﬂn in education he improved in the
district?

An open-cnded question was posed to solicit responses from respondents
iv answer this question as it was under the previous questionnaire fooked at.
Table 14
Community members’ responses on ways of improving community

participation in basic cducation

Suggestion Frequency  Percentage (%)

Open communication channels

between sch. and ¢’ty ) 25 21.4
Equipping ¢’ty lcaders with

mgt. skills 36 | 30.8
éupponing SMC financially 15 - 12.8
Making c’ty understand more

about participation : 41 35.0

Total 117 100.0_

It is evident from the table that 25 (about 21%) of the respondents
suggested that there should be open communication ch.annel between the
communities and the schools and 36 .(about 31%) were of the view that
community leaders should be equipped with school management skills. Also, 15

(about 13%) suggested that the SMCs should be supported financially and 41
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(35%) suggested thai thé communities should be made- to know more about

o

participation in education.

The above revelations gn to- confirm what the teachers and the heads
suggested. The suggestion ﬂmt there should be an open communication between
the schools and the communities could also explain the lack of involvement in
community activities on the part of the teachers in that they might not have known
about most of the community programmes. In additioh to that, it cou_ld bring to
the fore the reason for the inability of parents to visit the schools often. All these
show that for lack of information flow, the schoéls had not been able to kncw
their communities hat  well {Asiedu-Akrofi, 1978). Furthermore, the school-
community leaders such as PTA and SMC executives also needed to be given
some training to enable them to perform their duties well. .

Moreover, that the commun.ities nt_zedcd more education on participation in
education makes one understand. why parents hardly’ visited the schools and why
their responsibility to the children had been poor. One interesting revelation was
that the SMCs should be supported ﬁnancially._This implies that for lack of
financial éutonomy, the SMCs had not been performing their roles effectively.
Analysis of results obtained I'r(;m district education office workers
Rescarch question 1
Which roies do community meml_)crs play in the development of the schools?

There were three arcas considered in answering this question as they are

under the two questionnaires looked at above. They are; community provision of
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material and financial support, éommunity involvvémcutfinvschooi governance and
parents’ responsibility to their children.”’

Community vole in school df:.vcl-'upmcni (provision of material and financial
support)

Results from Table 15 reveal that out of the total of 12 district education
office workers selected, 10, representing about 83% agreed that the communilies
provided accommodation for the teachers. Further analysis revealed that 9 (about
75%) agreed that thc communities paid levies towards the development of the
schools. Also, 10 (about 83%) agreed that the communities provided labow: for
school projects, while 8 (about 67%) agreed that the PTAs initiated -school
development projects. On the other hand, the majority of the respondents (9)
representing 75%, disagreed to the item that PTAs had welfare fund for the
teachers. Also, 9 (75%) of the respondents disagreed to the proposition that
;itizens of the communities made donations towards the development of the
schools and 7 (about 58%) also disagreed that communities organized fundraising
ceremonies for the schools.

The discussion above portrays on one hand that the communities
performed certain roles as far as the provision of financial and material support
for the schools was concerned. Roles like the provision of accommodation for the
teachers, payment of levies towards school projects as well as PTAs initiating
school deve]opxﬁent projects were all performed by the communities. This shows,
as put by Uemura (1999), that the communities Were providing assistance that

could improve educational delivery. This revelation is a confirmation of what was



indicated by headteacl;lers'and teachers on one hend, and SMC and PTA

executives and opinion leaders on the other.

Table 15

District education oificers’ responses on community provision of financial

and material support

N 4 3 2 !

Itemn Ireq. (%) Freq. (%) Freq. (%) Freq. (%) Freq. (%0) Total

Accommodation for trs. 6 (50.0) 4 (33.3) 0(0.0) 2(16.7) 0(0.0) 100
Payment of levies 5 (41.7)' 4(33.3) 1(8.3) .2@(16.7) 0(0.0) 100
Donations towards school

development 2(16.7) 1(83) 0(0.0) 4(33.3) 5(41.7) 100
Labour for school o |

project 6(50.0) 4(33.3) 1(83) 1(83) 0(0.0) 100

PTA initiates school dvt

projects . 5(1.7) 3(25.0) 2(16.7) 1(8.3) 1(8.3) 100
PTAs having welfare

fund for teachers 000.0) 3(25.0) O (0.0) - 4(33.3) 5(41.7) 100
Cty fundrailsing_

for schools 2(16.7) 2(16.7) 1(8.3) 3(25.0) 4(33.3) 100

On the other hand, the scores aiso confirm the fact that some areas still
needed attention from the cominunities. The PTAs did not have welfare fund for
the teachers. Moreover, the citizens of the communities did not make donations

towards the development of the schools, neither did they sourced for funds for the
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schools through fundraising ce'rer-nunri‘es. The inability of ‘the citizens to donate
items for the development of the schbols»c‘ould be"allributed to the fact that most
of the communitics in the district wvere poor especially in the rural areas where
most of the community members are themsalves, as indicated by Beyenc et al,
(2005) in their study in Ethiopia, struggling to meet the basic needs of their
families. The next issuc was community involvement in school governance. The
resuits are prescnted below.
District education officers’ responses on community involvement in school
governanee

The scores as diSpléyed in Table 16 demonstrate that 11 (about 92%) of the
respondents agreed to the issuc that communities requested for teachers for the
scheols. Furthermore, 9 (75%) of the respondents agreed to the item that stated
that the parents made suggestions towards the development of the schools while 2
(2.5%) disagreed. Conceming SMCs’ reporting teachers who were often absent
from the schools, 8§ (67%) agreed while 2 (about 17%) disagreed and another 2
(17%) were undecided. Another issue was whether SMCs complained to the
office about nou-performing teachers. To this, 9 (75%) agreed while 2 (about
17%) disagreed and 1 (about 8%) was undecided. On the issue of SMC
involvement in school discipline, in all, 8 (about 67%) agreed to the issue while 2
{about 17%) disagreed and another 2 (17%) were undecided. Also, a total of 8
(about 67%) of the respondents agreed that the community members served on

school! committees: 2 (about 17%}) disagreed and 2 (about]17%) were undecided.



Table 16

District education officers’ responses on community involvement in school

governance

Item

3 7 3 3

Freq. (%) Freq. (%) Ireq. (%) Freq. (%) Freq. (%) Total

I

Communities request
for teachers

Parents making
suggestions towards
sch. dvt.

SMCs reporting the
absentecism

of some teachers io
the office

SMCs complaining

to the office about

5(41.7) 6{50.0) 0(0.0) 1(83) 0(0.0) 100

5(41.7) 4(33.3) 0(0.0) 3(25.0) 0(0.0)

5(41.7) 3(25.0) 2(16.7) '1(8.3)

I(

Q7
0.0

) .

non-perfoming teachers 5 (41.7) 4(33.3) 1(8.3) 2(16.7) 0(0.0)

SMC assisting in sch.

discipline

C’ty members serving

on sch. committees

5(41.7) 3(25.0) 2(16.7) 1(8.3)

3(25.0) 5417 2(16.7) 2(16.7) 0(0.0) 160

1(8.3)

100

100

100

One could deduce, therefore, from the above that communities in the

Akatsi District partook in activities pertaining to school governance. They were
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reguesting for teachers“for,lhé scl1o;13, they made suggestions towards the
development o-f the schools, 1ht~; b;MC's'" \‘;hetj;kéd teacher performance and
attendance and they were invelving in maintain.ing school discipline, and
members of the communities served on various school committees. This supports
the findings of Uemura (1999) that community participation can contribuie to
education delivery through various channcls. This foregrounds the fact that
school~communiﬁr organizations like the PTAs and the SMCs served as channels
through which community members reached out to the schools.

| District cducatior officers’ responses on parents’ responsibility to their
children

Another important aspect considered was parents’ responsibility to their
children. Resuits from Table 17 reveal that 9 (75%) of respondents diségreed to
the proposition that parents sent their childrenl to school everyday. Further
a;lalysis show that a total of 8 (about 66%) of the respondents disagreed that
parents sent their children to school on time and 7 (58%) disagreed that parents
sponsored extra classes for their children.

This means that parents’ direct responsibility to their children, in the areas
looked at, was poor. As evident from the table, absenteeism and lateness to the
schools. were rampant among students in the district. The issue of parents’
inability to sponsor extra classes for their children cquld be understood from the
point of view that the government banned the payment of unaﬁthorized fees by
parenls to schools and for that matter some schools had not been organizing the

extra classes. These results further confirm what had been revealed by teachers
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and headmasters on one hand and SMC and PTA exccutives and opinion leaders

on the other.

Table 17

District cducation officers’ responses on parents’ responsibility to their

children
5 4 3 2 1
Item Freq. (o) Freq. (%) Freqg. (%) Freq. (%) Freq. (%) Total
Parents sending
their chi to sch
33.3) 5(@41.7) 100

everyday | 00.0) 2¢16.7) 1(83) 4(¢
Parents seﬁding |
their chn to sch

on time 1(83) 2(67) 1(83) 3{250) 5417 100

Parents sponsoring

extra classes for chn. 1(8.3) 2(16.7) 2(16.7) 3 (25.0) 4(33.3) 100
Research gquestion 2 |
What is the relationship between the schools and the communities?

As it is under the two questionnaires already looked at, two areas wwere
consideréd in answering this question: issucs concerning the schools and issues

concerning the communitics.
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Table 18

District cducation officers’ responses an' schhol-community relationship

(issues pertaining to the schools)

5 4 3 2 !
Item Freq. (%) Freq. (%) Freq. (%) Freq. (%) Freq. (%) Total
Inviting ¢’tv members to
discuss somce tepics with
students 0(0.0) 2(16.7) 1(8.3) 4(33.3) 5(41.7) 100

Invoiving ¢ty

members in

decision-making

and impfimcntalion 4(33.3) 5(41.7) 1(8.3) 1(8.3) 1(8.3) 100
Parents interacting

with teachers on

chn.’s performance 1(83) 2(167)y 1(83) 3(25.0) 5(41.7) 100
Schs discussing

problems with ¢’ties 4 (33.3) 5{41.7) 1(8.3) 1(8.3) 1(8.3) 100
Involving the c’ties

in solving problems 4 (33.3) 5(41.7) 1(8.3) 1(8.3) 1(8.3) 100

The next important aspect the study looked at was school-community
relationship. Results from Table 18 show that the majority of the respondents,
representing a total of 9 (75%), disagreed that teachers invited some community

members to discuss some topics with students. Also, 8 (about 67%) of the
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respondents disagreed 1hz;1 parents interacted with teachers on their children’s
performance whereas 3 (25%) agreed imci l“ (about §%) was undecided. On the
coatrary, while 9 (75%) agr.ced that the schools involved the communitics in
decision-making and implementation. 2 (about 17%) disagreed. The same
frequencics and percentages were recorded under the issues of schools discussing
problems with the communitics and schools involving the communities in solving
problems respectively,

1t is, therefore, obvious from the 1able and the discussion above that on the
issues pertaining 1o the schools, the relationship between the schools and tire
communities could be considered as good. However, it is evident from the table
that teachers hardly used community members as resource persons to discuss
some topics with the students and parents also hardly interacted with teachers on
their wards™ performance.

District cducation officers’ response on schdol-communily relationship
(issues concerning communities)

In contrast to thc results on issues concerning the schools, on issues
concerning the communities, the majority of respondents, (10) representing a high
percentage of 8§3%, disagreed that teachers took part in communal labour
organized by the communities. Other areas that the majority of respondents
disagreed to were; schools’ organizing clean-up exercises in the communiiies,
schools’ organizing tree planting exercises, and schools’ taking part in community

programmes with a total of 8 (67%) each. This implies that, on issues concerning
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the communities. the relationship was net as it was on the issues pertaining to the
schools. S

Table 19

District education cofficers’ responses on school-community relationship

(issues concerning the communities)

5 4 3 2 1
Item Freq. (%) Freq. (%) Freq. (%) Freq. (%) Freq. (%) Total
Trs taking part in
communal labour 0(0.0) 2067 0 (0.0') 4(33.3) 6(50.0) 100
Schs organizing
clean-up exercises
in the c’ties 1(83) 1(83) 2(16.7) 5@(41.7) 3(25.0) 100

Schs organizing
trce planting in c’ties 1 (8.3)  2{16.7) 1(8.3) - 4(33.3) 4(33.3) i00
Schs taking part

in C’ty programmes 1(83) 2(16.7) 1(83) 3(25.0) 5@41.7) 100

All these mean that the communities were cooperating with the schools
when the need arosc, however the schools were not involved in community
activities. There was some segregation between the schools and the communities

when it came to schools’ involvement in community programmes.
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Research question 3

——_— PR § 1 S

What are the ﬁéhallcnges {o commlini-v:’ *'pzirti-cip:'.tion in education in the
district?

To elicit responses to answer this question. the researcher used four items.
Education officers’ responses on the challenges to community participation
in education

It could be seen from Table 20 that the majority of respondents,
constituting 9 (75%), disagreed to the issue that community members were
ignorant about the functions of edﬁcation while 2 (about 17%) agreed and I
(about 8%) was undecided. Moreover, the same frequencies and percentages were
recorded on the issue of community members not appreciating the objectives of
education. On the issue of whether the community members believed that the
provision of education was the task of government, 7 (about 58%) of the
re‘spondents disagreed whereas 4 (about 33%) agreed and 1 (about 8§%) was
undecided. The other item was whether the teachers regarded community
participation in education as an affront to their professional integrity. To this
issue, 8 (about 67%) of the respondents disagreed while 3 (about 25%) agreed and
1 (about 8%) undecided.

What this means is that the above issues were not considered challenges as
stipulated by Shaefer (1992) and UNESCO/PROAP (1990). This also confirms
the results of teachers and heads on onc hand and PTA and SMC executives on

the other as looked at earlier. The results are in Table 20 below.



Table 20 A ) - -
District educaton officers’ responses on the challenges to commurity

participation in education

5 4 2‘ 1

(F8 ]

Item Freq. (%) Freq. (%) Freq. (%) Frea. (%) Freq. (%) Total

C’ty members’

ignorance of the

funcuons of the schs. 1(8.3) 1(8.3) 1(83) 5(41.7) 4(33.3) 100
C’ty members not

appreciating the

(.)bjectivesnof

education 1(8.3) 1(83) 1(8.3) - 3 (4-1.7) 74 (33.3) 100
C’ty beliel that

education

provision is'the

task of govt. 2(16.7) 2(16.7) 1(8.3) 3(25.0) 4(33.3) 100
C’ty participation

as affront to trs’

integrity. 2(16.7) 1(83) 1(83) 3(25.0) S(41.7) 100
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Research question 4 -
In what ways can community partic‘ipa'ti(;nfin.Qéd”ucalion be improved in the
district?

As it was for the school staff and the communities, the researcher used an

open-ended item to solicit responses from the respondents to answer this question.

Tabie 21 presents the resuits.
Table 21

Ways of improving community participation in education

Suggestions : Frequency Percentage (%)

More education for sch:s and
c¢’ties on ¢’ty participation 5 ' 41.7

Open communication channels

between the schs. and the ¢ ties 4 333
Educating sch.-c’ty leadcrs on sch.

mgt. . 3 25.0
Total 12 100

It could be seen from the table that about 42% of thé respondents suggested
that both schools and communities néeded more education on commuaity
participation in education and about 30% were of the view that there should be
open channels of communication between the schoob and the communities. In
addition, -25% of the respondents wanted school-community leaders to be

educated on school management.



The above revelations are not different frorn what we got {rom teachers
and heads. That the challenges to cducation as stipalated by Shaeffer (1992) and
UNESCO/PROAP (1990) weere not. considered challenges means that the above

revelations were rather considered as the challenges to community participation in

education in the district.



CHAPTER FIVE

SUMMARY, CONCLUSIONS AND RECOMMENDATIONS

This chapter looks at the overview of the study, summary of the major

findings, conclusions, recommendations and areas for further studies.
Overview of the Study

The issue of community participation in education has received attention
over the years. Educational administrators, policy makers and other interested
bodies have realized that for effective educational provision and development to
be achieved, there is the need to bring on board all the stakeholders; and the
community is one of them (Asiedu-Akrofi, 1978; Uemura, 1999, Beyene
Gaumnitz  Goike & Robbin, 2005). According' to Asiedu-Akrofi (1978),
education becomes meaningless unless it takes into consideration the interest and
participation of the people of the community in which the school is situated.

Successive governments of Ghana since independence have recognized the
important roles that communities can play in the provision of education to the
people of this country (McWilliams & Kwamena-Poh, 1975; Antwi, 1992; Baku
and Agyeman, 2002). In brief, it has been seen that there is a relationship between
success of education and community involvement in éducation especially at the
basic level and especially in these days that governments have become
handicapped in their ability to provide all the needed support that the schools

deserve.
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This study soughit to J'lné:l out hé\\f the co;nihunitias in the Akatsi District
involved in cducational provision und~ dcv&obment. The instrument used for the
study was developed after a comprehensive Jiterature review on  school-
community relationship and community participation in education. The
instrument used was the questionnaire and it was pilot tested in the Ketu District
of the Volta Region of Ghana using six Junior Secondary Schools and their
communities and the Ketu District Directorate of Education. Three sets of
questionnaircs were used for the pretest and the main study; one for headteachers
and teachcrs, the other for district education officers and another for SMC and
PTA executives and other opinion leaders of the communities.

The questionnaire for the headteachers and teachers has one section. It has
35 items which were aimed at eliciting responses from respondents on the roles of
communities in the development of the schools, school community relationship,
challenges to community participation in education and ways by which
community participation in education could be achieved.

The instrument for district education officers also has only one section
which comprises 30 items eliciting responses on the areas as stated by the
fesearch questions. The instrument for SMC and PTA executives and other
opinion. leaders also has one section with 34major and 8 sub-items. All the
questionnaires have only one opcn-ended item. the rest of them being close-ended
(see Appendix).

Forty schools and their communities were selected with a total of 160

head- teachers and teachers as well as 120 community members. But 39 schools
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and their communities weie accessible reducing the data producing sampie from
280 to 273 fdr the schools and thé (,c-)n:']n‘;uniitiés. Additionally, 10 circuit
supervisors and two education oﬁ}ccworkers werc selected. The overall total data
producing sample was thereforc, 285 respondents.

The results were inputted into the computer software, SPSS. Simple
percentages and {requencies were used in determining the recurrence of cach of
the issues.

Summ;'n';.' of Findings

The headteachers and teachers who responded to the items had been at
their schools for at least one ycar. Therefore, it was assumed that they would give
a good assessment of community participation in their schools since the
researcher made it known to them that it was only teachers who had stayed in
their current schools for at Icast one year who were qualified to respond to the
items in the instruments.

A close look at the results reveals that communities in the Akatsi district
provided some financial and material support to their schools. They provided
accommodation for teachers and paid levies towards school projects. They also
provided labour for school projects. Also, the PTAs initiated schoél projects.
However, community members did not make donations for school development
neither did communities organize fun raising ceremonies for the schools.

On community invoivement in school governance, it was evident that the
communities partook in getting teachers for the schools as well as in school

discipline. They werc also serving on school committees and SMCs were
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checking teacher attendance and performance. The peoplé of the communities
attended PTA nieeiings regul;arly. - |

It was alse found out that parenis’ responsibility to their children’s
education was poor. They did ﬁot see to the punctuality and regularity of their
children to school; neither did they supervise their children’s learning at home.

With regard 1o school-community relationship, it was revealed that
communities were involved by the schools in decision making and
implementation. The schools also discussed problems with the communities to
find commeon solutions.

Nevertheless, teachers never used community members as resource persons
to discuss some lopics in the school syllabus with students. Parents did not feel
comfortable talking with teachers. Parents too did not visit thc schools to discuss
their children’s performance with teachers. Teachers and schools were also found
out to be non-cooperative with the community. Apart from taking part in PTA
meetings through which they offered suggestions, parents hardly visited the
schools. |

With the ‘ssue of challenges to community participation in education, the
results showed that the stipulations of Shaeffer (1992) and UNESCO/PROAP
(1990) were not major challenges to education in the district. Nevertheless, it was
fcmnd oﬁt that some parents’ low level of education made them feel

uncomfortable talking to the teachers. Also parents did not believe in their own

competence.
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Finally. it “‘as's'uggcs'tcjd that the communitics and schools needed more
cducation on community participation in c“du‘ca‘tion, there should be a free flow of
information between the schoals and the communities, school-community leaders
such as I'I'A and SMC executives should be given some training in school
management and SMCs should be supported financially to cnable them function
more effectively.

Conclusions

From the study one could draw the following conclusions.

There was some awarcness in the district about the need for communities
to participate in education. Communities in the district provided the schools with
some financial and material support and partook in some aspects of school
governance. There was also some kind of relationship between the schools and
the communities even though it was not a fully cooperative system.

The SMCs and PTAs served as the main channels through which the
communities and the schools could communicate.

However, there was more to be done to ensure effective community
participation in education. Communities did not do well in the performance of
their roles towards development of the schools. Moreover, the schools and the
teachers did not fully share in the social life of the communities. Teachers did not
involve community members in the instructional delivery to the students.
Parents’ performance of their responsibilities to their children in terms of

education was also poor. In short, both schools and communities did not fully

understand what community participation entails.
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Recommendaiions

In the light of the research lindings and conclusions. the following

recommendations are made for e{feétive community participation in education.

1.

1R

(99 )

Cormunities should be educated more by the district directorate of
education on their roles in the development of the schools.

Parents shouid be educated by the school staff and the district
directorate on the need for them to i}c more concerned about the
education of their children. The school staff and the district education
officc should make the parents to know more about their
responsibilities towards their children’s education.

Teachers should be encouraged by their heads and the circuit
supervisors to involvé some conumunity members in their instructional
delivery. This will make the community members to feel recognized
by the schools for them to frecly give of their best to the schools.
Teachers should be advised by the district directorate of education on
the need to get invol'\;ed in the activities of the communitics,

The district directorate of education should organize programmnies to
bring together the schools and the communitics. This will help
integrate the schools better into the communitics.

The district directorate of education should constantly assess the
relationship between the schools and the communitics under its
jurisdiction. This will help it identify problems affecting the school-

community relationship and take the necessary remedial actions,
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(98]

The district dirqcloralc of cducation'should, encourage schools to

pani‘cipatc in some activities of their 1espective communities. This

would help communitics to casily identity with the schools.

The district dircctorate of education should have special packages for

teachers who could stay in the rural areas for a number of years.
Suggestions for Furthcr Stud‘ics

I suggest that this study be replicated in the district by other

rescarchers in other years to come to find out how the situations

identified in this study will become. |

The current .study was conducted only in the Akatsi District of the

Volta Region of Ghana. It is therefore suggested that similar studies

should be conducted in other districts of the region and the country as

a whole.

Future studies should examine how to promote effective school

community relationship with the aim of enhancing -effective

- community participation in education.
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APPENDICES
APPENDIX A

QUESTIONNAIRES

UNIVERSITY OF CAPE COAST
INSTITUTE FOR EDUCATIONAL PLANING AND
ADMINISTRATION ]
QUESTIONNAIRE FOR HEADTEACHERS AND TEACHERS -

This sfudy. alms at assessing community participation in -basic
education in Akatsi District. It is a partial fulfillment for the award of a master
of philosophy degree. The outcome will, therefore, be used for academic
purposes only and your anonymity is assured. Your honest and sincere
response will be highly appreciated.

Please indicate the response closest to your view by circling the appropriate

number of the following scale for each item.

o3

£

4 3

PART I: Community Role in School Developmen én - é
T 8 =

= ‘0 = o

2 E 25

E 5 E 2 E

n < =2 0O wun

1. The community requests for teachers for the school 5 4 3 2 1
5 4 3 2 1

2. The community provides accommodation for teachers

3. The community pays levies towards schools projects 5 4 3 2 1

128



10.

11.

12.

[
n
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cL
. e
> ]
2
.C_D
=
} 3
bt
%
Parents sponsor extra classes for pupils 5
Fhe citizens of the community make donations
towards school development 5
The school depends on the community for
labour force for its projects 5
Community members make suggestions towards the
development of the school 5
Parents sce to it that their children do not absent
themselves from school 5

Parents sce o it that children go to school on ime 5
‘The Parents-Tcacher Association (P.T.A.) initiates
school development projects ’ 5
The School Management Committee assists the

school administration to enforce discipline in

the school. 5
The community holds fundraising ceremonies

for the school 5

. Community members scrve on various school

Committees such as sports, health,

discipline, elc.

+~ Agree

4

v Undecided

(V%)

0

(%}

(VS

[

(8]

w Disagree

L]

— Strongly Disagree



14.

15.

16.

I7.

I8.

19.

The PTA has welfare fund for teachers
Parents regulérly partake in PI'A meetings
School managemeni Committee (SMC)
checks teacher attendance

SMC checks teacher performance

Pareiits supervise their children’s learning
at home

Parents have part time teachers for their children

PART HI: School-Community Relationship

20.

21.

24.

The school invitcs some community members
as resource persons to discuss some topics ‘
with the students.

The school involves community members

in decision making and implementation

. Parents interact with teachers on

their children’s performance

. The school discusses with community

members issues affecting the school and

find common solutions.

The school organizes clean up cxercises n

v Strongly Agree -

th

5

+ Agree

4

Lo ) L w Undeeided

2

) (V8]

|F5]

|5}

M Disagree

[§®]

i~

(88

o

— Strongly Disagree
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the community s 4 3 0
! 2 2 -
25. The scheol organizes tree planting exercise
in the community 5 4 3
26. The school takes active part in programmes
organized by the community 5 4 3 2
27. Teachers take part in communal labour
organized by the community 5 4 3 2
28. Parents visit the schools ofien 54 3 .2

PART II: Challenges to community participation in Basic Education

29. The community members are ignorant about the

functions of the school. : 5 4 3 2
30. The community members do not appreciate the
over all objectives of education 5 4 3 2
31. The community believes that education is
essentially the task of government 5 4 3 2
32. Parents underestimate their own competence 54 3 2
33. Parental involvement in education undermines
my professional integrity 54 3 2
34. Community members fail to recognize the
5 4 03 2

problems of the school

— Strongly Disagree



PART T1V:  Ways “of i"ri‘]pre.\_'_in‘g}' cm:nmunily participation in basic
education in‘ihc"district |
35. Suggcsl three ways by whichi community participation in education can be
improved....... RRR R TR

................................
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APPENDIX B
UNIVERSITY OF CAPE COAST
INSTITUTE FOR EDUCATION PLANNING AND
ADMINISTRATION
QUESTIONNAIRE FOR DISTRICT EDUCATION OFFICERS
This study aims at assessing community participation in basic
education in Akatsi District. It is a partial fulfillment for the award of a
master of philosophy degree. The outcome will, therefore, be used for
academic purposes only and your anonymity is assured. Your honest and
sincere response will be highly appreciated.
Please indicate the response closest to your vie\;\f by circling the appropriate
number of the following scale for each item.

PART I: Community Role in School Developm.ent

Q

2

3 &0

5 5

1. The community requests for teachers jrf T =
= s 8§ =

for the schools %ﬂ g 3 :n;b %D

£ % E 2 £

2. The communities provides accommodation w < =2/ W®w
5 4 3 2 1

for teachers
3. The communities pay levies towards
school projects

4. Parents sponsor extra classes for
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8.

D

10.

12.

—
152

14.

The citizens of the commumitics make donations
towards schooi development

The schools depend on the community for

labour force their projects

Community members make suggestions towards the
development of the schools

Parents sce to it that their children do not absent
themselves from school

Parents see to it that children go to scheol on time
The Parents-Teacher Associations (P.T.A.) initiate

school development projects

. The School Management Commiiiees assists the

Schools™ administrations to enforce discipline
in the school
The communities hold fundraising ceremonies for

the schools

. Community members scrve on various school

communities such as sports. health. discipline, etc

The PTAs have welfare fund for teachers

. SMCs report to the office about the absenteeism

of some teachers

Strongly Agree -

(%]

wh

Ure

Agree

Undecided

Dis

(F9)

[F5]

(8]

(&8

1gree

I
al

[§S] [\

b
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ta

Strongly Disagrec
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16. SMCs complain to the office about » < P A @

non-performing teachers

n
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PART II: School*—Cmnmuni!y Relationship
17. The schools invitc some community members as
resource persons o discuss some topics with

the students

LA
B
W
3]
—

18. The schools usuaily involve community members
in decision making and implementation 5 4 3 2 1
" 19. Parents interact with teachers on their children’s
performance. ' 504 3 2 1
20. The schools discuss their problems |
with the communities 504 3 2
21. Teachers take part in communal labour
organized by the communities 5 4 3 2 1
22. The schools organize clean-up exercises
in'the communities 504 3 2 1
| 23. The Schools organize tree planting exercises |
i1 the communities
24 The schools take active part in programmes
organized by the communities
25. Schools involve communities in solving

problems of the schools
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PART III: Chalienges to community participati o gﬂ
by g” g
< 3 A
= s 3 =
‘o T =11)
1 g 5 & =
e £ = 8 9
5 o= 2 5
. : : h < = KR &
26. The community members are | gnorant about the ?
functions of the schools 5 4 3 2z 1
27. The community members do not apprcciate the
objectives of education. 54 3 2 1
28. The communities believe that education is
essentially the task of government 5 4 3 2 1
29. Teachers regard parental involvement in
educational management as an affront
to their professional integrity - 5 4 3 2 1

PART IV: Ways of improving community participation in basic
cducation in the district

30. Suggest three ways by which community participation in education can be
improved.

....................................
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APPENDIX C
. UNIVERSITY OF CAPE COAST
INSTITUTE FOR EDUCATIONAL PLANNING AND
ADMINISTRATION
QUESTIONNAIRE FOR PARENTS, SMC AND PTA EXECUTIVES
AND OTHER OPINION LEADERS OF THE COMMUNITY.

This study aims at assessing community participation in basic
education in Akatsi District. It is a partial fulfillment for the award of a master
of philosophy degree. The outcome will, therefore, be used for academic
purposes only and your anonymity is assured. Your honest and sincere

response will be highly appreciated.

Please indicate the response closest to your view by circling the appropriate

<

number of the following scale for each item. g i&
. 5 g

< - a

2 = 8 =

£ g &8 = ¢

. e 5 E & £

PART I: Community Role in School Development = 2 5 = 2
. The community requests for teachers for the school 5 4 3 2 1
. The community provides accommodation for teachers 5 4 3 2 1
. The community pays levies towards schools projects 5 4 3 2 1
. Parents sponsor extra classes for pupils 5 4 3 2 1

. The citizens of the community make donations

towards school development

. The school depends on the community for labour force
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11,

12.

14.

I5.

16.

17.

18.

k8

their projects
SMC checks teacher attendance
Parents encourage their wards to learn at home

SMC checks teacher performance

. Parents make sure their children go to

school every day
Commiunity members make suggestions
towards school development

Parents sec to it that children go to schooi on time

. The Parents have part time teachers for their children

The School Management Committee assists the
schoo! administration to enforce discipline in

the school

The Parent-Teacher Association (PTA) initiates
school development projects

Parents supervise their children’s learning at home

“The communitics hold fundraising ceremonies for
the schools

Community members serve on various school

communities such as sports, health, discipline, ctc

-

—

“ Strongly Agre

Ln b

tn

= Agree

BN

Undecided

Ls2
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L)

to  Disagree
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_. Strongly Disagree
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19. The PTA has welfare fund for teachers 5 4
PART II: School Community Relationship
20. The schools invite some community members as
resource persons to discuss some topics with
the students 5 4 3

21. The community members are usually involved in

decision making and implementation by the school 5 4 3
22. Parents interac} with teachers on their children’s

performance. 5 4 3
23. The school discusses with community members

issues affecting the school to find common solutions. 5 4

(98]

24. Parents visit the school often ) 5 4 3
_ 25. Tcachers take part in communal labour organized

by 't‘ne community 5 4 3
26. The school organiies clean-up exercises

in the community 5 4 3

27. The school organizes trec planting exercises in

LS

the communities 5 4

28. The school takes part in programmes organized

(98]

by the communities 5 4
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PART HI: Challenges to cemmunity participation in Basic Education

29. The following ’faclorrs infiuence by decision not o
scnd my children Lo the school in my community
29.1. School buildings are dangerous
29.2. Water on school premises is unsafe
29.3. Teaching and learning materials are not available
in the school
29.4. There are very [ew teachers in the school
9.5 It takes too long a time to benefit from education
29.6. I need my children 1o help me with my work rather
than go to school
29.7. The school is not providing what I expect ~
from education
29.8. There 'is no water on school premises
30. Provision of education is essentially the
task of government.
31. Parent’s level of cducation makes them
fee! uncomfortable talking to teachers.

32. Teachers arc not interested n community
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involvement in school affairs.

33. Parents underestimate their own competence

(%)
[N]
—

in educational issucs 5 4
PART IV: Ways of improving community participation in basic
cducation in the district.

34. Suggest three ways by which community involvement in education can be
improved.
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APPENDIX D

Crombach’s Alpha Reliability Test

Cronbach’s Alpha  No of items

Questionnaire for teachers and heads .8270
Questionnaire for SMC and PTA executives and
opinion leaders .7480

Questionnaire for district education officers . 8763
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