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ABSTRACT

The purpose of the study was to find out the relevance of the senior

high school curriculum in relation to the contextual reality of the world of

work. The objective was therefore to identify the skills embedded in the

curriculum, those skills the learners have acquired and those that employers

usually demand of employees. A descriptive case study design was used. In
I

this narrative account, a content analysis of the senior high school curriculum

was done in order to determine the skills contained in the curriculum. Through

a qualitative research approach and purposive sampling procedure, twenty-one

students and fourteen other key informants or employers were selected for an

interview. The data from the interview were sorted out into themes and coded

through the use ofNVivo 8 to help in the counting of frequencies of each skill.

It was found out that the senior high school curriculum, though was generally

rated as relevant, the skills with the highest frequencies in the curriculum

focused on attitudes and values while those required by employers focused on

the application of knowledge. The skills with the highest frequencies were

those of the affective domain but the highest percentage values suggested in

the curriculum constituted those of the cognitive domain. On the basis of these

findings, it can be concluded' that the curriculum is relevant in instilling values

into the students but it is not relevant in the application of knowledge that

employers usually demand of employees at the work environment. It is,

therefore, recommended that the curriculum be reviewed, if similar findings of

this type of research in different contexts are found, to get rid of those

mismatches, in order to make it more relevant to the needs of contemporary

society.
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CHAPTER ONE

INTRODUCTION

Background to the Study

,
r

A curriculum is designed at different stages taking into consideration

the psychological capabilities of the learners and the skills that are appropriate

and are needed to enable the learners of that curriculum to change in

behaviour, to further their education, gain employment or go into self-

employment. If a large number of students graduate and their wish is to further

their education yet they do not meet the admission requirements even though

they have qualified, the curriculum or the admission requirements need to be

reviewed in order to bridge the gap. Similarly, if students graduate and they

want to go into the world of work yet they find it difficult to gain employment

or go into self-employment, it may imply that the skills that the students have

learnt from the curriculum are not those skills that employers demand of such

employees or they might have not learnt the skills that would enable them to

initiate their own job. In each case the curriculum needs to be reviewed to

relate the skills it contains to the reality at the work place.

The senior high school is a terminating point for the majority of the

students (Odamtten, 1996) and it turns out such school leavers without

marketable skills to go into employment (Dzobo, 1987, Odamtten, 1996). The

unemployment rate in Ghana is becoming alarming (Amankrah, 2014). It is a

major concern because it makes one ponder on whether the curriculum

contains the skills that make the learners of the curriculum critical thinkers,

problem solvers, good communicators, good collaborators, information and

technology literate, flexible and adaptable, innovative and creative, globally

1
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competent and financially literate (Partnership for 21 51 Century Skills, 2009).

These concerns call for the question of the relevance of the senior high school

curriculum.

The theory that underpins curricular relevance includes Reimer's

concept of the 'model of the total curriculum' (Reimer, 1980); Meyer, Boli,

George and Ramirez's concept of 'converging school systems,' also known as

world culture theory (Meyer, Boli, George, & Ramirez, 1997) and Balarin and

Benavides' concept of 'diverging school systems,' which is also termed as the

theory of anthropology (Balarin, & Benavides, 2010).

Reimer's (1980) 'model of the total curriculum' comprises two phases

- the foundation phase and functional phase. The foundation phase

encompasses the philosophy of education which relates to psychology and

methodology. The functional phase looks at the transformation of philosophy,

curriculum conceptualisation and the plan for delivery into actions, the actual

experiences provided by the teacher and any others involved in the instruction

and the effects of the curriculum on the children. According to Reimer, a

curriculum is relevant when a student goes through these processes and enters

into the world of work for employment and he or she is able to apply the skills

of the curriculum at the work place.

The proponents of the world culture theory, (Meyer, Boli, George, &

Ramirez, 1997), argue that school systems are converging. The implication of

their argument is that if school systems are converging then there is no need of

designing a curriculum based on varied contextual realities. According to

them, as nations continue to reform their school systems, they have become

more sim ilar in form and structure than before. One identifiable feature of the

2
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theory is that there is "an increase in common educational principles, policies,

and even practices among countries with varying national characteristics"

(Chabbott, & Ramirez, 2000, p.173).

Anthropologists, on the other hand, argue that school systems are

diverging (Balarin & Benavides, 2010) hence the design of a curriculum

should take into consideration contextual realities. They argue that a single

model should not be used as a template for organising government, health,

institutions, etc. everywhere because of the vast differences of contextual

realities. According to them, a curriculum is relevant only when it is

contextualised.

Contextualisation, according to Kenea (2014), embraces relating the

content, the teaching learning process and the materials to meaningful

situations that are relevant to students' lives. A curriculum that is not context­

based does not usually meet the needs of the people of the community

(Jungck, & Boonreang, 2003). In the early years of education in America, for

instance, European curriculum was being imitated in the United States of

America but it was later realised that it was outmoded and ill-suited for the

people of America (Marsh, & Willish, 2007; Rauginger, Rowe, Piper, & West,

1969). The curriculum was based on the realities in Europe so it needed to be

contextualised in America.

These theories of curricular relevance help to shape the thesis of this

current study that: a curriculum that is relevant should relate to the contextual

reality· of the world of work. In other words, if students go through a

curriculum and they want to work instead of furthering their education, they

3
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should be able to use the skills acquired so far to create their own jobs or to

gain employment.

There are three strands succinctly stated in the senior high school

curriculum. The first is that the curriculum contains enough knowledge and

skills to students terminating their education at the end of the senior high

school to gain employment. The second is that the curriculum will enable

students to go into self-employment. The third strand is that it will help those

who do not want to go into the world of work after senior high school to

further their education.

The realities on the ground in relation to graduating senior high

students are that few are able to further their education while the majority of

them, about 90%, are "erroneously referred to as drop outs" (Ghana Education

Service (GES], 20 I0) creating about 60% unemployment among the youth and

thus making youth unemployment rate one of the highest (Amankrah, 2014). It

is worthy of note that there have been several educational reforms and reviews

in Ghana with the purpose of providing skills necessary for descent

employment in industries, self-employment and pursuit of further studies

(Ministry of Education [MOE], 2002).

There are many issues and concerns that linger around in the minds of

many Ghanaians. One would like to find out the type of skills embedded in the

school curriculum. Again, one would like to find out whether the skills can be

termed as employable skills. Furthermore, one would like to find out the skills

that the graduating students have so far acquired prior to their graduation for

them to be able to enter into the world of work. Finally, one would like to find

out the skills that employers demand of employees.

4
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Statement of the Problem

Many attempts have been made to search for relevance of the senior

high school curriculum. This search for curricular relevance has continued to

elude Ghanaians (Mankoe, 2002). The educational system turns out school

leavers without marketable skills to go into employment (Dzobo, 1987,

Odamtten, 1996). About 60 percent of the unemployed in Ghana can be found

in the 15 - 24 years age group, (senior high school graduates inclusive), thus

making Ghana's youth unemployment rate one of the highest in the world

(Amankrah, 2014).

Research shows that only about 10% of school children passing

through junior high school (JHS) to senior high school (SHS) gain admission

to the universities with the remaining 90% being "erroneously referred to as

dropouts" (MOE, 2002, p. 148). The cause of this problem stems from the fact

that the educational system has been concentrating more on "job training" of

students but not ''job readiness" of students (Anderson, & Gantz, 2013, MOE,

2002).

The educational system seems not to focus on "the acquisition of

knowledge and skills that also equip individuals for self-employment" (MOE,

2002, p. 81) and employment in general. Meanwhile, GES (2010) states in all

the syllabi that all the subjects 6fthe senior high school programme have been

designed to offer enough knowledge and skills to students terminating their

education at the end of senior high school to gain employment, go into self­

employment or further their education. Ministry of Education, Youth and

Sports (2004) emphasises that "the senior high school system should be

organised both as terminal education for entry into the world of work and as a

5
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preparatory stage for entry into tertiary education" (p. 21). The question worth

asking is: "Is the SHS graduate well equipped with curricular skills to enable

him/her go into employment or self-employment? Is the curriculum rich in

work related skills or job readiness skills that may make it relevant?

Ministry of Education (2002, p. 129) describes the scenario by saying

that there is "hue and cry over the type of education delivery at this level"

[SHS level]. Again, Ministry of Education, Youth and Sports (2004)

categorically states that the most serious deficiency about the second cycle

education as a terminal education is that the system does not cater for the

majority of the 15 year olds who, coming out of comprehensive and

compulsory basic education programmes, have to be prepared and launched

into the adult world of work. The relevance of the SHS curriculum is,

therefore, questionable because it is the perception of the researcher that a

curriculum that is relevant should be responsive to the challenges of the

graduating students of that curriculum.

The senior high school curriculum has been looked at in terms of the

fidelity approach to its [English curriculum] implementation (Okrah, 2002).

Many researchers have investigated into the contextual reality of the

curriculum in terms of politics (Otunga, & Nyandusi, 2013), culture (Balarin,

& Benavides, 20 I0), and socio-economics (Combleth, 1988). Others have also

looked at it with regard to its benefits (Anamuah-Mensah, Asabere-Ameyaw,

& Denis, 2007). Another area of concern of researchers about curriculum is

the context specific of curriculum design (Anderson-Levit, 2003). Again,

some researchers have studied the skills requirements of students and the

design of the curriculum (Anderson, & Gantz, 2013). Many researchers

6
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studied the causes of unemployment without looking at the curriculum as a

possible major cause (Ekwueme, Ofah, Uchegbu, Anyiku, & Nkemdirim,

2009).

It is interesting to note that there has not yet been any study on the

exploration of the number and nature of skills embedded in the senior high

school curriculum. Again, there has not been any study on the relationship

between the skills in the senior high school curriculum and the skills that

employers demand of employees. In addition, there has not been any study on

the skills in the curriculum and those that the graduating students have

acquired so far. This study therefore sought to establish the skills in the

curriculum, the relevance of such skills, the skills that employers demand of

employees and the level of acquisition of skills by graduating senior high

school students. The study intends to fill in the gap of the relevance of the

curriculum in relation to contextual reality of the world of work.

Purpose of the Study

Generally, the purpose of the study was to find out the relevance of the

senior high school curriculum in relation to the challenges that students face in

the world of work. Specifically, however, the study's objectives were to find

out the skills the curriculum contained that could be imparted to the students

to enable them to gain employment or go into self-employment; the skills from

the curriculum that the senior high students had acquired to enable them to

gain employment or go into self-employment; the views of employers on the

relevance of the skills contained in the curriculum; the skills that employers

usually demanded of employees when they were employing them.

7
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Research Questions

Research questions are vehicles that drive case studies (Yin, 1994).

The following research questions were used for this current study.

1. What kind of skills does the curriculum contain that could be imparted

to the students to enable them to gain employment or go into self­

employment?

2. What skills do the senior high school students acquire to enable them

to secure employment or go into self-employment?

3. What are the views of employers on the skills contained in the senior

high school curriculum?

4. What do human resource experts in industries perceive to be the ideal

work related skills that graduates of the senior high school require to

enable them to gain employment or go into self-employment?

Significance of the Study

The relevance of a curriculum in response to problems in the society is

crucial because a curriculum is designed to help solve problems in society and

for progress. The identification of the problems is the very foundation of the

design of curriculum. Any curriculum that is designed external to the internal

trends of issues is therefore bound to fail to achieve relevance. The findings of

this study will establish the relevance or otherwise of the senior high school

curriculum in response to trends of issues in the country.

The results of the study will be of importance to the stakeholders of

education in Ghana and abroad. The findings will inform curriculum designers

about the trends of issues that relate to curriculum design in the country.

8
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Furthermore, the findings will draw the attention of policy makers to

policies that relate to curriculum design. They will be informed about the need

for intensive collaborative work with curriculum designers.

Finally, the results of the study will contribute immensely to the theory

of curriculum contextualisation and/or de-contextualisation. Curriculum in

context and out of context has become a new trend of debate upheld by

anthropologists (focusing on contextualisation) and sociologists (focusing on

institutionalisation or world cultures).

Delimitation of the Study

The study was confined to issues relating to the relevance of a school

curriculum in response to reality of the world of work. It sought to find out

whether the senior high school curriculum was responsive to contextual

realities.

The informants of the study were selected from two major sectors of

the economy: education and industry. Students were selected because they

served as the clienteles of the curriculum. Experts or employers from

organisations were also selected for the study in order to ascertain the skills

that were needed at the work environment. Content analysis was also done to

come out with the skills contained in the curriculum.

Limitations of the Study

The study used a descriptive single case design. Descriptive method

usually relies on interviews and observation as a means of collecting data

(Clarke, 2005). The design of current study sought to use interviews and

content analysis for data collection. Such a design may have some

shortcomings of internal validity in terms of the authenticity of informants'
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responses. An attempt was, however, made to control reliability. This was

done by having a highly structured interview with the same format and

sequence of words and questions for each respondent (Silverman, 1993),

though controlling the wording was no guarantee of controlling the interview

(Scheurich, 1995), since wording is basically about attitudinal questions rather

than factual questions (Oppenheim, 1992).

Another limitation of the study is the external validity, thus, the

generalisability of the findings. Research shows that generalisability in

naturalistic or case study research is only possible with comparisons of

typicality of situations - the participants and settings - to identify possible

comparison groups, and to indicate how data might translate into different

settings and cultures (Cohen, Manion, & Morrison, 2007; Eisenhart, & Howe,

1992; LeCompte, & Preissle, 1993; Lincoln, & Guba, 1985).

The main instruments the researcher used in gathering data were

interview guides and theme identification guide of content analysis.

Interviewers usually. bring about biases due to their characteristics and their

prior experiences. Authenticity can be achieved if the biases in the

characteristics of the interviewer, the characteristics of the respondent and the

substantive content of the questions are minimized (Cohen, Manion, &

Morrison, 2007). Cohen, Manion and Morrison posit that interviewers and

interviewees alike bring their own, often unconscious, experiential and

biographical baggage into the interview situation. The interviewer may have

interpersonal and human interaction making him/her non-neutral (Hitchcock,

& Hughes, 1989), hence the "neutrality of the interview is a chimera" or a

figment of an imagination (Denscombe, 1995).
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Contextual realities:

World of work

Culture:

Definitions of Terms

In the context of this study contextual realities

refer to the identification of the needs that can

inform the design of a curriculum.

This refers to a working environment where

graduating students of the senior high school

may apply the skills acquired during their stay in

school.

Culture is defined as the "operating procedures,

shared meanings and beliefs, and norms,

including goals and priorities." (Cornbleth,

Relevance:

1988, p. 93).

In this study relevance refers to the external

effectiveness or usefulness of the curriculum.

Organisation of the Study

The study comprises five chapters. The first chapter, Chapter One,

comprises the background to the study, statement of the problem, purpose of

the study, research questions, significance of the study, delimitations and

limitations of the study, definition ofterrns and finally, the organisation of the

study.

Chapter two is organised under conceptual, theoretical and empirical

reviews. Conceptual review comprises conceptual base of the study and the

concept of curriculum. It further looks at secondary education in Ghana,

overview of senior high school curriculum, the philosophy of education in

Ghana, the aims of senior high school education, the senior high school
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subjects, the teaching syllabi of the senior high school curriculum and the

profile dimensions in the curriculum. The conceptual review concludes on the

state of the senior high school curriculum and the demand for senior high

school education.

The theoretical review also consists of the theoretical framework of the

study, the foundation of curriculum theory, reconceptualisation and post­

reconceptualisation of curriculum theories. It further looks at the classification

of curriculum theories, curricular reality theory and theory of contextual

realities. The review also examines world culture theories and contextual

realities, anthropologists and contextual realities and it concludes on designing

a relevant curriculum and the relevance of the review of curriculum theories.

The empirical review, on the other hand, comprises studies on senior

high school level and the job market. The review further looks at curriculum

change and contextual realities, contextual realities of a curriculum and it

concludes on the need for curricular relevance.

The central theme of chapter three is the methodology. It begins with

an overview of the chapter and covers topics such as the research design, the

study area, target population, sample and sampling procedures, sample size

determination, unit of analysis, data collection instruments and data collection

procedures, theoretical propositions and it culminates with data analysis.

Chapter four focuses on results and discussion. It begins with an

overview of the chapter and embraces topics such as the content analysis of

the senior high school curriculum, the generic skills of all the seven

programmes and the core subjects, discussion of the generic skills, the

frequency of skills of the core subjects, students' acquisition of skills from the
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curriculum, interview of students in terms of their focused life history, details

of their experiences and the reflection on the meaning of students'

experiences. The chapter further looks at the closed quantitative interview of

students in terms of students' acquisition of skills in each of the seven

programmes, the discussion of the skills that the students have acquired.

The chapter continues to look at employers' views on the relevance of

the senior high school curriculum in terms of their rating of the skills in the

curriculum and the skills they demand of employees. In addition to this, the

chapter further looks at the discussion of the skills employers demand of

employees, a comparison between the skills students have acquired and those

that employers demand of employees. The chapter also puts into consideration

the theoretical propositions whether to reject them or fail to reject them.

The fifth chapter concentrates on the summary, conclusions and

recommendations. The chapter opens with an overview of the study and settles

on the key findings. The conclusion looks at the position of the researcher

regarding the research questions and the theoretical propositions. It also

includes the researcher's overall opinion regarding the study in terms of what

the study has brought to the fore. The chapter concludes on the

recommendations based on the research findings as well as recommendations

for policy and practice.

13

University of Cape Coast       https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



CHAPTER TWO

REVIEW OF RELATED LITERATURE

Overview

Curricular relevance is of uttermost importance to professionals and

educationists. The deciding factor of the relevance of a curriculum is of three

fold: the skilIs in the curriculum, the learner who is to acquire those skills in

the curriculum and the society where the skills would be applied. This triad

process is very crucial in any educational set up.

The ski lIs in the curriculum are derived from the society. They are

based on the current trend of issues in the society. Whatever happens in the

society therefore informs the designers of the curriculum as to what skilIs

should go into it in order to resolve whatever problem that emerges.

Similarly, the learner of the skills in the curriculum needs to be well

equipped to enable him or her confront the societal problems. If the learner

acquires the ski lIs that are not relevant in solving the societal problems then

those skilIs are not worth their salt.

In the assessment of the senior high school curriculum in terms of its

relevance to the contextual reality of the world of work, the skilIs that are

embedded in the curriculum need to be explored, identified and established.

Again, it is equalIy important to find out the skills that the learners have

acquired out of those ski lIs in the curriculum. FinalIy, it is crucial to find out

the applicability of the ski lIs in the society. This is the basis of this chapter.

The chapter, therefore, focuses on the key concepts under the

conceptual review. It also delves into the theory of curriculum under the
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theoretical review and finally, it explores existing studies that relate to the.

current study and this is made up ofthe empirical review.

Conceptual Review

In this conceptual review, the basic concepts of the study such as the

conceptual base of the study and the concept of curriculum are outlined. The

review further looks at secondary education in Ghana, overview of senior high

school curriculum, the philosophy of education in Ghana, the aims of senior

high school education, the senior high school subjects, the teaching syllabi of

the senior high school curriculum and the profile dimensions in the

curriculum. The review concludes on the state of the senior high school

curriculum and the demand for senior high school education.

Conceptual Base of the Study

The conceptual framework of the current study is derived from

Reimer's (1980) model: 'A model of the total curriculum.' Bennet Reimer

developed an Aesthetic Education Curriculum through the Education for

Aesthetic Awareness Project (E.A.A) which could be applied to any

curriculum. The thesis of the current study states that 'a curriculum that is

relevant should be responsive to the challenges of the graduating student of

that curriculum.' The following is the Reimer's (1980) original model of the

total curriculum as presented in Figure 1 below:
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I. Foundational Phase

A. Idealized Component
"Why should this be taught?"

B. Conceptualized Component C. Systematized
Component

"What must be done to organize, both generally and
specifically, to teach this most effectively?"

II. Functional Phase
A. Interpreted Component

"How is the Foundational
Phase understood?"

B. Operational Component
"How are appropriate

experiences provided?"

C. Experienced Component
"How is the learner affected?"

III. Contributory Factors
A. Expectations

The belief system within
which the curriculum operates

B. Conditions
The practical conditions

under which the curriculum
operates

Figure 1. Reimer's (1980) Model of the Total Curriculum

Source: Reimer, B. (1980). Building an aesthetic education curriculum: A

model and its application. Carolina: University ofNorth Carolina Press.

The current study hinges on this model as could be seen in Figure 2. It

begins with the philosophy of education and delves into the curriculum that

expresses this philosophy. The expectations of the stakeholders and the

conditions under which the transaction of the curriculum could be made

through the provision of appropriate experiences follow and it culminates in
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the external effectiveness in terms of the learners' interaction with the world

of work.

PHILOSOPHY OF SHS

CONDITIONS

PROVISION OF APPROPRIATE EXPERIENCES

Figure 2. Conceptual Framework

The philosophy of the senior high school serves as the basis for

objectives, for content, for sequence, for instruction, for evaluation, for

justification of the curriculum (Reimer, 1980). The philosophy must be in

consonance with the generally approved values. It is this same philosophy that

must determine the kind of knowledge necessary for studies. This worthwhile

knowledge is expressed in the curriculum through the various programmes.

The curriculum is organised around seven elective programmes

Agriculture, Business, Technical, Home Economics, Visual Arts, General Arts

and General Science. This shows a diversified curriculum, a sign of moving
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away from the grammar type of education to the vocationalisation of

education.

The diversified curriculum has given hopes and expectations to the

stakeholders about the future of the graduating students of the curriculum. The

belief system within which the curriculum operates, among many other things,

is that the graduating students will either go for employment, self-employment

or to further their education (MOE, 2002). The confirmation of the

expectations or otherwise will depend on the practical conditions under which

the curriculum operates. Community support is necessary. Teaching and

learning resources with practical orientations are necessary conditions.

Bringing the world of work into the classroom and taking the classroom to the

world of work is crucial (ACARA, 2013).

It is very important to note that the provision of appropriate

experiences will be dependent on practical conditions available. The higher

the quality of the resources and the qualification of the teacher, the higher the

appropriate experiences expected to be provided. Whatever be the form of the

experiences the clientele is the student, the last consumer, who is affected

either positively or otherwise. After going through the experiences, the student

enters into the world of work for employment which will depend upon the sort

of skills the curriculum offered him/her, hence the external effectiveness.

The Concept of Curriculum

Many scholars in the field of curriculum admit the difficulty of the

definition of concept because the term has been used with quite different

meanings ever since it was considered as a field of study (Glatthorn, Boschee,

& Whitehead, 2006; Marsh, & Willis, 2007). Marsh and Willis view the
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concept 'racecourse,' the Latin root of the term curriculum, as perhaps the

most common definition that one can derive because "for many students the

school curriculum is a race to be run, a series of obstacles or hurdles (subjects)

to be passed" (p. 8).

There have been many attempts by scholars to classify the numerous

definitions of curriculum. Some scholars classify them into prescriptive,

descriptive, or both (Glatthorn, Boschee, & Whitehead, 2007), while others

look at them as generative (Tanner, & Tanner, 2007). Ellis (2004, p. 4) looks

at prescriptive definitions of curriculum as providing "what 'ought' to happen,

and they more often than not take the form of a plan, an intended programme,

or some kind of expert opinion about what needs to take place in the course of

study" while the descriptive definitions are not about merely "how things

ought to be ... but how things are in real classrooms" (p. 5). A descriptive

definition of a curriculum is basically an experience curriculum (Glatthom,

Boschee, & Whitehead, 2007). Prescriptive and descriptive curriculum

definitions differ in breadth and emphasis. Both are chosen based on their

representativeness as shown in Tables 1 and 2 respectively.
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Table 1 - Prescriptive Definition a/Curriculum

Author Definition

John Dewey (1902, pp. 11-12)

Frankllin Bobbitt (1918, p. 43)

Harold O. Rugg (1927, p. 8)

Hollis Caswell in Caswell &
Campbell (1935, pp. 66, 70)

Ralph Tyler (1957, p. 79)

Hilda Taba (1960, p. II)

Curriculum is a continuous
reconstruction, moving from the child's
present experience out into that
represented by the organised bodies of
truth that we call studies .. , the various
studies ... are themselves experience ­
they are that of the race.

Curriculum is the entire range of
experiences, both directed and
undirected, concerned in unfolding the
abilities of the individual; or it is the
series of consciously directed training
experiences that the schools use for
completing and perfecting the
unfoldment.

[The curriculum is] a succession of
experiences and enterprises having a
maximum life-likeness for the learner ...
giving the learner that development most
helpful in meeting and controlling life
situations.

The curriculum is composed of all the
experiences children have under the
guidance of teachers '" Thus, curriculum
considered as a field of study represents
no strictly limited body of content, but
rather a process or procedure.

[The curriculum is] all the learning
experiences planned and directed by the
school to attain its educational goals.

A curriculum usually contains a
statement of aims and of specific
objectives; it indicates some selection
and organization of content; it either
implies or manifests certain patterns of
learning and teaching ... Finally, it
includes a program of evaluation of the
outcomes.
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Table 1 (Continued)
Robert Gagne (1967, p. 23)

James Popham & Eva Baker
(1970, p. 8)

J. L. McBrien & R. Brandt (1977)

Michael Schiro (1978, p. 28)

J. Galen Saylor & William M.
Alexander in Saylor, Alexander &
Lewis (1981, p. 28)

Catherine Cornbleth (1990)

Alan Block (1998)

Curriculum is a sequence of content units
arranged in such a way that the learning
of each unit may be accomplished as a
single act, provided the capabilities
described by specified prior units (in the
sequence) have already been mastered by
the learner.

[Curriculum is] all planned learning
outcomes for which the school is
responsible ... Curriculum refers to the
desired consequences of instruction.

[Curriculum] refers to a written plan
outlining what students will be taught (a
course of study). Curriculum may refer
to all the courses offered at a given
school, or all the courses offered at a
school in a particular area of study.

The word Curriculum means output of
the curriculum-development process that
is intended for use in planning
instruction.

Curriculum is a plan for providing sets of
learning opportunities for persons to be
educated.
The curriculum is not a tangible product,
but the actual day-to-day interactions of
students, teachers, knowledge, and
milieu.
Curriculum is a prescribed body of
knowledge and methods by which it
might be communicated.

(Source: Glatthorn, Boschee, & Whitehead, 2007; Marsh, & Willis, 2007;

Tanner, & Tanner, 2007)

A critical look at the definitions reveals a particular pattern that can be

related to the evolution of curriculum thought. The definition of curriculum

before Tyler (1949, 1957) focused on the broadening of students' experiences.

Bobbitt (1918), who earlier on proposed the creation of an academy that
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would emphasise training in practical subjects, championed this move. This

was the time when emphasis on the three focal points - the leamer, the society

and the subject specialists - had not attained any balance. Even though it was

Tyler who established a clear balance among the three focal points, his

definition did not clearly outline the four main stages of curriculum that he

proposed though they are implied - the objectives, selection of learning

experiences, organisation and evaluation. His definition looks at learning

experiences, planned and directed (organisation), and educational goals

(objectives and evaluation).

It was the definition by Taba (1960) that actually spelt out all the

stages in her curriculum model - statements of aims (diagnosis of needs),

specific objectives (fonnulation of objectives), some selection and

organisation of content (selection and organisation of content) and programme

of evaluation of the outcomes (evaluation). Her definition of curriculum is

actually based on her model.

The remaining definitions after Taba (1960) focused on the sequence

of content units (Gagne, 1967), desired consequences, thus, evaluation

(Popham, & Baker, 1970), providing set of learning opportunities (Saylor,

Alexander, & Lewis, 1981) and written plan outlining what students will be

taught (McBrien, & Brandt, 1997). In short, the defin ition has moved away

from expanding the curriculum to cover the interests of students to a careful

organisation of content in order to attain desired outcomes.
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Table 2 - Descriptive Definition a/Curriculum

Author Definition

Hollis Caswell & Doak
Campbell (1935)

Thomas Hopkins (1941)

W. B. Ragan (1960)

Glen Hass (1987)

Daniel Tanner & Laurel
Tanner (2007)

All the experiences children have under
the guidance ofteachers

Those learnings each child selects,
accepts, and incorporates into himself to
act with, on, and upon, in subsequent
experiences.
All experiences of the child for which
the school accepts responsibility.
The set of actual experiences and
perceptions of the experiences that each
individual learner has to his or her
program of education.

The reconstruction of knowledge and
experience that enables the learner to
grow in exercising intelligent control of
subsequent knowledge and experience.

(Source: Marsh, & Willis, 2007; Tanner, & Tanner, 2007)

Many scholars have their own perspective for defining curriculum. For

instance, Tanner and Tanner's definition was derived from Dewey's (1916,

pp. 89-90) definition of education as "that reconstruction or reorganization of

experience which adds to the meaning of experience, and which increases

ability to direct the course of subsequent experience." Glatthorn, Boschee and

Whitehead (2007) and Marsh and Willis (2006), after critically analysing the

prescriptive and descriptive definitions, define curriculum respectively as:

The curriculum is the plans made for guiding learning in the schools,

usually represented in retrievable documents of several levels of

generality, and the actualization of those plans in the classroom, as

experienced by the learners and as recorded by an observer; those
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experiences take place in a learning environment that also influences

what is learned (p. 5)

According to them curriculum is "an interrelated set of plans and

experiences that a student undertakes under the guidance of the school" (p.

15). The definitions by Glatthorn, Boschee and Whitehead (2007) and Marsh

and Willis (2006) can also be classified among those definitions that focus on

organisation of content and learning experiences. These definitions support the

argument that the stages of the evolution of the curriculum determine the

definition one gives. These stages can be simplified as the narrow nature and

period of the curriculum followed by the desire to expand the curriculum in

terms of vocationalisation and finally, the focus on organisation in order to

maximise learning.

Secondary Education in Ghana

The definition of secondary education had not been definite until in

1902 when Arthur Hadley made a proposition for the acceptance of a

definition of secondary education. Hadley (1902, p. 732) defines secondary

education as "all those studies which are regarded by the public as too far

advanced to be a part of that compulsory education which it strives to furnish

all its citizens, and which are at the same time not sufficiently specialised in

their purpose or aim to be considered part of the technical preparation of

different groups of citizens for their several callings in life."

In distinguishing secondary education from primary and technical,

Hadley (1902) says that secondary education is less universal as compared to

primary education but it is general rather than specific in its object as

compared to technical education. Again, while primary education aims to
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secure the necessary level of general intelligence, technical education aims to

secure the necessary level of professional intelligence with secondary

education aiming at something in excess of both minima of primary and

technical education.

The secondary education in Ghana fits perfectly into the definition of

secondary education by Hadley (1902). Secondary education in Ghana is far

more advanced and less universal than primary education but it is more

general though less specialised than technical education. It began as a

grammar type of education borrowed from Britain.

The first curriculum in Ghana which was basically religious in nature

was designed in 1529 by the Governor at Elmina through an order from King

John III of Portugal, and it comprised Reading, Writing and the Holy

Scriptures (Graham, 1976). There was no change in the content of the

curriculum when the Dutch in 1639 seized the castle at Elmina. It was in 1712,

under the chaplaincy of Thomas Wenden that the content of the curriculum

was modified to comprise Reading, Writing and Music. Music was replaced

with Arithmetic in 1815 under the tutelage of Charles Williams, a mulato, who

was appointed by the Merchant Company. During this time, the educational

system was not properly organised.

A well-structured and diversified curriculum began in 1928 as a result

of the Education Ordinance that was passed in 1925 (Education Ordinance

1925). The curriculum by then comprised Religion, Writing, Reading, House

Craft, Spinning and Weaving for the first school for girls in Navrongo

(Graham, 1976). Technical education was promoted and trade schools were

opened in Asuantsi (near Cape Coast), Kibi (in Abuakwa) and Mampong (in
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Ashanti). The curriculum comprised agriculture, masonry, metal work and

woodwork (which were taught literally, practically and theoretically),

Arithmetic, Drawing, Hygiene, Nature Study, History and Geography.

According to Graham (1976, p. 85), "employment was found for those who

successfully completed their training." The curriculum continued to be

diversified in the 1930s, and it depended on the type of school to be

established. Taking Mfantsipim and Achimota secondary schools as examples,

the differences can be seen in Table 3.

Table 3 - The Curriculum ofMfantsipim and Achimota in 1930

Mfantsipim

Mathematics

English

Latin

Commercial subjects

(Source: Graham, 1976)

Achimota

Mathematics Music

English Art

Latin Hygiene

Vernacular Practical work

Woodwork Woodwork

The changes in the secondary education curriculum were happening side by

side with technical schools. For example, Government Technical School in

Accra consisted of the following curriculum: Mechanical Engineering,

English, Mathematics (Mensuration, Algebra, Geometry, Trigonometry),

Mechanics, Experimental Science, Engineering, Building Science together

with part-time courses such as Drawing Design, Building Construction, Heat

and Heat Engines, Workshop Processes (Graham, 1976).

The change in curriculum continued till 1937 when a Committee was

formed to examine the existing educational system in the Gold Coast and to

make recommendations where necessary for its modification. One of the
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major recommendations was that the secondary school curriculum should be

brought into closer relation with the national life and needs, and that

curriculum of the senior primary (senior secondary) should be organised

around Agriculture, Fishery or a Craft or Crafts, with emphasis on Domestic

Science for girls. The World War II of 1939, however, delayed the full

implementation of the Report (Graham, 1976). It was in 1951 that the

Accelerated Development Plan for Education that Nkrumah laid before

parliament was passed into educational law.

The Accelerated Development Plan for Education could have brought

a major paradigm shift for contextualising the school curriculum but the

curricula for basic and senior primary (senior secondary) schools were similar

to those used in schools in the United Kingdom, even though the need was

recognised to relate teaching to the community which was to be reflected in

the syllabus (Graham, 1976). Ghana was then caught in the web of world

institutionalisation. She began to follow the institutionalisation of worldwide

models of equality, socio-economic progress, and human development. In this

situation, if a specific nation-state, like Ghana, is unable to put proper policies

in place, perhaps due to costs, incompetence, or resistance, world-society

structures will provide help (Meyer, Boli, George, & Ramirz, 1997).

Since independence in 1957, Ghana has undergone three major

educational reforms and six notable education reviews. Tonah (2006)

identifies the three major educational reforms as the 1961, 1967 and 1987 and

four of the six notable education reviews as the 1966, 1974, 1993 and 2002.

The remaining two education reviews took place in 2007 and 2008.
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The aim of these educational reforms was to provide the relevant type

of education that was suitable for the developmental needs of the country. It is,

however, unfortunate that the relevant type of education required continues to

elude Ghanaians (Mankoe, 2002). Tonah (2006) sees the recurrent calls for

reforming the education systems as the failure of the reforms to deliver upon

their promises.

The first major educational reform, since independence, was the 1961

education Act (Act 87) and the most important section of the Act was the one

which gave legal effect to education at the primary level to make it free and

compulsory (Mankoe, 2002; McWillliam, & Kwamena-Poh, 1975). The 1961

education reform could not provide the socio-economic needs of the country

hence the 1967 education reform under the chairmanship of Professor Alex

Kwapong. The major focus was on administration and management of

education in the country (Mankoe, 2002). There was dissatisfaction with the

structure and content, hence the appointment of the 1972 education review

committee under the chairmanship of Professor N. K. Dzobo. The committee's

recommendations, published in 1974, were implemented on pilot basis until

1987 when another major reform spread its implementation nationwide.

The Committee of the 2002 education review (The Anamuah-Mensah

Review Committee) outlined the principles that should guide the development

and design of curricula in Ghana to make them more contextualised and

relevant. One of such principles was based on the fact that "Ghana's

educational system has in the past concentrated more on training people to get

employment rather than getting self-employed" (MOE, 2002, p. 80). This

implies that the curriculum by then was out of context. In view of this, "The
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educational system should emphasize the acquisition of knowledge and skills

that also equip individuals for self-employment." (p. 81). This suggests the

contextualisation of the curriculum.

In order to help the graduating students gain employment, the

curriculum was diversified to comprise seven elective programmes namely

Agriculture, Business, Technical, Home Economics, Visual Arts, General Arts

and General Science. Additional subjects were suggested in the Anamuah­

Mensah educational review Committee Report so that the curriculum would be

more relevant. It was, therefore, assumed that the senior high school students

who had gone through this curriculum and were graduating were likely to be

well equipped for employment.

The major concern of the researcher, however, is the high rate of youth

unemployment. The graduating senior high school students fall within the

youthful age of 15 and 24. In Ghana, the 15 to 24 age group is split into two:

15 - 19 and 20 - 24 (National Youth Policy of Ghana, 2010), and most of the

senior high school graduates fall within the 15 and 19 age group. Meanwhile,

about 60 percent of the unemployed in Ghana can be found in the 15 - 24

years age group, thus making Ghana's youth unemployment rate one of the

highest in the world (Amankrah, 2014). According to the 1960, 1970, 1984

and 2000 Population Censuses of Ghana, for example, the youth

unemployment rates of the age group of 15-19 were 40.1, 39.8, 37.7, and 17.0

respectively. Many interventions undertaken to address the problem of youth

unemployment excludes the contextualisation of the curriculum. Meanwhile, it

is at "the second-cycle or post-primary educational institutions that the real

skills necessary for achieving economic growth and raising living standards

29

University of Cape Coast       https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



are taken care of' (Odamtten, 1996, p. 17). It is, therefore, doubtful if the

senior high school curriculum is relevant considering the secondary school, as

Odamtten puts it, as "the end of education of a vast majority of young people"

and the alarming rate of unemployment of the products of such a curriculum.

Surprisingly enough, according to GES [Teaching Syllabi] (2010), all the

subjects of the programmes have been designed in such a way that they will

offer enough knowledge and skills to students terminating their education at

the end of senior high school to gain employment, and at the same time they

offer adequate foundation for those who will pursue further education in their

areas of interests.

It appears that the focus of the senior high school curriculum on getting

graduating senior high school students employment or self-employment is

faced with serious challenges. It is, therefore, the interest of the researcher to

investigate into such challenges.

Overview of Senior High School Curriculum

The senior high school curriculum comprises both elective and core

subjects. The combination of the elective subjects represents a programme.

There are seven programmes in all, and these are Agriculture, General

Science, Technical Drawing, Business, General Arts, Visual Arts and Home

Economics. In addition to these seven programmes, there are five core

subjects. The core subjects are the English Language, Mathematics, Integrated

Science, Social Studies and Information and Communication Technology

(ICT).

In this overview of the senior high school curriculum, two major issues

are looked at. First, the overall curriculum in terms of philosophy and aims is
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explored. Second, the components of the curriculum in terms of the separate

programmes are also looked at.

Philosophy of Education in Ghana.

The foundation of education is its philosophy. The philosophy is based

on prevailing circumstances within and outside the country. For instance,

poverty posed a serious challenge in the I980s, so during the 1987 educational

reform, the philosophy focused on "poverty alleviation and wealth creation"

(MOE, 2002, p. 20).

The challenges encountered during the 2002 education review were not

the same as those encountered in the 1980s. There were both global and

internal challenges so the youth needed to be prepared to enable them to

confront socio-cultural, industrial, economic and political challenges facing

them. Among the global challenges were the formation of human capital for

industrial growth and for ensuring competitiveness in the global economy;

ability to make use of recent developments in Science and Technology,

especially Information and Communication Technology (lCT); radical

transformation in the field of work and employment; advances in cognitive

sciences and their effect on pedagogical approaches; and threat to preservation

of cultural identity and traditional indigenous knowledge and creativity (MOE,

2002, p. 77).

The internal challenges that have major impact on education include

ensuring 100% access to basic education; improving quality of instruction and

making it flexible enough to accommodate diverse student abilities; placing

high premium on technical/vocational education and training; improving

management and supervision; reducing rural-urban and city-inner-city
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disparity in educational provision; provision of infrastructural facilities and

adequately resourced laboratories, workshops and classrooms; making tertiary

education relevant to the world of work; enriching the curriculum by including

issues such as citizenship education, democracy, peace education and

HIV/AIDS; revitalising moral and ethical values to address moral decline; and

reducing unemployment, underemployment, violence and drug abuse (MOE,

2002).

It was on the basis of these global and internal challenges that a new

philosophy was needed to help the youth to respond to such challenges. The

philosophy was adopted after a critical examination of the challenges and the

national development goal of improving "the quality of life of all Ghanaians

by reducing poverty, raising living standards through a sustained increase in

national wealth and a more equitable distribution of benefits there from"

(Ghana Poverty Reduction Strategy Plan, 2002 - 2004, (GOG, 2002, p. I).

The philosophy that underlies the education system in Ghana currently

is the "creation of well-balanced (intellectually, spiritually, emotionally, and

physically) individuals with the requisite knowledge, skills, values and

aptitudes for self-actualisation and for the socio-economic and political

transformation of the nation" (Ministry of Education, 2002, pp.20, 79).

Aims of Senior High School Education.

The overall aims of education are more or less like high sounding

national mission statements (White, 2004). For example, England adopted a

balanced and broadly based national curriculum for secondary education in

1988 which "promotes the spiritual, moral, cultural, mental and physical

development of pupils at the school and of society, and prepares such pupils
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for the opportunities, responsibilities and experiences of adult life" (Maclure,

1999, p.l).

These mission statements form a framework of common values and

purposes, as outlined by White (2004), and that any general aim of education

should reflect these elements. These include the belief in education, at home

and at school as a route to the spiritual, moral, social, physical and mental

development, and thus, the well-being of the individual; the belief that

education is a route to equality of opportunities for all, a healthy and just

democracy, a productive economy, and sustainable development; the belief

that education reflects the enduring values that contribute to valuing ourselves,

our families and other relationships, the wider groups to which we belong, the

diversity of our society and the environment in which we live.

According to White (2004), it is the role of education to reaffirm our

commitment to the virtues of truth, justice, honesty, trust and a sense of duty.

It is education that should enable us to respond positively to the opportunities

and challenges of the rapidly changing world in which we live and work. All

these common values and purposes could be looked at through the lens of the

school curriculum.

The aims of education in Ghana are expressed in the national education

goals and they aim to promote social justice and equity by ensuring universal

basic education and equal educational opportunities for all Ghanaians; provide

individuals with knowledge, occupational skills and attitudes for national

development with a sense of dignity for labour and for preserving the nation's

environmental resources; promote the culture of lifelong learning for all

citizens who will continue to develop their intellectual capacities, technical
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skills and their abilities to enable them to cope with technologies and other

changes in the global world; promote the spirit of self-reliance that will enable

individuals to be responsible for their well-being as well as that of the

community; develop in the individual the ability to create, innovate, think

critically and be independent minded; strengthen national consciousness and

cultivate attitudes of good citizenship and patriotism and through that help

preserve the nation's cultural heritage by promoting national languages and

desirable traditions and values; develop attitudes conducive to harmonious

relations among different ethnic groups and the international community

(MOE, 2002, pp. 81-82)

The objectives of the senior high school education, as expressed by the

MOE (2002, p.l29), have been derived from the general aims. These

objectives aim to reinforce the knowledge and skills acquired during basic

education; provide a diversified curriculum to cater for different aptitudes,

abilities, interest and skills; provide an opportunity for further education and

training and introduce students to a variety of relevant occupational skills

necessary for national human resource development; understand the

environment and the need for its sustainability; inculcate a sense of discipline

and selflessness in students; develop an interest for lifelong learning.

Objectives are more specific than the general aims of education, but

White (2004) says both could be looked at through the lens of the school

curriculum where the individual subjects are detailed out. In this case the

general aims are reduced through general objectives to behavioural objectives

at the classroom level.
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Senior High School Subjects (Curriculum).

The subjects of the school curriculum are the vehicles used to meet the

set aims. The subjects therefore cannot be selected at random but may need a

careful selection bearing in mind the set aims. Thus, there is a link between the

system-wide aims and the subjects ofthe curriculum. White (2004, p.l) puts it

in a form of rhetorical question: "How good is the match between system-wide

aims and the specifics of different curriculum subjects?"

The purpose for any curriculum is to respond positively to the common

values in the society, hence schools need to work in collaboration with

families and the local community, including church and voluntary groups,

local agencies and business, in seeking to achieve two broad aims through the

curriculum: (a) the school curriculum should aim at providing opportunities

for all pupils to learn and to achieve (b) the school curriculum should aim at

providing pupils' spiritual, moral, social and cultural development and prepare

all pupils for the opportunities, responsibilities and experiences of life (White,

2004, pp. 2-3).

These two broad aims of the school curriculum can be grouped into

learners' personal qualities, skills, knowledge and understanding (White,

2004). Personal qualities, White says, take about 60% of the specific aims of

the school curriculum because the view of education is about society and the

kind of citizens who may be appropriate for such a society. The personal

qualities then need skills, knowledge and understanding to further their

existence:

The role of the curriculum planners is to select the appropriate subjects

that can serve as vehicles to help achieve the intended general aims. White
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(2004, p. 9) asks: "To what extent are the subjects, as officially conceived,

suitable instruments for realising the general aims?"

As an answer to this question, White undertook a project in 2001 for a

national educational agency and looked at all the thirteen subjects of the

England's national curriculum. He looked at their aims, programmes of study,

attainment targets and contribution to learning across the curriculum and tried

to establish how far there is a match or mismatch between these specific items

and the overall aims. His findings showed that the best match was found to be

in subjects only recently introduced into the curriculum: design and

technology, ICT, citizenship and Personal, Social and Health Education

(PSHE). There was a mismatch between and among art and design, English,

geography, history, mathematics, modem foreign languages, music, physical

education, R.E, and science.

The national curriculum of Ghana, by 2002, consisted of the following

core subjects: English Language, Mathematics, Integrated Science and Social

Studies, and optional programmes: Agricultural, Business, Technical,

Vocational (Home Economics, Visual Arts), General (Arts and Science). The

major breakdown of the elective programmes is illustrated in Table 4.
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Table 4 - Programmes and their Corresponding Subjects

Programme Subjects

Agriculture

Business

Technical programme

Home Economics

Visual Arts

General Science

General Arts

General Agriculture, Crop Husbandry and

Horticulture, Animal Husbandry/ Fisheries

/Forestry

Business Management, Cost Accounting, Type

Writing, Clerical Office Duties and Financial

Accounting.

Applied Electricity, Auto Mechanics, Building

Construction, Electronics, Metal Work,

Technical Drawing and Woodwork

Clothing and Textiles, Food and Nutrition and

Management in Living.

Basketry, Ceramics, Graphic Design, Jewellery,

Leatherworks, Picture Making, Sculpture and

Textiles

Chemistry, Biology, Physics and Mathematics.

Christian Religious Studies, French, Geography,

Ghanaian Languages, Government, History,

Islamic, Religious Studies, Literature in English,

Economics, Music and West African Traditional

Religion.

(Source: MOE, 2002, pp. 305-308)
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The MOE (2002) recommended the following courses or subjects to be

added to their respective programmes: Introduction to ICT - as a required

course in Business programme (Accounting and Secretarial options); Elective

mathematics - as a required course in Business programme (Secretarial

option); French or Music - as optional subjects in Business programme

(Secretarial option); Chemistry - as an optional subject in Vocational

programme (Home Economics option); 'Picture Making' to be changed to

three separate Visual Arts subjects as Painting, Drawing and Print Making (of

which students would be required to offer one).

The Teaching Syllabi of the Senior High School Curriculum

A syllabus is an organising document in the area of instruction

(Chandler, 1985). It is a vehicle by which organisation and structure of

intended learnings are communicated from teacher to teacher and teacher to

learner (Eash, 1991). Each of the syllabi of the seven programmes of the

senior high school is an official document designed by Curriculum Research

and Development Division (CRDD) under the auspices of the Ghana

Education Services (GES) of the Ministry of Education (MoE). After the

design of the syllabus, it is handed over to the classroom teacher for

implementation. The subsequent sub-headings look at the individual syllabus

in tenns of its organisation, structure, scope, content, etc.

Agricultural Programme.

Agriculture comprises five major areas with detailed syllabus of each.

These are the General Agriculture, Crop Husbandry and Horticulture, Animal

Husbandry, Fisheries and Forestry. The structure of the various syllabi is

similar - the general aims, scope of content to be covered, time allocation,
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suggestions for teaching the syllabi, practical skills, detailed content and

materials or equipment needed for teaching and learning.

There are some major common elements. First, each of the syllabi has

both theory and practical component. Secondly, each has 6 periods of 40

minutes per week and out of the six periods, three are devoted to practical

work and three to theory. Thirdly, each has two strands - providing terminal

education for students or serving as a prerequisite for further studies. This

strand is summarised using a sample from General Agriculture:

The content of this syllabus has been designed in a way that

will offer knowledge and skills to students for whom Senior

High School education is terminal. Knowledge and practices

acquired in this subject will enable such students to work on

their own, or seek employment in agricultural establishments.

The syllabus also provides adequate foundation knowledge and

skills for students who will want to pursue further education

and training in agriculture after SHS (GES, 2010, p. iii).

Fourthly, teaching and learning bridges the gap between the world of

work and the classroom. Taking an example from General Agriculture,

students are required to visit well established government and private

experimental and commercial farms, agricultural research institutes and other

institutions related to agriculture. Teachers are also advised to invite staff of

Ministry of Food and Agriculture (MOFA) and other related institutions to

serve as resource persons where necessary. Also, the practical work should

involve laboratory experiments, farm work, observations carried out on the
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farm or garden, field trips, collection of specimens and record keeping. (GES,

2010, p. vi).

Business Programme.

The Business programme comprises Business Management, Cost

Accounting, Typewriting, Clerical Office Duties and Financial Accounting.

The time allocation is the same for all the courses. Almost all the subjects

have two strands - designed to offer enough knowledge and skills to students

terminating their education at the end of senior high school to manage their

own business efficiently while at the same time offering adequate foundation

for those who will pursue further education in business (GES, 20 I0).

A major difference is seen in the area of the suggestions for teaching

the syllabi. While practical aspect in terms of visits to companies, industries or

offices, is silent on Business Management, Cost Accounting, Typewriting and

Cost Accounting, it is well pronounced on Clerical Office Duties and

Financial Accounting. For instance, schools are advised to "organize field trips

to the offices of both large and small business organisations for students to be

abreast with current office procedures and see the latest office equipment. The

school could also set up model office where demonstration lessons could be

held." (GES, 20 10, p. vi). In the case of Financial Accounting, specific areas

such as banks, manufacturing companies, large buying and selling companies,

partnership firms, the Ghana Stock Exchange markets and the internet are

mentioned.

Another significant difference has been observed between the Business

programme and the Agricultural programme. While time allocation is shared

equally between theory and practical work for Agriculture, practical element is
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silent on the Business programme. The only exception is found in the Clerical

Office Duties and Financial Accounting where field trips are organised.

One common element that runs through the courses, however, is the

idea of team teaching. Thus, "To promote effective teaching it is advised that

schools adopt the team teaching approach" (GES 20 10, p. iv). Again, the

number of periods allocated to the teaching of the courses "may have to be

supplemented with extra time in order to adequately cover the scope of the

subject." (GES, 2010, p. vi).

Technical Drawing Programme

The Technical programme is composed of seven subjects - Applied

Electricity, Auto Mechanics, Building Construction, Electronics, Metal

Works, Technical Drawing and Wood Work. All these subjects have the same

structure in terms of the organisation and the suggestions for teaching each of

the syllabi. The time allocation is the same for all of them. Both theory and

practical components have equal value of 50%, except Metal Work and Wood

Work which have 60% practical and 40% theory.

General Arts Programme

The General Arts programme comprises a lot of subjects. These

include Christian Religious Studies, French, Geography, Ghanaian Languages,

Government, History, Islamic Religious Studies, Literature in English,

Economics and West African Traditional Religion. All the subjects as

mentioned over here have the same number of periods and minutes per week.

With the exception of Music which has practical value of 70% and a

theoretical value of 30%, all the other subjects do not have any practical
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element. The organisation of each syllabus for each programme and the

suggestions for teaching the syllabi remains the same.

Visual Arts Programme.

The Visual Arts programme comprises nine subjects. They include

Basketry, Ceramics, General Knowledge in Art, Graphic Design, Jewellery,

Leather Work, Picture making, Sculpture and Textiles. The organisation and

the suggestions for teaching the various syllabi is similar. The profile

dimensions of knowledge and understanding (15%), application of knowledge

(25%) and practical skills (60%) are the same for all the subjects. The time

allocation is also the same for all of them.

Home Economics Programme

The subjects that make up the Home Economics programme are

Clothing and Textile, Food and Nutrition and Management in Living. The

organisation and structure of the respective subjects are similar. For example,

time allocation in terms of the number of periods and minutes per week is the

same for all the subjects. One significant difference is, however, observed in

the area of profile dimensions. While both Clothing and Textile and Food and

Nutrition have percentage values of 15 for knowledge and understanding, 25

for the application of knowledge and 60 for practical skills, Management in

Living has percentage values of 20 for knowledge and understanding, 40 for

the application of knowledge and 40 for attitudes and values.

General Science Programme

The General Science programme comprises Chemistry, Elective

Biology, Elective Physics and Elective Maths. Each subject is structured

similarly in terms of organisation, scope, suggestions for teaching the syllabus,

42

University of Cape Coast       https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



profile dimensions, etc. While some of the subjects give both the breakdown

of the content and the possible placement after the programme, others are

silent on one or the other. For instance, in the syllabus for Chemistry, it is

stated that the syllabus is designed for those who will end their study of

Chemistry at the senior high school level; for those who will require

knowledge of Chemistry in their vocational studies and for those who wish to

continue with their studies at tertiary institutions. It is silent on students' entry

into the world of work as it is explicitly stated in the syllabus of Agriculture.

Elective Physics also has both the detail of content and the possible placement

of the students. It states that the topics have been selected to enable the

students to acquire the relevant knowledge, skills and attitudes needed for

tertiary level education, other institutions, apprenticeship and for life. Both

Elective Maths and Elective Biology are silent on students' world of work and

concentrate only on the breakdown of the content.

In terms of profile dimensions, only Elective Maths is different

because the focus is on only knowledge and understanding (30%) and the

application of knowledge (70%). The rest, Chemistry, Elective Biology and

Elective Physics have the same values of the profile dimensions: knowledge

and understanding (30%); application of knowledge (40%), practical

(psychomotor) (15%) and affective in terms of valuing (15%).

The Core Subjects.

There are five subjects that make up the core subjects of the senior

high school curriculum. These subjects are the English Language,

Mathematics, Integrated Science, Social Studies and Information and

Communications Technology (lCT). The core subjects also have the same
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organisational pattern and structure. The major difference can be found in the

area of the profile dimensions. For example, while in ICT knowledge and

understanding has 10%, application of knowledge is 30% and practical skills

give 40%, the percentage values in Mathematics are 30% for knowledge and

understanding and 70% for application of knowledge. English language has

knowledge and understanding and the application of knowledge as 40% and

60% respectively. The remaining two also vary. Integrated Science, for

instance has 20% for knowledge and understanding, 40% for application and

40% for practical and experiential skills but those of Social Studies are 35%

for knowledge and understanding, 40% for the application of knowledge and

25% for attitudes and values.

Profile Dimensions in the Curriculum

Each of the seven programmes has its own profile dimension. A profile

dimension "is a psychological unit for describing a particular learning

behaviour" (GES, 2010, p. vii). A profile dimension, according to the Ghana

Education Service, is a central aspect of each of the syllabi. It is the profile

dimension that determines the specific behaviour or skill that a learner is to

acquire. It is usually stated in an action word.

The profile dimension in the curriculum is structured into three main

domains namely the cognitive, affective and psychomotor domains. The

cognitive domain comprises knowledge, comprehension, application, analysis,

synthesis and evaluation. The affective domain also consists of receiving,

responding, valuing, organisation and characterisation. The psychomotor, on

the other hand, is made up of reflexive movements, basic-fundamental

movements, perceptual abilities, physical abilities, skilled movements and
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non-discursive communication. Each of the domains has its own features. For

instance, cognitive domain comprises knowledge and understanding and the

application of knowledge. Affective domain focuses on attitudes and values

while the psychomotor looks at the practical skills.

The analysis of each of the programmes has revealed the total

percentage weight of each domain. The percentage weight indicates the focus

of teaching and learning. For example, if knowledge has 30% and the

application of knowledge has 70% it means that teaching and learning should

be geared towards the application of knowledge more than knowledge and

understanding. The total percentage weights in Table 5 demonstrate the type

of domain in which emphasis of teaching and learning should be.

Table 5 - Percentage Weight of Cognitive, Affective and Psychomotor

Domains

Programmes Cognitive Affective Psychomotor

Knowledge & application of attitudes & practical skills Total

Understanding knowledge values

Agriculture 80 130 95 95 400

Science 120 190 45 45 400

Technical Draw 120 260 160 160 700

Business 210 280 00 00 490

General Arts 245 435 130 00 800

Visual Arts 135 225 00 540 900

Home Econs 35 65 40 40 180

Core Subjects 135 240 45 60 480

Totals 1080 1815 515 940 4350

(Source: Researcher's Construct)
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Table 5 contains the three main domains of cognitive, affective and

psychomotor. The figures indicate the percentage weights of the magnitudes

of skill during teaching. Knowledge and understanding and the application of

knowledge together constitute the cognitive domain. This means that both

teaching and learning skills in the senior high school curriculum lay more

emphasis on the skills of cognitive domain (2,895 percentage weight) as

against the skills of the affective domain (515 percentage weight) and the

skills of the psychomotor domain (940 percentage weight). It is therefore

expected that the analysis of the skills in the curriculum will reveal more

frequencies of the skills of the cognitive domain. A visual representation of

the percentage weights of the cognitive domain, affective domain and the

psychomotor domain is seen in Figure 3.
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Figure 3. Percentage Weight of Cognitive, Affective and Psychomotor

Domains
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From Figure 3, it can clearly be seen that the cognitive domain

contains skills with the highest percentage followed by the psychomotor

domain and lastly the affective domain. The implication of this is that teaching

and learning interaction focus more on the skills of the cognitive domain.

The various programmes also have their own percentage weights. It

can be realised from Figure 4 that Visual Arts programme has the highest

percentage weight followed by the General Arts, Technical Drawing,

Business, Core subjects, Science, Agriculture and lastly Home Economics.

The percentage weights suggest that the skills that recur frequently are vested

so much in the Visual Arts down to the Home Economics.
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Figure 4. Percentage Weight of the SHS Programmes in the Curriculum

Apart from the Technical Drawing which comes in between General

Arts and Business, the order of values could suggest that those courses with

practical orientation do not have much recurrence of their skills as those

without practical orientation.
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State of the Senior High School Curriculum

The curriculum currently implemented in Ghana was the one

bequeathed to Ghanaians by the colonial masters (Britain). It was first a pure

grammar type of curriculum. It was first modified in 17 I2 during the

chaplaincy of Thomas Wenden, a British. The only modification was the

addition of Music to Reading and Writing but in 1815, Music was replaced

with Arithmetic (Graham, 1976).

The curriculum was diversified or vocationalised and structured in

1928 with the aim of catering for the diverse interests of learners. The

diversification of the curriculum intensified in the 1930s. In 1937, it dawned

on Ghanaians that the secondary school curriculum should be contextualised.

It needed to relate to our economic sectors such as Agriculture, Fishery or a

Craft or Crafts, with emphasis on domestic Science for girls.

Today, the senior high school curriculum is designed to comprise

seven programmes: General Agriculture, Science, Business, Technical,

General Arts, Visual Arts and Home Economics. Research by IMANI, Ghana

(2013), however, shows that many stakeholders are not happy with the

curriculum because it is still bookish and grammar type, though it is

diversified.

There are two schools of thought about the current state of the senior

high school. The first is of the conviction that the curriculum lacks practical

orientation hence only theory is taught the learners of the curriculum. The

second school of thought is of the belief that the curriculum comprises a

practical element, but this practical element recommended in the curriculum is

not implemented due to lack of adequate teaching and learning facilities, poor
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infrastructural facilities, low number of well-motivated and committed

teachers, poor management and supervision and inadequately prepared junior

high school leavers (GES, 2002).

Another major state of the senior high school curriculum is the

oscillation of the duration of the programme. Any government that comes to

power tries to undertake educational reform either to reduce the number of

years or to increase the years or even maintain the years with major

modification.

In a research by the Ministry of Education (Anamuah-Mensah

Committee) (2002), it was found out that a number of people in the country

wanted an extension of the senior high education to four years. The study

concluded, however, that if the deficiencies that led to the low performance of

students were addressed, then there would be no need to increase the duration.

It was, therefore, suggested that the three years be maintained. The

government of the day, however, increased the number of years to four. This

was also reversed in 2009 when another government took over.

The senior high school education has now become a political game for

politicians and it seems to be a means for them to convince electorates for

their mandate during elections. The major concern of politicians in Ghana

seems to be finding ways to win election but not how to fix problems,

especially the problems that relate to senior high school education.

Demand for Senior High School Education in Ghana

The demand for senior high school education in Ghana has been

varying. The availability of data is, however, a major problem in the analysis

of the trend of demand for senior high school education. From 2004 onwards,
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however, data became more or less available. The Education Sector Report

(MOE, 2004), for instance, stated that the 2004/5 target of senior high school

enrolment of 262,410 was surpassed significantly as the actual figure was

328,426 in the 2003/04 academic year.

Between 2002/03 and 2005/06, the total enrolment for senior high

school increased from 301,120 to 333,002, with a growth rate of 10.6%

(MOE, 2005). According to the report, the 2004 report on growth rate was as

high as 9.1% as against the 2005 report of 1.4%. The seni~ high school

enrolment figure increased from 333,002 in 2004/05 to 384,455 in 2005/06.

The percentage increase in enrolment was 15%. The percentage increase in

enrolment for male students was 16% (188,115 in 2004/05 to 219,844 in

2005/06) as against 14% (\44,887 in 2004/05 to 164,611 in 2005/06) of

female students.

The Education Sector Performance Report in 2007 (MOE, 2007) also

reiterated the upward adjustment of the enrolment rate of the senior high

school students. The analysis comprised both 478 public senior high schools

and 127 approved private secondary schools. According to the report, the

overall percentage increase in enrolment in 200612007 was 28% (384,455 in

2005/06 to 492,120). The percentage increase for male students was 24.1 %

(219,844 in 2005/06 to 272,792 in 2006/07) while percentage increase for

female students was 29.4% (164,611 in 2005/06 to 212,951 in 2006/07).

The 2008 Education Sector Performance Report (MOE, 2008),

however, stated that the prospect of entry into senior high school encouraged

demand for basic education but the transition into senior high school was low,
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as it appeared to have been declining in the past two years and remained below

50%.

The 2009 Education Sector Performance Report (MOE, 2009) gave a

substantial increase in 2005/06 but the increment levelled off in the two

following years and picked up again in 2008. Thus, between 2007/08 and

2008/09, enrolment increased from 454,681 to 490,334, an 8% increase that

was completely led by the public education sector.

In 2011, enrolment in the senior high school programme continued to

increase. The major reason given was that there had been an expansion in

access to basic education which in turn was feeding into the senior high

school.

The Forum for Education Reform, IMANI-Ghana (2013) looks at

enrolment from a different angle. From this perspective, enrolment rates drop

sharply as one ascends the educational ladder. According to IMANI-Ghana, at

the primary school level, the nation is achieving about 95% of enrolment but

this figure drops to about 78% at the junior high school level and further drops

below 40% at the senior high school level and worse still, it drops to 12% at

the tertiary level.

Theoretical Review

The theories that underpin curriculum fall under the theoretical review.

In this review, theoretical framework of the study, the foundation of

curriculum theory, reconceptualisation and post-reconceptualisation of

curriculum theories are examined. The review further looks at the

classification of curriculum theories, curricular reality theory and theory of

contextual realities. The review also examines world culture theories and
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contextual realities, anthropologists and contextual realities and it concludes

on designing a relevant curriculum and the relevance of the review of

curriculum theories.

Theoretical Framework

Every curriculum goes through three major stages: the design,

implementation and evaluation. The design of a curriculum takes into

consideration, situational analysis, identification of ultimate goals, derivation

of mediate goals from the ultimate goals and the setting up of proximate goals

at the classroom level. The design also takes into consideration the philosophy

- the beliefs, values and attitudes - of the people. The psychology of learning

is not left out in the design of a curriculum.

The implementation of a curriculum also comprises three major

elements: fidelity approach, mutual adaptation and curriculum enactment. In a

fidelity approach to curriculum implementation, the curriculum is centrally

designed and handed over to the classroom teacher for implementation. In this

case the teacher implements the curriculum to the letter. In a mutual

adaptation, two or many countries come into an agreement for the adaptation

of a curriculum. In this process, the adaptor makes modifications in the

original curriculum and includes in it the values of the adaptor's nation before

implementation. Curriculum enactment, on the other hand, brings together the

teacher and the learner to decide on what should go into the curriculum.

Curriculum evaluation looks at the usefulness and effectiveness of a

curriculum and the decision taken to that effect. It involves gathering

information, making a judgement about the information and then making

52

University of Cape Coast       https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



decision about a phenomenon or an entity. The ultimate purpose of evaluation

is to facilitate decision making

Having looked at the three major stages of curriculum, it stands out

that investigating into the relevance of a curriculum falls within the concept of

curriculum design. The theoretical framework of the study was based on

Reimer's (1980) 'A model of the total curriculum,' an Aesthetic Education

Curriculum. According to Reimer, a curriculum is relevant when a student

goes through the foundation phase (philosophy) and the functional phases and

he/she is able to apply the skills in the world of work. This model could be

adapted and applied to any curriculum. In the senior high school curriculum,

the skills are outlined in the general objectives of the curriculum (GES, 2010).

Foundation of Curriculum Theory

Curriculum theory emerged from the antagonistic philosophies that

underlined curriculum in the 1960s. Curriculum theory, according to Marsh

and Willis (2007, p. 97), is a "guess or conjecture" that deals with the

discovery of universal generalisations through the systematisation of unrelated

observations, generation of research hypotheses, provision of explanations and

the making of predictions. Huenecke (1982) points out that theory attempts to

identify and describe, explain and predict, and it may also prescribe or suggest

desirable elements, relationships or outcomes.

Historical experience shows that curriculum theorising has gone

through three stages. The first wave was the narrow procedural ism of Tyler

rationale. This was followed by the broad conceived theorising and the third

wave was the cutting-edge curriculum theorising, as Wright (2000) contends
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that we are surfing a "third wave" of cutting-edge curriculum theorising and

its focal points are race, class and gender.

The antagonistic philosophies emerged after the Tyler rationale. The

curriculum field became more or less stabilised through the Tyler rationale.

Pinar (2008) admits that the Tyler rationale represents the foundation of the

field and its paradigmatic stabilisation as curriculum studies. It has a long and

persistent influence on curriculum practices and the reorganisation of its

institutional modes (Pinar, 2010). Pacheco (2012) describes the Tyler rationale

as a normative theory by relating it to psychology and behavioural objectives

in the ideas of Bruner and Bloom. Klein (2009) acknowledges that the Tyler

rationale became the doctrine in curriculum development because it was

broadly accepted in the schools. It was also accepted broadly because of its

'universal model' (Kliebard, 1970). Some curricularists, however, looked at

Tyler rationale as outdated. Lincoln (\ 992, p. 184), for instance, argues that

"the Tyler rationale is out-of-date and if we have little or nothing to replace it

with" then alternative theoretical possibilities within the field may be

discussed. Finding possible theories to replace the Tyler rationale resulted in

the concept of reconceptualisation and post-conceptualisation of the

curriculum.

Reconceptualisation of Curriculum Theory

The theory of curriculum turned towards reconceptualisation in the

1970s. The focus of this new movement in curriculum studies, according to

Waks (20 I0), was to find an alternative to the perspectives of Tyler and

Bloom as their perspectives were considered "old stuff" (p. 234). The

curriculum field by then was considered to be in a period of stasis hence new
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ways of understanding the field. Pinar (1979) is the most well-known of the

movement (Pacheco, 2012). It was the period that some scholars, like Schwab

(1970), referred to the curriculum field as 'moribund.' Again, it was at this

time that the curriculum was named amorphous, ill-defined epistemology,

suffering from severe disorientation, etc. (Jackson, 1992).

The concept of reconceptualisation "is a reaction to what the field has

been and what it is seen to be at the present time" (Pinar, 1979, p. 93). It is a

movement in "opposition to the managerial and prescriptive nature of

curriculum studies aligned with Frederick Taylor's scientific management

theory and Ralph Tyler's principles of curriculum and instruction" (Slattery,

2006, p. 57). Pacheco (20 I2) identifies two waves of reconceptualisation: the

first wave reinforces the features of a social theory linked to Marxist or neo­

Marxist perspectives, whose analytical icons are class, hegemony and

ideology while the second wave starts with the expansion of discourses

associated with autobiographical, psychoanalytical and deconstructional

approaches. Pinar and Grumet (1991) describe the focus ofreconceptualisation

as descriptive rather than prescriptive and that it follows critical theory that

studies signs of educational practice to discover what might have been and

what still may be.

The reconceptualisation of the curriculum has many recommendations

to its advantage. It allows a solid construction of a curriculum theory related to

the paradigm of understanding (Pacheco, 2012). It is an intellectual

breakthrough (Pinar, 1999). Again, it has broadened the scope of curriculum

theorising. The theorisers have produced exciting ideas (Feinberg, 1985).

Marsh (1992, pp. 202-203) sees reconceptualists as raising serious challenges
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about traditional approaches to curriculum; generating new concepts and a

new language to theorise about curriculum as new language was needed to

explain adequately different perspectives and relationships; assisting greatly in

the demotion of quantitative methods of evaluating education practices from

their position of pre-eminence and have promoted instead, qualitative

approach. Finally, the work of reconceptualists represents a paradigmatic

advancement over the Tyler rationale (Marsh, 2004; Rogan & Luckowski,

1990).

The theory of reconceptualisation, however, has some weaknesses. The

theorisers form partisan advocacy by simplifying and exaggerating the

historical development of curriculum (Milburn, 2000). The theories of these

new theorising are "remakes" of early theorising (Tanner, & Tanner, 1981).

They are only concerned with 'presentism' without actually making any

paradigm shift (Milburn, 2000). They have not produced practical ideas except

exciting ideas because there is no school implementing a reconceptualised

curriculum (Feinberg, 1985). Their work is predominantly prose rather than

analysis and hence it provides minimal practical insights (Marsh, 1992; Van

Manen, 1978). Autobiographical accounts do not provide generalised

principles which can explain their validity to a wider audience of scholars

(Marsh, 1992).

Post-reconceptualisation of Curriculum Theory

Post-reconceptualisation of the curriculum theory is a new period or a

new era defined by post-modern for understanding issues of curriculum (Pinal',

Reynolds, Slaterry, & Taubman, 1995). The focus of curriculum studies in

post-modern era is the "commitment to a robust investigation of cultural,
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ethnic, gender, and identity issues" (Slattery, 2006, p. 146). In addition to this,

Slattery argues that it is the identification of the "uniqueness of each

individual person, text, event, culture, and education."

Post-reconceptualisation, according to Pacheco (2012), is woven in

eclectic and wide theoretical approaches such as phenomenology,

autobiography, existentialism, arts-based research, pragmatism,

deconstruction, queer theory, critical race theory, post-structuralism,

feminism, hermeneutics, complexity theory, and critical theory (Slattery,

2006). Pinar, Reynolds, Slaterry and Taubman (1995) are not so much

concerned about the distinction between reconceptualisation and post­

reconceptualisation. To them, the distinction will only reflect the tensions

about the perspectives of different authors and the waves of

reconceptualisation. Again, they argued that it is through post­

reconceptualised field of curriculum theorizers that an answer for the

legitimisation of curriculum theory is realised. In addition, with the post­

modern and post-structuralism projects at the same time, the multiplicity of

voices is recognised. It is the post-reconceptualisation that has enlarged the

second wave of reconceptualisation by reinforcing the subjectivity of an

interdisciplinary curriculum research (Pacheco, 2012).

The paradigm shift from Tyler rationale through reconceptualisation to

post-reconceptualisation still poses some challenges. Reynolds (2003) submits

that if post-reconceptualisation is a new period or a misnomer, certainly the

understanding paradigm continued with the reconceptualists and the post­

reconceptualists. Pinar (1979) slims it lip that "someday there will be a new
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paradigm, but it's not here, yet. No, we're still in the paradigm of

understanding curriculum" (as quoted in Pacheco, 2012, p. 8).

Classification of Curriculum Theories

The classification of curriculum theories appears to be another difficult

task. The first attempt to classifY curriculum theories by McNeil (1985)

focused on the scope of curricularists. According to McNeil, those writers who

are flexible and draw on a wider field of religion, philosophy, and literary

criticism are considered 'soft curricularists' (Glatthom, Boschee, &

Whitehead, 2006). According to Glatthorn, Boschee and Whitehead, those

who follow a rational approach and rely on empirical data are also considered

'hard curricularists.' William Pinar and other conceptualists belong to the

'soft' curricularists while Decker Walker and Mauritz Johnson and other

descriptivists also belong to the 'hard' curricularists. In terms of this

categorisation, any writer who draws from similar perspectives is classified as

such. In view of this, Elliot Eisner and Henry Giroux may be considered as

'soft curriculularists.' This classification, according to G1atthorn, Boschee and

Whitehead, is unsatisfactory.

The classification also looks at three perspectives: traditionalists,

conceptual empiricists, and reconceptualists. This classification was proposed

by Pinar (1978) (Glatthorn, Boschee, & Whitehead, 2006). Traditionalists are

those curricularists who see curriculum simply as subject matter content of a

course or course of study (Tanner, & Tanner, 2007). To such traditionalists,

such as Tyler, the notion of curriculum is the notion of class, teacher, course,

units, lessons, and so forth, as Glatthorn, Boschee and Whitehead (2006) point

out. Conceptual empiricists and conceptualists, on the other hand, adopt an
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infonnal approach to the design and implementation of a curriculum.

According to G1atthorn, Boschee and Whitehead (2006), these theorists

emphasize three items: subjectivity, existential experience, and the art of

interpretation in order to reveal the class conflict and the unequal power

relationships existing in the larger society. Glatthorn, Boschee and Whitehead

(2006) view that the basic difficulty with this tripartite fonnulation is that it

mixes in a confusing fashion of the theorists' research methodologies and their

political stances as bases for categorising theorists.

The search for the consensus on the classification of curriculum

theories has not yet been materialised but Eisner's and Vallance's (1974)

proposed classification in their book, Conflicting Conceptions ofCurriculum,

has been one of the most widely cited classifications of curriculum theories

(Glatthorn, Boschee, & Whitehead, 2006). They have come out with five

different conceptions of or orientations to the classification of curriculum

theories which include (a) a cognitive-process approach to the classification of

theories and focuses on intellectual development as against specific content,

(b) the curriculum-as-technology orientation which also focuses on finding the

most efficient means of accomplishing predetennined ends, (c) self­

actualisation approach and it lays emphasis on seeing the curriculum as a

consummative experience designed to produce personal growth, (d) social

reconstruction relevance which emphasises societal needs more than

individual needs and (e) academic rationalism which also emphasises the

importance of the standard disciplines in helping the young participate in the

Western cultural tradition (Glatthorn, Boschee, & Whitehead, 2006).
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According to Glatthorn, Boschee and Whitehead (2006), four of the

classifications - the cognitive processes, the person, the society and the

subject - seem to designate the major sources for determining curriculum

content, and that Eisner and Vallance seem to err in including curriculum-as­

technology orientation. According to them, technological orientation can be

used with any of the four classifications in the development of a curriculum.

The failure of McNeil (1985), Pinar (1978) and Eisner and Vallence (1974)

has been attributed to their inability to sort out curricular theories in terms of

their primary orientation or emphasis (Glatthorn, Boschee, & Whitehead,

2006).

The most productive classification is Huenecke's (1982) analysis of

the domains of curricular inquiry (Glatthorn, Boschee, & Whitehead, 2006).

Huenecke postulates three types of curricular theorising: structural, generic,

and substantive. Glatthorn, Boschee and Whitehead observed that Hunecke's

typology seems very useful but it seems to err in omitting one major domain

of curriculum theories that is concerned primarily with the processes of

curriculum decision making. In all therefore, four major classifications ­

structural, generic, substantive and process - are the most useful and

productive.

Structure-Oriented Theories.

The major focus of the structure-oriented theorists of curriculum is on

the components of the curriculum and their interrelationships. The theorists,

through critical analysis, describe and explain how curricular components

interact within an educational environment (Glattorn, Boschee, & Whitehead,

2006). They try to identify the essential elements of the curriculum and their
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appropriate definitions, the levels of curriculum decision making and the

forces that seem to operate at each level, and the principles that govern the

issues of content selection, organisation and sequencing.

Prescriptive and descriptive theorisers, such as Dewey (1902), Tyler

(1949), Taba (1962), Schwab (1970), Walker (1971), fall within structure­

oriented theories. They attempt to develop macro-level theories (global

theories that describe and explain the larger elements of curricular structure)

and micro-level theories - those that are concerned with describing and

explaining curricular phenomena as they occur at the institutional instructional

levels (Glatthorn, Boschee, & Whitehead, 2006).

Value-Oriented Theories.

Value-oriented theorists attempt to sensitise educators to the issues of

values that lie at the hearts of both the hidden and the stated curricula

(Glatthorn, Boschee, & Whitehead, 2006). They are critical about the

curriculum; hence they have been branded critical theorists. Their concern

about the existing field of the curriculum and the need for its

reconceptualisation classifies them as reconceptualists.

The major focus of the value-oriented theorists is on the identification

of the ways by which the schools replicate the power differentials in the larger

society, the nature of a truly liberated individual and how schooling inhibits

such liberation, the conscious and unwitting nature of schools in molding

children and youth to fit into societal roles predetermined by race and class

(Glatthorn, Boschee, & Whitehead, 2006).

The sources of inquiry and the methodologies used by critical theorists

or value-oriented theorists stand on drawing eclectically from psychoanalysis,
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philosophical inquiry, historical analysis and political theory (Glatthorn,

Boschee, & Whitehead, 2006). Those theorists identified with value-oriented

theories include Apple (1979), Eisner (1979), Macdonald (1971), Pinar

(1978), Stenhouse (1975) and Vallance (1982). Two major divisions - those

focusing on the person and those focusing on the socio-political milieu - have

been identified. Glatthorn, Boschee and Whitehead (2006) identify James

Macdonald and Michael Apple as representing the two extreme divisions.

Macdonald's writing can be summed up as the search for transcendence, the

struggle of the individual to actualize the whole self (Glatthorn, Boschee, &

Whitehead, 2006). That of Apple's is the relationship between the society and

the school.

Content-Oriented Theories.

Content-oriented theorists focus primarily on specifying major sources

that should influence the selection and organisation of the curriculum content

(Glatthorn, Boschee, & Whitehead, 2006). Their theories focus on the three

focal points as to which one should dominate at a time or to bring about

balance among them.

Knowledge-centred theorists are those traditionalists who advocate

subject-curricula. This theory, for example, dominated the American

education between 1890 and 1916. The non-traditionalists who are also called

progressivists advocated two non-clear alliances of child/individual-centred

and society-centred curricula (Marsh, & Willis, 2007). It was not until The

Eight Year Study, Tyler as the Director, that a balance among the three focal

points was achieved. The Tyler rationale combined the three focal points ­

subject matter, learner and society - at equal pace even though Tyler himself
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said it was not a theory for it does not describe and outline in detail the steps

to be taken by a given school or college that seeks to build a curriculum

(Tyler, 1949).

Process-Oriented Theories.

Process-oriented theories, according to Glatthom, Boschee, and

Whitehead (2006), are concerned primarily with describing how curricula are

developed or recommending how they should be developed. Some of the

process-oriented theories are therefore descriptive in nature while others are

more prescriptive.

Curricular Reality Theory

Curriculum exists within a number of overlapping and integrated

contexts. These overlapping and integrated contexts, King (1986) observes,

give meaning to the curricular experiences for stakeholders. Since meaning is

derived from context, the curriculum becomes meaningful when it is situated

in context. This implies that the logical essence of curriculum development

lies in practical reasoning (Basson, & Walker, 1984). These practical

reasonings are referred to as contextual realities. Contextual realities, King

(1986) reveals, refer to all elements of the physical environment and the social

context within which the curriculum is designed. The content in terms of the

cognitive skills that are acquired become relevant only when they are

examined in relation to these contextual realities (Jansen, 1988).

In his work on Recontextualizing the curriculum, King (1986)

identifies at least four contexts of the curriculum: the classroom context, the

personal and social context, the historical context and the political context.

According to him, these four curriculum contexts are not discrete but they are
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interrelated. Therefore, "any approach to curriculum practice or research

which overlooks or denies the importance of curricular contexts inevitably

distorts and misrepresents the reality of curricular events" (p. 38)

Classroom context encompasses the teacher, the books and materials,

the content and the children. King (1986) explains into detail the essence of

classroom context. According to him, the totality of the classroom contributes

to curricular events and influences the meaning of these events for the

participants. Again, personal context refers to individual previous experiences

and present aptitudes, interests, skills and attitudes that influence the meaning

of the curriculum. These personal contexts, King reiterates, help to create the

social contexts. Any activity in the society, either a play or work, is derived

from the personal and social contexts as perceived by the participants.

Historical context, on the other hand, refers to the flow of history in society by

providing important curricular context. In other words, "models of curriculum

development proposed in the past create the historical context for current

efforts" (King, 1986, p.37). Finally, political context refers to the relationships

of influence, authority and power both at the classroom level and outside. The

larger society, both national and international, forms an important curricular

context. There is a relationship between the school and society; thus, the

organisation of work and the nature of political power in schools is compatible

with the organisation of work and the nature of political power in society

(Apple, 1979; Giroux, 1983).

Theory of Contextual Realities

Global scripts in education today have been recontextualised for local

adoption. This global diffusion of common models, as seen by Balarin and
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Benavides (20 I0), has created an imbalance between policy discourses and

actual practices. This practice of recontextualisations and deviations from the

global policy scripts is seen mostly in developing countries (Anderson-Levitt,

2003). This mismatch has sometimes been viewed as a normal feature in

which institutionalists see a progressive movement towards the consolidation

of a rational modem world culture (Meyer, Boli, George, & Ramirez, 1997).

Research conducted by Balarin, & Benavides (2010) and Oliart (2006),

however, shows that policy recontextualisation at local levels by focussing on

homogeneity of discourses can be misleading. When the misleading persists

for a longer period, it leads to the imported character of education which

serves as a blueprint, though with different histories (Kobrin, 1977).

The issue of policy recontextualisation has become a serious debate

between anthropologists and comparative educationists on one side and world

culture theorists or institutionalists on the other side. While anthropologists

emphasise cultural differences among nation school system, world culture

theorists posit that the idea of schooling spreads from a common source and

that schools around the world are becoming more similar over time

(Anderson-Levitt, 2003).

World Culture Theorists and Contextual Realities.

The proponents of world culture theorists who are also called

sociological theorists or institutionalists, such as John Meyer, Francisco

Ramirez, John Boli and their colleagues argue that a single global model of

schooling has spread around the world as part of the diffusion of more general

cultural model of the modern nation-state (Anderson-Levitt, 2003). According

to the proponents, this model of modern nation-state serves as a template for
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organising government, health, the military and other institutions (Meyer,

Boli, George, & Ramirez, 1997).

Tracing the origin of global model of mass education, Ramirez and

Boli (1987), Soysal and Strang (1989) affirmed that it arose in Europe as part

of a state-building process and as new nations sprung up after World War II,

the rest of the world adopted the model. As nations continued to reform their

school systems they have become more similar in form and structure than

before. One identifiable feature of the theory is that there is "an increase in

common educational principles, policies, and even practices among countries

with varying national characteristics" (Chabbott, & Ramirez, 2000, p.173). For

instance, from the 1920s to the 1980s, elementary curricula were more or less

similar (Meyer, Kamens, & Benavot, 1992), and again, from 1955 to 1965,

official national goals for education were also similar (Fiala, & Lanford, 1987;

McNeely, 1995). This evidence shows that school systems were converging

rather than diverging (Anderson-Levitt, 2003).

World culture theorists buttress their arguments by stating that human

beings have not really created any new human universals in the last 200 years;

that even though there is a vastly larger population, human beings nonetheless

live in more similar societies than ever before, and that true school reform

happens at the level of global and national policies than at the level of

classrooms and schools.

Anthropologists and Contextual Realities.

Anthropologists are of the belief that school systems are diverging

rather than converging (Anderson-Levitt, 2003). Ethnographic and other

qualitative methods have been used in a study, Local meanings, global
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schooling: Anthropology and World culture theory, by Anderson-Levitt (Ed.)

(2003), as a response to the issues raised by world culture theorists. Their

findings show that inside local schools, inside ministries, or even among

global reformers like UNESCO and the World Bank, policy is much less

homogenous than world-culture theory might imply. They also found out that

teachers and other local actors sometimes resist and always transform the

official models they are handed with. They further observed that world culture

theorists grossly underestimate the importance of power, sometimes mistaking

coercion for voluntary adoption.

The researchers, however, concede that world culture theorists have

noticed an important phenomenon that anthropologists miss. According to

them, the global view does reveal models that affect educators in local

situations. They have dwelled on many insights from world culture theory

with the intention of integrating both ideas of anthropologists and world

culture theorists.

Designing a Relevant Curriculum

Many scholarly studies have been carried out in the area of the design

of an appropriate and effective curriculum (Jansen, 1988; King, 1986; Reimer,

1980; Squire, Makinster, Barnett, Luehmann, & Barab, 2002; Walker, 1971).

While some of these scholars focus on models of specific subject areas with

their general application to other subjects (Reimer, 1980), others look at the

implementation models in different communities with the aim of ascertaining

the effectiveness of curriculum design and models (Squire et aI., 2002).

Walker (1971) was one of the curricularists whose interest lay in

practical curriculum design - how curriculum planners actually go about their
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task but not how they should go about it (Marsh, 1992). Walker was appointed

as participant observer and evaluator for the Kettering Art Project in

California during the late 1960s. This participant observer role gave him the

opportunity to record the actions, arguments and decisions of the project team

as Marsh stated. As he compared his findings with other findings of similar

projects, he developed his concepts into a process framework known as a

naturalistic model. He came out with a three-step sequence: platform-

deliberation-design as may be seen in Figure 5.

The set of relationships embedded in the material in use

~

Process

End (JI----D~eSign-J
idenlify which generale consider weigh
facts are needed alternatives consequences alternatives
for means & ends and consider ofalternatives costs consequences

'" & consequence I /
"'.. '-..". choose the mostr1 r defensible

l) Deliberation 7

Platform

Beginning

Figure 5. Walker's Naturalistic Model

Source: Mars & Willis (2007, p. 80). Curriculum: alternative

approaches, ongoing issues (4th ed.). New Jersey: Pearson Prentice

Hall.
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with the school's and teacher's fundamental decisions about why, what and

how to teach. It is the point of contact between a plan and its implementation.

Thus, all aspects of the Foundational Phase - the philosophy, the curriculum

conceptualisation, the plan for delivery - must be transformed by people into

actions. The operational component, on the other hand, deals with the actual

experiences provided by the teacher and any others involved in instruction. At

this point, the teacher, the program and the children interact for the best

possible quality. Finally, the experienced component consists of the effects of

the curriculum on the children and their effects on the curriculum. These three

components, together, help to answer the question, "How can learning be most

effectively encouraged?"

Reimer (1980) underlies this 'total curriculum' with two contributory

factors namely the expectational and conditioning factors. The expectational

factor is the context of societal beliefs in which the curriculum is embedded.

The conditioning factor, on the other hand, has "to do with all the practical

conditions under which the curriculum must operate." (p.37).

In the perspective of Punia (2015), curriculum was previously based on

content relevance but today teachers with sound industrial experience are

deemed to assure relevance. In the view of Erber (2012), a curriculum can

only be relevant when it is more inclusive and relevant to the world of work

by diversifying the curriculum to cater for a wide range of interests and

abilities. According to Erber (2012), relevance means striking a good balance

among technical, vocational and general subjects and by ensuring that these

subjects build on foundation skills, and smooth the school-to-work transition

by emphasising transferable skills.
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Relevance of the Review of Curriculum Theories

The theories of curriculum reviewed so far are very relevant. They help

situate the current study in its own context. The thesis of the current study is

"a curriculum that is relevant should be responsive to the challenges of the

graduating student of that curriculum." This thesis is rightly situated in the

value-oriented theory of curriculum. Value-oriented theory focuses on both the

person and the socio-political milieu. This current study specifically hinges on

Macdonald's (1971) idea of the person. Macdonald's writings focus on the

search for transcendence, the struggle of the individual to actualise the whole

self (G1atthom, Boschee, & Whitehead, 2006). The question this current

research seeks to answer is: "What skills have been imparted to the learner to

make him/her actualise the whole self after going through a given

curriculum?"

In addition to the contextualisation of the current study within the

theories, the review of the theories in the area of contextual realities, world

culture or sociological theories and anthropological theories is very

significant. The design of a curriculum takes into consideration the learner, the

subject matter and the society as a whole and since societies are not the same

it may be wrong to take entrenched positions as has been observed from both

sociological (converging school system and the use of single template for all

schools) and anthropological (diverging school systems without any

homogeneity) theories. There can be a melting point where the two ideas may

merge. The major determining factor to consider in the design of a curriculum

should be the local realities before global realitie~. What are the local realities

in terms of employment, politics, economy, agriculture, etc. and how can

72

University of Cape Coast       https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



global realities help shape these local realities? Any attempt to answer this

question guides the design of a curriculum that relates to contextual real ities.

Empirical Review

The research work carried out by researchers in relation to this current

study and their findings thereof fall under the empirical review. In this review,

studies on senior high school level and the job market was examined. The

review further looked at curriculum change and contextual realities, and it

concluded on the need for curricular relevance.

Senior High School Level and the Job Market

Senior high education is a terminal point for a majority of the

graduates of the senior high school programme (Odamtten, 1996). The

Education for all Global Monitoring Report (EFAGMR) (201 I) says it is a

bridge for young people from the world of school to the world of work. The

senior high school is therefore a critical period for the youth.

Since the graduates of the senior high school have at least three major

options - going into employment, self-employment or furthering of education

- it is very crucial to have a relationship between the skills that are learnt in

school and the skills requirements for the job market.

Skills Requirements for the Job Market

A lot of research work on the relationship between the skills that

students learn in school and the skills requirements of the world of work has

been carried out. Anderson and Gantz (2013) conducted a research entitled

Skills requirements for tomorrow's best jobs: helping educators provide

students with skills and tools they need. This research was financed by

Microsoft and it served as an International Data Corporation (IDC) White
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Paper. They found out that skills and competences that support a well-

developed, civically competent student are the same skills that will be widely

in demand by employers in 2020 and beyond. Their findings also showed that

high school students require "job readiness" and not ''job training" for success

(p.1).

The skills for the job market are determined by the fast-changing

social, economic, and technology environments. Anderson and Gantz (2013)

identify increasingly diverse customer base, employee's relationship with

employer, increased complexity of business structures and organisations,

expanding mobile customers and increased electronic communication,

increasing economic importance of digital commerce and digital content, and

information technology in the workplace as the major driving force for

employers' acceptance of job applicants. The researchers observed that even

though most of the elements of the driving force are facilitated by technology,

the impact will not be technology related; the mere focus on technology is not

the solution.

The solution is to impart the skills that will be required for jobs. In

order to determine those skills, IDe examined 14.6 million postings between

April and September 2013 from 25,000 job boards and staffing companies'

corporate Web sites supplied by WANTED Analytics. The result of the

analysis uncovered a massive number of skills required to satisfy the 60 high-

growthlhigh-wage occupations they identified. It further revealed that more

than 1,000 skills are needed for just those 60 occupations and more than

12,000 job specific skills are required across the more than 70 standard

occupations.
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In order to detennine the most common skills, the IDC examined the

top 100 skills required for each of the 60 positions on high-growth/high salary

list. Again, the mc examined the top 100 skills across all U.S. occupations.

The findings showed that the most required skills across occupations, in their

order of significance, are oral and written communication skills, detail

oriented, Microsoft Office, customer service oriented, organisational skills,

problem-solving, sales and operations planning, bilingual/multilingual, self­

starting/self-motivated, work independently, Microsoft PowerPoint, project

management, Microsoft Word, time management, sales experience,

dependability, work ethics, data entry, business development and team

oriented/team work.

The study further looked at the comparison between skills for all jobs

with skills for high-growth/high-wage occupations. It was uncovered that there

is a great deal of commonality between the top skills required of all positions

and those required for high-growth/high-salary positions. The study also found

out that those most common skills are cross-functional as they can help one to

get any job in any occupation. Unlike the cross-functional skills, occupation

specific skills, thus, skills that are specific to individual positions such as

programming skills, skills for health care or professionals and skills required

for trade such as electrician and plumber, are much less frequently required

(Anderson & Gantz, 2013).

One major outcome of the analysis of the study by Anderson and

Gantz (2013) was that while only 37 cross-functional skills are required by

half or more of high-growth/high-salary occupations, they make up 46.6% of
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skills requirements for positions. On the contrary, the 1,065 occupation

specific skills make up the remaining 53.4% of skills requirements.

The implication of the high concentration of cross-functional skills is

that high school students require "job readiness" and not "job training."

(Anderson, & Gantz, 2013, p. 9). Another implication is that the skills most

needed for the best jobs cut across many occupations so educators should

consider focusing on the skills with the broadest applicability to success. A

major revealing that is contrast to these implications is that the skills that are

associated with specific occupations are less applicable for the broader

occupation set which implies that such skills should receive less emphasis in

general high school curricula.

Skills Employers Demand of Employees

One of the research works carried out on the skills that employers

demand of employees was Barton's (2006) high school reform and work:

facing labour market realities. In this study, Barton reported on seven

organisations. The first was the study by the National Association of

Manufacturers (NAM) in 2001. Barton found out from the National

Association of Manufacturers (NAM) (2001) that manufacturers want well­

rounded high school graduates who can read, write, calculate, solve problems,

work in teams and have strong employability skills. Again, they want

graduates familiar with the world of work and with varied career and post­

secondary education options. They cited examples of reasons for rejecting

applicants. The most frequently cited examples include inadequate

employability skills, attendance, timeliness, and work ethics (69%), followed

by insufficient work experience (34%) and failure to pass a drug screening test
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(27%). The others, in the order of their ranks, were inadequate math skills,

poor references from previous employers, oral communications, problem

solving, and technical and computer skills.

The report also has some stimulating findings from Educational

Quality of the Workforce National Employer survey, 1995. Educational

Quality of the Workforce at the University of Pennsylvania designed this

survey, and the Bureau of the Census administered it, and it was funded by the

U.S. Department. The most important skills on top of the list were attitudes

and communications skills. These were followed by prior experience and

recommendation information. According to the report, factors directly related

to schooling appeared in the lowest level of the list though with younger

workers education related skills may playa significant role.

The third survey was on the Department of Education Survey of 101

Executives, 1988. The focus was on executives from small-and medium-size

firms. It was reported that the ability to read and write together with

computation, communication and problem solving skills were most required of

applicants. It was the belief of business leaders that schools should emphasise

the importance of good habits such as self-discipline, reliability, perseverance,

accepting responsibility and respect for the rights of others.

In the fourth activity, 500 large companies as well as 6,000 small

companies were surveyed using The Committee for Economic Development

Survey of Employer Needs, 1984. Among the most appealing skills in both

large and small companies were striving to work well, learning how to learn,

priority setting, and communicating. The only difference was that the fourth­

ranked characteristic of the respondents of the small companies was 'working

77

---------------

University of Cape Coast       https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



well with others.' Both respondents indicated that the most desirable

characteristics were difficult to find in young applicants.

The next study was Conference Board Survey of executives, 1984. The

survey covered public affairs and training/personnel executives. The report

indicated that the employers were concerned with the observed inability of

high school graduates to function effectively as communicators. The primary

problem for the employers was attitude toward work and the workplace. The

following, in an order of preference, were considered as very laudable: strong

personal impression in interview, strong recommendation from manager in a

firm who knows the candidate personally, strong letters of character reference,

strong scores on a written test and strong school grades.

A survey of Personnel Officers, Centre for Social Organisation of

Schools, The Johns Hopkins University, 1984 was next on the list. A major

point worth noting was that academic factors ranked among the lowest on the

list. What employers want include strong personal impression in interview,

strong recommendation from manager in a firm who knows the candidate

personally, strong letters from previous employers, strong letters of character

reference and strong scores on a written test. This finding was in the same

wavelength with the Conference Board Survey of executives, 1984.

The last of the survey was on San Francisco Employers, 1983. The

purpose was to find out the characteristics employers were looking for in

entry-level applicants. It was directed at the hiring of young new entrants to

the job market. It was found out that employers looked up for applicants that

seemed serious about work and eager to get the job; those who seemed bright

and alert, courteous and personable, who seemed to have the ability to learn
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quickly, who had a neat appearance and appropriate dress, good reading

ability and good ability with numbers and the least they looked up for was a

record of achievement in school.

The survey that took almost two decades generally showed a lot of

commonality on what employers require of applicants. Those important and

common skills that ran through the various surveys were attitude, first

impressions and recommendations.

One major deficiency of the surveys was that they almost focused on

the already existing workers but not directed at people who recently left

school. Again, not all the respondents who were pursued were available. For

instance, out of the 6,000 of the NAM study, responses came from only 600

respondents.

Even though there were some lapses in the survey, the primary focus

of the study of identifYing a set of employability skills employers require of

employees was achieved. These types of skills are referred to as "soft skills."

The research conducted by Rosenbaum (2005), however, showed that

although soft skills are often employers' highest priority, they are rarely taught

in high schools or colleges. This resulted in the 'school achieving' to have

been listed among the lowest skills required of employees. A research

conducted by Carnevale (2005) also showed that students who do best in high

school also do best on the job, but the match between the academic content in

high school and the subsequent knowledge required on the job is not

significant.
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Skills in the Curriculum in Relation to Contextual Realities

A lot of scholarly works on contextual realities have been carried out.

One of the major studies on contextual realities was Jansen's (1988)

Curriculum change and contextual realities: An analysis of recent trends in

Black South African education. In this research, three projects - The Science

Education Project (SEP), The Molteno Project (MP) and The Fort Hare Project

(FHP) - were critically examined and evaluated. The purpose was to examine

and evaluate the response of each intended change, through its planning and

implementation, to the contextual realities.

The Science Education Project began in 1975 with the aim of

improving science education. In view of this, practical work in terms of

laboratory exercises were introduced into the science lessons in black schools

(MacDonald, & Rogan, 1985). The project was funded by the Anglo­

American Corporation. The interest of the Corporation lied in the production

of better quality manpower with the aim of reducing political tensions within

the political arena (Jansen, 1988).

The findings showed that although practical work was prescribed in the

syllabus, in general the closest pupils got to experimental work was reading

about it in textbooks (Jansen, 1988; MacDonald, & Rogan, 1985). The project

was therefore a complete failure.

Similar findings were revealed from the Molteno Project. It was

revealed that contextual realities were not considered to any higher degree.

The findings showed that contextual realities were considered only to the

extent to which they served as a reference for technically efficient

programmes (Jansen, 1988).
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The Fort Hare Project was also a failure because there was a

fundamental mismatch between the theoretical preparation of student teachers

and the contextual realities of the school environment (Jansen, 1988; Millar,

1984). It was, therefore, advised that the relevance of acquired cognitive skills

must be examined in relation to contextual realities. Again, any educational or

curricular change in South Africa which has meaning to participants, and

engages and empowers students in the critical transformation of contextual

realities, will have to embody at least the following elements: a redefinition of

educational goals, a reconstitution of educational relationships, a

reinterpretation of African history, a reconstruction of curriculum content, and

a reformulation of educational philosophy (Jansen, 1988).

Skills oCthe Curriculum and the Increasing rate of Unemployment

A curriculum is usually designed based on the diagnosis of needs of a

society. One of the needs in the Ghanaian society today is the ability to solve

the problem of unemployment among the youth. Somavia (2006) observes that

in 2005, over 3 billion out of the 4.6 billion people were either working or

looking for work. Also, from 1995 to 2005, the number of unemployed rose

from 157.3 million to 191.8 million, thus, an increase of 21.9 per cent. Again,

between 1995 and 2005, youth unemployment rates increased globally from

12.1 to 13.7 per cent.

The unemployment situation in the world today is really alarming. The

transformation of world economies requires appropriate skills to match it.

While Somavia (2006) describes the situation of current growth of economies

as skill-biased, Berman and Machin (2004) advise that worldwide, firms
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increasingly require workforces that are more flexible, more skilled and more

adaptable to rapid changes in the business environment.

The skill-biased nature of the current economic and technological

transformation, as Somavia (2006) observes, needs a drastic transformation in

the design of the school curriculum to make it more relevant. In support of

Somavia, Anderson and Gantz (2013) advise that the school curriculum should

be designed based on the common core skills that employers will demand of

students after they graduate. They also advocate for the design of a curriculum

with core skills that are cross-functional and which can be layered as learning

objectives. According to them when a curriculum is designed based on

specifics as job training, it turns to be irrelevant. They, however, caution that

since broad-based educational opportunities can be expected to provide only a

portion of the skill and competences any specific occupation requires, new

career aspirants will typically have only a small set of specific skills required

to be successful in an occupation, hence, job training and on-going career

development must be high on the agenda of every manager and enterprise.

Matching Skills of Curriculum with Work Related Skills

In the discussion of the relevance of the curriculum, the case of the

Australian Curriculum, Assessment and Reporting Authority (ACARA)

(2013) is used for illustrations. The curriculum, Australian curriculum: work

studies, years 9-10, was written in response to key work-related issues facing

young people today and their future. What informed the design of the

curriculum was the concern that the gap between education and the work

readiness of young people is widening, hence the need for an early and intense

educational intervention.
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The Australian curriculum was designed as an applied learning

curriculum that adapts discipline-based learning to work contexts. It contains

the talents, general capabilities and non-technical work readiness skills and

knowledge that young people require to live and work in the rapidly changing

global environment (ACARA, 2013). The curriculum aims to ensure that

students in years 9 and 10 develop knowledge of work and the importance of

lifelong learning; literacy, numeracy, ICT and interpersonal skills to work,

interact and communicate with others in diverse contexts, using appropriate

behaviours and protocols; skills and resilience to meet the demands oflearning

and work in post-school destinations; capacities to manage change and

transition into work in an uncertain and changing future.

This applied learning curriculum focuses on practical-based learning

experiences with realistic contexts. It involves students transferring work­

related knowledge and understanding, mostly learned in a school setting, to

realistic activities that reflect the world of work. Through these realistic

activities, the students develop critical non-technical skills and characteristics

such as organisation, decision-making, cooperation, problem-solving, risk­

taking, critical thinking, creativity, adaptability and resilience that, ACARA

(2013) says, are important for work and daily life in the 21 st century.

One of the major characteristics of the curriculum is work exposure,

which enables real contexts for learning in flexible environments by bringing

the world of work into the classroom and taking the classroom to the world of

work (ACARA, 2013). Among such exposures are: direct involvement in the

workplace; visits to private and public enterprises and community
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organisations; visits by industry experts, employers, employees, the self­

employed to schools and industry visits by students.

The rationale behind students' interaction with employers, employees,

the self-employed, entrepreneurs and community agencies, ACARA (2013)

reveals, is that the dynamism of the workplace and its understanding need to

be enhanced. This work exposure provides both the opportunities and impetus

for students to explore and frame possible future work options and career

pathways.

Since the guiding principle for the design of the senior high school

curriculum was to emphasise the acquisition of knowledge and skills that also

equip individuals for employment, it is expected that the curriculum will

expose the students to the world of work by bringing the world of work to the

classroom. It is also expected that the various schools would develop and

expand ties with local industry, business, community agencies as well as

education and training institutions (ACARA, 2013). According to ACARA,

these partnerships form the main foundation for providing students with real

work exposure opportunities and allow students to explore traditional and non­

traditional employment options.
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CHAPTER THREE

METHODOLOGY

Overview

This chapter outlines the methodology used in the study. The major

issues discussed include the research design, the study area, the target

population, sample and sampling procedures and sample size. It further

includes the units of analysis, data collection instruments, data collection

procedures and it ends with theoretical propositions.

Study Area

Any of the senior high schools in the country could be selected for the

study. However, one endowed senior high school that was offering all the

seven elective programmes was selected for the study. There were four senior

high schools in the country at the time of the research that fell within the best

schools by Ghana Education Service (GES) (2014) criteria which offered all

the seven programmes. These schools were Baidoo Bonso Senior

Hightrechnical at the Ahanta West District in the Western Region, Mawuli

Senior High School in Ho District in the Volta Region, Keta Senior High

School in Keta District in the Volta Region and Tamale Senior High School in

Tamale Metro District in the Northern Region.

Based on the GES (2014) criteria for school selection, Mawuli was

among the four schools that offered all the seven programmes of the senior

high school. Mawuli Senior High School was, therefore, chosen as the study

area since it was purported to have provided the relevant data. Paul,

Kleinhamner-Tramil and Fowler (2009, p. 62) state categorically that

"purposive sampling logic is used in qualitative research so far as the object of
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study (a person, school, or school system) is a good example of the

phenomenon being studied as it will provide relevant data." Mawuli Senior

High School offered all the seven programmes at the senior high school. The

relevance of the senior high school was viewed across all the seven

programmes of the school curriculum. Mawuli Senior High therefore served as

a good example of the study area to provide relevant data.

Research Design

The study's paradigm was social constructivism so qualitative

approach was used and in particular a case study. It followed Yin's (1984,

1994) series of steps for designing and conducting a case study. It adopted a

descriptive approach and used a multiple theoretical propositions which the

study would test. A case study may either be exploratory, descriptive and

explanatory (Yin, 1994), or interpretive and evaluative (Merriam, 1988). A

case study may also select either a single case design by providing for in-depth

investigation and rich description (Darke, Shanks, & Broadbent, 1998), or

multiple cases by predicting similar results (literal replication) or producing

contrasting results for predictable reasons (theoretical replication) (Yin, 1994).

The study used a descriptive single case design. The rationale for

using this design was that the study sought to look at a phenomenon in its real­

life context (case study) (Robson, 2002); it is also meant to give a narrative

account of it (descriptive) (Merriam, 1988; Yin, 1994); finally, it sought to

provide in-depth investigation and rich description (Darke, Shanks, &

Broadbent, 1998).

Case studies, Nisbet and Watt (1984) say, have some strengths. The

results of case studies are more easily understood by a wide audience. They
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are immediately intelligible as they speak for themselves. Again, they catch

unique features that may otherwise be lost in large scale data such as survey;

these unique features might hold the key to understanding the situation. Case

studies are strong on reality. They provide insights into other, similar

situations and cases, thereby assisting interpretation of other similar cases.

They can be undertaken by a single researcher without needing a full research

team. They can embrace and build in unanticipated events and uncontrolled

variables.

Three major weaknesses of case studies have been identified by Nisbet

and Watt (1984). According to them, the results of case studies may not be

generalisable except where other readers or researchers see their application.

The results are not easily open to cross-checking; hence they may be selective,

biased, personal and subjective. Case studies are prone to problems of

observer bias, despite attempts made to address reflexibility.

In response to Nisbet and Watt (1984), Flyvbjerg (2004) clarifies

issues on misunderstandings about case study research. According to him, case

studies provide concrete, context-dependent knowledge that is more variable

than the vain search for predictive theories and universals. Furthermore, one

can often generalise on the basis of a single case, and that the case study can

contribute to scientific development. In addition, the case study contains no

greater bias towards verification of the researcher's preconceived notions than

other methods of inquiry. On the contrary, Flyvbjerg reiterates, experience

indicates that a case study contains a greater bias towards falsification of

preconceived notions than towards verification. Finally, the case study is

necessary and sufficient method for certain important research tasks in the
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social sciences and it is a method that holds up well when compared to other

methods in the gamut or scope of social science research methodology.

Population

The study sought to find out the relevance of the senior high school

curriculum in relation to contextual reality of the world of work. Specifically,

the study tried to find out if the curriculum was responsive to the challenges of

the world of work with regard to the graduating student of that curriculum.

The target population of the study, therefore, comprised all final year students

of Mawuli senior high schools in Ghana. It also included some selected

resource personnel of various industries in Ghana.

Sampling Procedures

The study needed a concrete, context-dependent knowledge and

experience of the contextual reality. In this case, an information-oriented

sampling frame was used with the purpose to maximise the utility of

information from small samples (Flyvbjerg, 2004) of single cases (Darke,

Shanks, & Broadbent, 1998). The sampling frame therefore related to the

specific problem under study and this was framed in the following thesis: "A

curriculum that is relevant should be responsive to the challenges of the world

of work of the graduating student of that curriculum."

Two selection procedures, a critical case selection procedure and a

purposive sampling procedure, were used in selecting the sample. In a critical

case selection procedure, a single endowed senior high school that "possesses

all, or most, of the characteristics that one is investigating, more fully or

distinctly than under 'normal' circumstances" (Robson, 2002, p. 182) was

chosen.
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This selection procedure was taken after an Occupational Medicine

Clinic. According to Flyvbjerg (2004), the Clinic wanted to find out whether

people working with organic solvents suffered brain drain. The Clinic used a

critical case selection in which a single workplace that fulfilled alI safety

regulations on cleanliness, air quality, etc. was strategically located. The study

did not consider any representative sample among all those enterprises.

Flyvbjerg (2004) claimed that this model became a critical case which had its

problem thesis that: 'If brain damage related to organic solvents could be

found at this particular facility, then it was likely that the same problem would

exist at other enterprises that were less careful with safety regulations for

organic solvents.' Thus, if the senior high school curriculum was not relevant

in responding to the challenges of unemployment of the students in this

endowed school under study, then it was most likely that the same problem

might have existed in other schools that were less endowed in facilities and in

human resources.

A purposive sampling procedure was also used in selecting key

informants from industries. In key informant procedure, individuals who are

particularly knowledgeable about the setting and/or topic are selected

(McMillan, 1996). In the selection of the informants, the prospective related

careers of the programmes were considered. These related careers are outlined

in Table 6.
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Table 6 - Programmes and their Related Careers

Programme Related careers

Science

Business

Technical

Agriculture crop production, animal production, fish farming,

agricultural economics, agricultural mechanisation,

veterinary medicine, agriculture and water management,

agricultural engineering, irrigation engineering,

horticulture, agricultural engineering, etc.

nursing, dentistry, veterinary science, statistics,

medicine, pharmacy, lab. technology, computer science,

architecture, engineering, business, education, etc.

building technology, quantity surveying, geodetic

engineering, telecommunication, engineering,

architecture, mechanical engineering, electrical

engineering, automobile, building construction,

structural engineering.

banking, financial analyst, accountant, management,

stockbroker, investment analysts, business consulting,

etc.

General Arts journalism, editing, broadcasting, communications,

tourism, armed forces, social work, pastoral duties,

public relations, musicology, banking, law, drama,

politics.

Visual Arts graphic designing, textiles, leatherwork, jewellery,

decoration, picture making, ceramics, painting, museum

work, interior design, sculpture, etc.

Home Economics catering, home management, nutrition, fashion

designing, hotel management, interior decoration, food

processing, confectionery, child care, beauty culture,

laundries.

Source: After Ohene-Acquaye (Ed.) (2011). AB's guide to top 101 senior high

schools in Ghana. Baatsona: Smartline Publishing Ltd.
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Sample Size

The sample was selected from the sample frame consisting of all final

year students of the senior high school and experts or resource personnel from

industries. In all, twenty one students (3 each of the 7 programmes) were

interviewed. This constituted those in the excellent position, average position

and low performing position. The final year students were selected because

they had by then gone through the curriculum. Also, they were selected

because they served as a good example of the phenomenon being studied as it

would provide relevant data (Paul, Kleinhamner-Tramil, & Fowler, 2009).

This selection was a model example of 'most likely' case (Flyvbjerg, 2004)

that could test the universality of the research thesis, "If those selected

sampling frames that appear to have all that they need to demonstrate the

relevance of the senior high school curriculum in relation to the world of work

turn round to show irrelevance of the curriculum then it is 'most likely' that it

will be irrelevant anywhere in the country."

The human resource personnel, fourteen in number from industries or

from the world of work, were selected for interview based on the related

careers. In short, the sample size of 2I students were selected from the final

year students as they had by then gone through the curriculum. The resource

personnel were also selected from both the formal and informal sectors of the

economy. So in all, the researcher selected thirty five personalities for an

interview. In addition to this, content analysis of the curriculum was also done.

Unit of Analysis

The problem under investigation was to find out the prospects of

graduating senior high school students of a curriculum in relation to
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employment. ·The study therefore sought to find out the relevance of such a

curriculum. Four research questions were used to guide the study. These four

research questions "determine the appropriate unit of analysis and number of

cases" (Darke, Shanks, & Broadbent, 1998, p. 280). It is the unit of analysis,

according to Darke, Shank and Broadbent (1998), that identifies what

constitutes a case and a complete collection of data for one study of the unit of

analysis forms a single case.

The four research questions provided four units of analysis, hence four

single cases. For example, I) the first unit of analysis was the content analysis

to identify the skills contained thereof in the curriculum. 2) The study focused

on graduating students of the senior high school curriculum, so the second unit

of analysis was the graduating students and their acquisition of skills in class

for employment in the community. A complete data collection for this unit of

analysis was necessary because it needed to address the research question. 3)

The human resource personnel's assessment of the skills in the curriculum

could determine the relevance of the school curriculum. 4) Human resource

personnel from industries could also identify the required work related skills

or employable skills so they constituted another unit of analysis. In all, there

were four units of analysis with the corresponding four single cases.

Data Collection Instruments

Empirical data is usually required to help validate or otherwise a

theory. In this study, two instruments of data collection, interview guide and

theme generating guide of content analysis, were used to gather data from the

informants. The interview guide, as an instrument, was used because it served

as a dynamic guide for conversation (Marrie-Lou, Christiane & Jorgen, 20 II).
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Also, the researcher's interest was to find out the experience of the senior high

school students in transacting with the curriculum and the meaning they have

made out of that experience (Paul, Kleinhammer-Tramill, & Fowler, 2009),

hence the need for dynamic conversations. A theme generating guide of

content analysis of the senior high school curriculum was also used because

there was the need to establish the number and nature of skills embedded in

the curriculum.

The development of the instrument for the interview followed the first

two stages of Kvale's (1996) interview investigation procedure: thematisation

and designing. In thematisation, the purpose of the study, an outline of the

theoretical basis of the study, its broad aims, practical value and the reason for

choosing the interview approach were considered. The general goals of the

research were then translated into more detailed and specific objectives. Kvale

(1996) posits that it is only through careful formulation of objectives at this

point that will eventually help to produce the right kind of data necessary for

satisfactory answers to the research problem.

In the design of the interview itself, the research objectives were

translated into questions. This was done in such a way that the questions

adequately reflected what exactly I wanted to find out. The single concepts or

central phenomena on which the researcher wanted to gather data - students,

employers and the curriculum - were considered.

The interview adopted direct and indirect framing of questions which

ranged from general to specific. The questions invited factual or opinion

answers. The questions were also both substantive and process. The

substantive questions were experience, knowledge and sensory in nature. The
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process questions were used to directly or indirectly ask for information and

probe for further information. Both questions were closed-ended and open­

ended since they were flexible and allowed the interviewer to probe for more

depth or to clear up any misunderstandings. Open-ended questions generally

encourage cooperation and help establish rapport. Cohen, Manion and

Morisson (2007), however, posit that open-ended situations can also result in

unexpected or unanticipated answers which may suggest hitherto unthought-of

relationships or hypotheses. The closed-ended questions were structured into

what is known as closed quantitative interview (Patton, 1980) in which

questions and responses are fixed and the informant is to choose among

alternative answers.

Interview guide, as an instrument for data collection, has some

strengths and weaknesses. In the first place, an interview is a "flexible tool for

data collection, enabling multi-sensory channels to be used: verbal, non­

verbal, spoken and heard" (Cohen, Manion, & Morrison, 2007, p. 349). The

interviewer can press not only for complete answers but also for responses

about complex and deep issues. It is a potential means of pure information

transfer (Kitwood, 1977). It is a means of gathering information that have

direct bearing on the research objectives (Cohen, Manion, & Morrison, 2007,

p. 351). Interview makes the interviewer come out with what the person

knows (knowledge or information), what the person likes or dislikes (values

and preferences) and what the person thinks (attitudes and beliefs) (Cohen,

Manion, & Morrison, 2007; Tuckman, 1972). The interviewer is able to

answer questions concerning both the purpose of the interview and any

misunderstandings experienced by the interviewee, for it sometimes happens
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in the case of the latter that the same questions have different meanings for

different people. Rate ofretum of the administration of an interview is good as

compared to questionnaire.

There are, however, some weaknesses of an interview. Among some of

these weaknesses are that interviews are expensive in time and money. They

are open to the interviewer bias. Again, they may be inconvenient for

respondents. Furthermore, issues of interview fatigue may hamper the

interview. In addition, anonymity may be difficult, and data yielded in the

unstructured response are more difficult to code and quantify than data in the

structured response (Cohen, Manion, & Morrison, 2007).

Data Collection Procedure

The purpose of a particular study usually determines the procedure

appropriate to adopt for data collection. The purpose of this study was to find

out the relevance of the senior high school curriculum in relation to contextual

reality of the world of work. This procedure required for the analysis of the

senior high school curriculum in order to determine the skills embedded in it.

It also required the determination of the skills that the students acquired.

Again, it required the identification of the skills employers usually require of

employees.

In the content analysis of the senior high school curriculum, the

syllabus of each of the seven programmes - Agricultural, General Science,

Technical Drawing, Business, General Arts, Visual Arts and Home Economics

- were analysed. The general objectives of the various syllabi that contained

the skills were then scrutinised to help ascertain the various skills.
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The frequency of the various skills of each syllabus was established.

This helped to detennine the most common skills and the major focus of

emphasis. The skills were then compared with the skills that the senior high

school students had acquired. They were also compared with the skills that

employers usually require of employees.

The interview for data collection from students was structured and

situated within the framework of Seidman's (1998, 2006) phenomenological

interview methodology. This method focuses on three interviews of the

participant's experience with the phenomenon: focused life history, details of

the experience and reflection on meaning.

In the focused life history, the researcher explores the contexts and

experiences that preceded the participant's experience with the phenomenon.

The second interview focuses on the details of the experience while the final

interview is the reflection on the meaning of the phenomenon for the

participant and this serves as an opportunity for the individual to put the

experience into the proper personal context. Seidman's (2006) methodology

"has been used in numerous studies with generally good success" (Paul,

Kleinhammer-Tramill, & Fowler, 2009, p.174).

The interview structure of Seidman (2006) was designed for

conducting phenomenological interview but he endorses the adaptability of the

method and the alternate use of it. According to him, "as long as a structure is

maintained that allows participants to reconstruct and reflect upon their

experience within the context of their lives, alterations to the three interview

structure and duration and spacing of interviews can certainly be explored"

(Seidman, 1998, p.15). Also, the method is "particularly well suited to social
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science research as it provides the researcher with the structural flexibility to

adjust the framework, as long as the researcher also maintains the integrity of

the format" (Paul, Kleinhammer-Tramill, & Fowler, 2009, p. 172). The

adjusted framework of the Seidman's (1998) phenomenological interview

methodology is outlined in Figure 6.

"Focused Life "The Details of "Renection on the
History" Experience Meaning"

Establishes the context Concentrates on the Asks participants to
for the experience details ofthe experience reflect on the meaning of

Explores the relevant U Reconstructs facets of

U
their experience

pre-existing and the participants' Requires participants to
contextual factors experience consider contextual
Sample questions might factors that influence
include: Sample questions might present circumstances
• What were your include: Sample questions:

experiences and n• Now that you are nexpectations when about to complete the • What do you foresee
you started this programme what are about your life
programme? your experiences and situation after school?

• Describe what you expectations? • What have the three
decided to do after • What adequate skills years' experience
going through this do yOll have to enable taught you about being
programme. you to go into the employed after school?

world ofwork?

Figure 6. Interview Structure after Seidman's (1998) Methodology.

Source: Adapted from Seidman (1998, pp.II-12).

During the data collection, the researcher went to the school personally

to interview the students. He first of all sought permission from the

Headmaster of the institution. The Headmaster then made the subject tutors

assist me by organising the students for the interview. The interview of the

students was of two parts. The first part took the students through their

preconceived ideologies before entry into the senior high school, their

practical transaction with the school curriculum and their future perspectives.

The three students for each programme were interviewed together. A question
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would be posed them and each had an equal opportunity to respond. The

researcher was preparing notes out of their responses and at the same time

recording the interview.

The second part was the assessment of the students' familiarity to the

skills embedded in the curriculum. The research had to read the instruction

and explain the skills which were identified from the school curriculum for the

students to tick based on the scale given. This procedure was adopted when

the research realised that the students were not able to identify more than three

skills from the curriculum. This same procedure was adopted when

interviewing the fourteen selected industrial personnel.

Theoretical Propositions

A theoretical proposition is "a very specific operational statement of a

phenomenon within its context that typically states exactly how and why the

context influences the specific phenomenon" (Paul, Kleinhamer-Tramill, &

Fowler, 2009, p. 61). According to Paul, Kleinhamer-Tramill and Fowler,

these propositions are developed prior to the collection and analysis of data.

Even though many qualitative researchers vehemently resisted the idea

of beginning a study with a theory, since to them qualitative researches are

conducted without any preconceived ideas, Yin (1984, 1994) strongly

supported the use of theoretical propositions and practically used such

propositions prior to data collection. The development of these propositions

prior to data collection helps to target and focus both data collection and data

analysis (Paul, Kleinhamer-Tramill, & Fowler, 2009). Again, they provide a

framework against which to compare and contrast the empirical data.

Additionally, the propositions are based on the literature, expert opinion or a
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combination of the two. Finally, the findings will determine which

propositions are rejected or retained or fail to reject.

In the process of developing the theoretical propositions, Yin (1994)

suggests the development of a "rival" theory but cautions that such "rival"

theories should not be the mirror opposite of the propositions in the original

theory since the "rival" theories can stand on their own. Again, Yin advised

that theoretical propositions without "rival" theories can still work perfectly.

Finally, Yin made it clear that there is no standard number of propositions in a

given theory but it is advisable to use far above three to four propositions.

The theoretical propositions were based on the relevance of skills

embedded in the senior high school curriculum, the relevance of skills the

senior high school students acquire, the skills employers require of employees

and the comparison of skills of curriculum with the skills employers demand

of employees and finally, the comparison of skills students acquire with skills

employers demand of employees. These propositions are stated in Table 7.

Table 7 - Theoretical propositions

Theoretical propositions of the relevance of the senior high school curriculum

Skills embedded in the curriculum

I. The skills in the curriculum with the highest frequencies are an

embodiment of the application of knowledge.

2. The skills in the curriculum with the highest frequencies are basically

within the affective domain.

3. The skills in the curriculum with the highest frequencies are basically

within the psychomotor domain.
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Table 7 (Continued)

Skills that students acquire

4. The first ten highest frequencies in the curriculum are the same first

highest frequencies the students have acquired

5. Students acquire 'job training' skills.

6. Students acquire 'job readiness' skills.

7. Students acquire both theoretical and practical skills embedded in the

curriculum.

8. Students acquire cross-functional skills.

9. Students acquire specific occupational skills.

10. Students acquire the skills of the world of work through direct

involvement in the workplace.

11. Students acquire the skills of the world of work through visits to

industry experts, employers, employees and self-employed to the

school.

12. Students acquire the skills of the world of work through visits to

private and public enterprises and community organisations.

Employers' rating of the skills in the curriculum

13. Employers rate all the skills in the curriculum as relevant.

14. The first ten highest frequencies of skills that employers rate of the

skills in the curriculum are the same first ten highest frequencies of

skills that emerge in the curriculum.
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Table 7 (Continued)

The skills employers demand of employees and the skills in the

curriculum

15. The skills in the curriculum are the same skills that employers demand

of students for employment.

16. The first ten highest skills that employers demand of employees are the

same first ten highest frequencies of skills in the curriculum.

The skills students acquire and the skills that employers demand of them.

17. The skills that students acquire from the curriculum are among the

skills that employers demand of employees.

18. The first ten highest skills that the students have acquired are the same

first ten highest skills employers demand of students.

Source: Researcher's construct

Data Analysis

Data obtained from content analysis of the senior high school

curriculum were analysed with the help of NVivo 8. This was done through

open coding of the skills into categories, identification of themes (cognitive,

affective & psychomotor) and the use of Tree nodes for sub-themes. A final

coding of the skills helped in the counting of frequencies. A simple statistical

analysis (Microsoft Office Excel) for visual representations - tables and

graphics - was also used (Anderson & Aresenault, 1995). In the case of the

closed quantitative interview of students, a scale was used to rate the level of

students' familiarity with the identifiable skills in the curriculum. A coding of

the responses followed and statistical analysis using Microsoft Office Excel

was adopted. This procedure of coding the skills was the same for the analysis
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of the data from employers. The theoretical propositions were also analysed by

comparing and contrasting them with the empirical data and this helped to

reject or fail to reject the propositions.
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CHAPTER FOUR

RESULTS AND DISCUSSION

Overview

This chapter looks at the results and the discussion of the issues that

have emerged from the study. It looks at five key concepts; first, the generic

skills embedded in the senior high school curriculum. In this approach, all the

seven selected programmes were analysed with the aim of identifying the

generic skills in each programme and the overall generic skills for all the

seven programmes.

The second major concept discussed in this chapter is the skills in the

curriculum that students have acquired. In this approach, three final year

students from each programme were interviewed to determine the skills that

they have acquired from senior high school Form One to Form Three. The

students had by then completed the syllabus and they were ready to write the

West African Senior School Certificate Examinations (WASSCE). The level

of the acquisition of skills by the students helped to compare the empirical

data with the theoretical propositions outlined under Chapter Three.

The third aspect of this chapter deals with the employers' assessment

of the skills that have been identified in the curriculum in order to ascertain the

relevance of the curriculum. In addition to this, the employers' general views

on the relevance of the curriculum are also ascertained. Two organisations for

each programme of the senior high school were selected for interview

purposely for this assessment.

The chapter concludes on the skills that employers demand of

employees. In this regard, Two organisations [the same that assessed the
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relevance of the curriculum] for each senior high school programme were

drawn for interview.

Responses to Research Questions

Research Question One: What skills does the curriculum contain that could be

imparted to the students to enable them gain employment or go into self­

employment? In response to this research question, content analysis of the

senior high school curriculum was done and this helped to ascertain the skills

contained in the curriculum.

Content Analysis of the Senior High School Curriculum

Content analysis is a technique for making replicable and valid

references from data to their contexts. It involves coding, categorizing

(creating meaningful categories into which the units of analysis - words,

phrases, sentences etc. - can be placed), comparing (categories and making

links between them), and concluding - drawing theoretical conclusions from

the text (Cohen, Manion, & Morrison, 2007). In this process, the researcher

identifies structures, patterns and regularities in the text and out of these

structures, patterns and regularities he/she makes inferences. Anderson and

Arsenault (1998) bring in a quantitative element into content analysis.

According to them, content analysis involves counting concepts, words or

occurrences in documents and reporting them in tabular form.

The eleven step-process of content analysis as suggested by Cohen,

Manion and Morrison (2007) was followed in the analysis of the content of the

senior high school curriculum. This begins with the identification of the

population and sample size. The population consists of the whole senior high

school curriculum. The sample size includes each of the seven programmes.
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The senior high school curriculum was designed by the Curriculum

Research and Development Division of the Ghana Education Service in 2010.

The whole curriculum comprises seven programmes with each programme

consisting of various combinations. The combinations vary from school to

school, though with minimal changes. Within each school too, there are a

number of combinations in each programme. The combinations considered in

this study at Mawuli Senior High School include Agriculture [General

Agriculture, Animal Husbandry, Chemistry and Physics]; General Science

[Biology, Chemistry, Physics and Elective Mathematics]; Technical

[Technical Drawing, Physics, Elective Mathematics and Building

Construction]; Business [Business Management, Economics, Financial

Accounting and Principles of Cost Accounting]; General Arts [Economics,

Geography, Government and French]; Visual Arts [General Knowledge in Art,

Textiles, Basketry and Economics] and Home Economics [Management-In­

Living, Food and Nutrition, Chemistry and French]. The seven programmes

remain the same in all senior high schools in Ghana but the subject

combination may vary from school to school.

The units of analysis involved the words, phrases or sentences that

constitute the skills. An open coding of the skills into categories was made in

order to identify the key features or themes. Three major key themes were

identified together with their sub-themes and these were based on Bloom's

(1956) cognitive domain, Krathwohl, Bloom and Masia's (1964) affective

domain and Harrow's (1972) psychomotor domain. These themes, together

with their sub-themes, include: Cognitive [knowledge, comprehension,

application, analysis, synthesis and evaluation], Affective [receiving,
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responding, valuing, organisation and characterisation], and Psychomotor

[reflexive movement, fundamental movement, perceptual abilities, physical

abilities, expressive movement and non-discrimination].

Through the use of 'Tree nodes' to represent the sub-themes the

various skills were coded and this helped in the counting of the frequency of

each code or skill. Once the frequencies have been calculated, a simple

numerical or statistical analysis using Microsoft Office Excel proceeded in

order to give visual representations in terms of tables and graphs. The overall

themes and the sub-themes together with the respective programmes are

represented in Table 8.

Table 8 - Frequency ofSkills in each Programme

Skills Frequency of skills in each programme

Agric Sci Tech. Busi. G. Arts V. Arts H. Econs Total

~"

Cognitive
Knowledge 03 03 01

Comprehen. 08 21 14

Application 16 3 I 35

Analysis 02 02 00

Synthesis 03 0 I 00

Evaluation 07 II 10

Affective
Receiving 00 00 00

Responding 01 06 01

Valuing 157 101 98

00 02

06 69

31 05

00 05

00 01

00 01

00 00

00 00

144 68

00

06

40

00

01

00

00

00

83

02

74

24

07

06

06

00

00

64

II

198

182

16

12

35

00

08

715

Organisation 00

Characteristics23

00

37

00

14

00

44

106

00

49

00

58

00

32

00

257
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Table 8 (Continued)

Psychomotor
Reflexive 00 00 00 00 00 00 00 00

Fundamental 00 00 00 00 00 00 00 00

Percep. ability 00 00 00 00 00 00 00 00

Physic ability 01 01 00 00 00 00 01 03

Skilled mov't 01 03 02 00 00 00 01 07

Express mov't 00 00 00 00 00 00 00 00

Non-discrim. 00 00 00 00 00 00 00 00

Total 222 217 175 225 200 188 217 1444

(Source: Researcher's construct)

Table 8 shows that the highest frequency of skills falls under valuing

(affective). This is followed by characterisation (affective). Cognitive skills of

comprehension, application, evaluation, analysis, synthesis and knowledge

come next. Those with the lowest are the skills of psychomotor. In all, skills of

affective domain constitute a frequency value of 980 while that of the

cognitive domain contains a frequency value of 454. The skills of the

psychomotor have only 10 frequency value. These frequencies are visually

represented in Figure 7.
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Figure 7. Frequency of Skills of the Senior High School Curriculum

From Figure 7, it can be deduced that most of the skills in the senior

high school curriculum emphasise the teaching and learning of skills of the

affective domain (valuing and characterisation). Even though the three

domains - the cognitive, the affective and psychomotor - have their respective

skills, it is rather the skills of the affective domain that dominate the senior

high school curriculum.

In order to identifY the details of the skills in each programme and the

frequency thereof, the various skills in each programme have been critically

analysed. The frequencies of individual skills in each programme in the form

of tables and figures are tabulated and outlined in the subsequent sub-

headings.

Generic Skills of the Agricultural Programme

The skills of each of the programmes have been embedded in the

general objectives of the senior high school syllabi/curricula (Ghana

Education Service, 20 I0). The generic skills of the Agricultural programme

were analysed and it was found out that there were in all 27 skills in the
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programme with a total frequency of 222 (100%) (Table 9). Out of this

number, the most common skills are the appreciation of all aspects of

agriculture (in terms of its role, importance, basic principles, etc.) with a

frequency of 51 (22.97%); recognition skills (of various occupations of

agriculture for the youth, soil as a living entity, the need for farm power, etc.)

with a frequency of 50 (22.52%); awareness skills (of the importance of

agriculture to national economy, the origin and nature of soil, safety

precautions, etc.) with frequency of 42 (18.92%); the rest of the skills fall

below 10% and the least among them are the skills for relation, handling,

determining, interpretation, communication, management, maintenance,

planning, prediction, designing, performance and exploration with each having

a frequency of one (I) (0.45%).

Table 9 - Generic Skills ofthe Agricultural Programme

SkIlls frequency of skills
General Agric Animal Husbandry Chemistry Physics Total

Appreciation 15 10 01 25 51

Recognition IS I I IS 09 50

Awareness IS 09 05 13 42

Understanding 00 00 13 09 22

Acquisition 04 08 00 00 12

Application 05 00 02 00 07

Development 00 03 00 02 05

Utilisation/using 03 00 02 00 05

Demonstration 01 00 03 00 04

Showing 00 00 03 00 03

Adoption 02 00 00 00 02
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Table 9 (Continued)

Description 01 00 01 00 02

Familiarity 00 02 00 00 02

Identification 01 00 01 00 02

Communication 00 00 01 00 01

Designing 00 00 01 00 01

Determining 00 00 01 00 01

Exploration 00 00 01 00 01

Handling 01 00 00 00 01

Interpretation 00 00 01 00 01

Maintenance 01 00 00 00 01

Management 01 00 00 00 01

Measurement 01 00 00 00 01

Performance 00 00 01 00 01

Planning 00 01 00 00 01

Prediction 00 00 01 00 01

Relation 01 00 00 00 01

Total 67 44 53 58 222
(Source: Researcher's construct)

The skills, as presented in Table 9, are graphically represented in

Figure 8. The figure shows the first ten skills. The highest among them are

appreciation, recognition, awareness and understanding. None of the rest even

has half of the frequency of the skill of understanding which is the fourth

highest.
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appreciation
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Frequency
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Figure 8. Frequency of Skills of the Agricultural Programme

Generic Skills of the Science programme

The skills of the Science programme were also analysed. There were in

all 34 skills with a frequency of 217 (100%). The most common skills were

six: appreciation skills 47 (21.66%); recognition skills and understanding

skills 36 (16.59%) each; awareness skills 19 (8.76%); application skills 17

(7.83%) and utilisation skills 13 (5.99%). The rest of the skills fell below 3%.

Table 10 - Generic Skills ofthe Science Programme

Skills frequency of skills per subject

Biology Elective Maths Chemistry Physics Total

Appreciation 18 03 01 25 47

Recognition 05 07 15 09 36

Understanding 14 00 13 09 36

Awareness 01 00 05 13 19

Application 01 14 02 00 17

Utilisation/using 01 10 02 00 13

Finding 00 06 00 00 06

Distinguishing 01 03 00 00 04

Calculation 00 03 00 00 03

Demonstration 00 00 03 00 03
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Table 10 (Continued)

Relation 02 01 00 00 03
Resolution 00 03 00 00 03
Showing 00 00 03 00 03
Ability 01 01 00 00 02

Determining 00 01 01 00 02
Development 00 00 00 02 02

Explanation 00 02 00 00 02

Identification 01 00 01 00 02

Representation 00 02 00 00 02

Acquisition 01 00 00 00 01

Assigning 01 00 00 00 01

Carrying out 00 01 00 00 01

Communication 00 00 01 00 01

Description 00 00 01 00 01

Designing 00 00 01 00 01

Differentiation 00 01 00 00 01

Drawing 00 01 00 00 01

Exploration 00 00 01 00 01

Interpretation 00 00 01 00 01

Listing 00 01 00 00 01

Performance 00 00 01 00 01

Prediction 00 00 01 00 01

Solution 00 01 00 00 01
'i

Writing 00 01 00 00 01

Total 47 62 53 58 217 ;

(Source: Researcher's construct)

The skills, as presented in Table 10, are graph ically represented in

Figure 9. The figure shows the first ten skills. The highest of all is the skill of

appreciation followed by both understanding and recognition which have the
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same figure of 36. The skill of awareness is the next highest. The first four

highest are skills under the affective domain.

frequency

appreciation

understanding

recogn ition

awareness

application

utilisation

finding

distinguishing

calculation

resolution

- 4

- 36

36
19

1

13

-6
_4

-3
-3

• frequency

o 10 20 30 40 50

Figure 9. Frequency of Skills of the Science Programme

Generic Skills of the Technical Drawing Programme

In the analysis of the Technical Drawing programme, 23 skills were

identified. The frequency of the 23 skills was 175 (100%). The most common

skills were identified to be appreciation 31 (17.71 %); acquisition 26 (14.86%);

recognisance 24 (13.71%); application 18 (10.29%); awareness 17 (9.71%);

understanding 13 (7.43%); utilisation 10 (5.71 %); development 7 (4%) and

finding 6 (3.43%). The remaining skills fell below 2%. These skills can be

referred to in Table II.

Table 11 - Generic skills ofthe Technical Drawing programme

Skills frequency of skills per subject

Tech. Drawing Elective Maths Build. Const. Physics Total

Appreciation 00 03 03 25 31

Acquisition 09 00 17 00 26

Recognition 04 07 04 09 24
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Table II (Continued)

Application 03 14 01 00 18

Awareness 02 00 02 13 17

Understanding 03 00 01 09 13

Utilisation/using 00 10 00 00 10

Development 04 00 01 02 07

Finding 00 06 00 00 06

Calculation 00 03 00 00 03

Distinguishing 00 03 00 00 03

Resolution 00 03 00 00 03

Determining 00 01 01 00 02

Explanation 00 02 00 00 02

Representation 00 02 00 00 02

Ability 00 01 00 00 01

Carrying out 00 01 00 00 01

Differentiation 00 01 00 00 01

Drawing 00 01 00 00 01

Listing 00 01 00 00 01

Relation 00 01 00 00 01

Solution 00 01 00 00 01

Writing 00 01 00 00 01

Total 25 62 30 58 175

(Source: Researcher's construct)

The skills, as presented in Table II, are graphically represented in

Figure 10. The figure shows a mixture of the skills of affective and cognitive.
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For instance, the skill of application (cognitive) comes before the skills of

awareness and understanding (affective).

Frequency

appreciation

acquisition

recognition

application

awareness

understanding

utilisation

development

finding

calculation

31

26
1,4

1~

17

ltl
10

7

6

1-1 3

• Frequency

o 5 10 15 20 25 30 35

Figure 10. Frequency of Skills of the Technical Drawing Programme

Generic Skills of the Business Programme

The analysis of the skills for the Business programme revealed 11

skills with a total frequency of225 (100%). The most common skills were the

skills of appreciation which had the frequency of 61 (27.11 %); skills of

I'
I
I,
1

understanding 43 19.11 %); skills of awareness 33 (14.67%); development 30

(13.32%); acquisition 28 (12.44%) and recognisance 22 (9.78%). The

remaining skills of identification, ability, knowing, computing and

predisposition fell below 2%. Refer to Table 12.

Table 12 - Generic Skills ofthe Business Programme

Skills frequency of skills per subject

Business Economics Principles Total

of Costing

43

61

03

1014

00

Accounts

Financial

35

2215

05

Management

Understanding

Appreciation

Awareness 07 06 17 03 33
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Table 12 (Continued)

Development 05 00 24 01 30

Acquisition 05 00 15 08 28

Recognition 09 09 04 00 22

Identification 01 01 00 01 03

Predisposition 00 00 00 02 02

Ability 00 00 00 01 01

Computing 00 00 01 00 01

Knowing 00 00 01 00 01

Total 47 73 76 29 225

(Source: Researcher's construct)

The skills, as presented in Table 12, are graphically represented in

Figure 11 below. The figure shows the first ten skills. The first three of the

skills fall under the affective domain followed by two skills under the

cognitive domain. Apart from development, acquisition and recognition, the

rest do not have any high frequencies.
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I
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Figure 11. Frequency of Skills of the Business Programme

116

University of Cape Coast       https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



Generic Skills of the General Arts Programme

The generic skills of the General Arts programme consisted of20 skills

with a frequency of 199 (100%). The most common skills among the 20 were

the skills of understanding 39 (19.60%); appreciation 31 (15.58%);

speech/communication 22 (11.06%); description 21 (10.55%); recognisance

14 (7.04%); awareness 11 (5.52%) and ability (e.g. of manipulating light

microscope, to convince others logically on statements made, etc.) 10(5.03%).

The rest of the skills fell below 3%. These skills are outlined in Table 13.

Table 13 - Generic Skills a/the General Arts Programme

Skills frequency of skills per subject

Geography Economics Government French Total

Understanding 03 35 01 00 39

Appreciation 00 22 09 00 31

Speech 00 00 00 22 22

Description 00 00 00 21 21

I
Acquisition 14 00 00 00 14 l

I
Recognition 00 09 03 00 12

Awareness 04 06 01 00 11

Ability 00 00 00 10 10

Asking and answeringOO 00 00 05 05

Communication 00 00 00 OS 05

Exposure 00 00 00 OS 05

Expression 00 00 00 05 05

00 00 00 OS 05Summary
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Table 13 (Continued)

Explanation 00 00 00 04 04

Restructuring 00 00 00 03 03

Argument 00 00 00 02 02

Locating & analysing 00 00 00 02 02

Development 01 00 00 00 01

Identification 00 01 00 00 01

Showing 00 00 01 00 01

Total 22 73 15 89 199

(Source: Researcher's construct)

The skills, as presented in Table 13, are graphically represented in

Figure 12. Among the first ten skills those with the highest frequencies are the

skills of understanding, appreciation, speech, etc. The least among the ten

skills is the skill of questioning and answering.

understanding

appreciation

speech

description

acquisition

recognition

awareness

ability

exposure

questioning & answering

Frequency

39

31

22

21
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10

-'5
-'5

• Frequency

I
I

I
I
!
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Figure 12. Frequency of Skills of the General Arts Programme
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Generic Skills of the Visual Arts Programme

The analysis of the skills of the Visual Arts programme revealed a total

of II skills with a total frequency of 188 (100%). Out of the 11 skills, the most

common among them included the skills of understanding 55 (29.26%); skills

of development 36 (19.15%); appreciation 32 (17.02%); awareness 21

(11.17%); acquisition 16 (8.51%) and recognisance 14 (7.45%). The

remaining skills of application, identification, ability, exposure and reflection

fell below 3%. These skills are represented in Table 14.

Table 14 - Generic Skills a/the Visual Arts Programme

Skills frequency of skills per subject

Gen. Know. Economics Basketry Textiles Total
in Arts

Understanding 07 3S 08 05 55

Development 12 00 IS 09 36

Appreciation 05 22 00 05 32

Awareness 05 06 03 07 21

Acquisition 04 00 07 05 16

Recognition 00 09 03 02 14

Application 01 00 02 01 04

Ability 02 00 00 01 03

Exposure 02 00 00 01 03

Identification 02 01 00 00 03

Reflection 01 00 00 00 01

41 73 38 36 188Total

(Source: Researcher's construct)
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The skills as pres t d' T bl . ., en e In a e 14, are graphically represented In

Figure 13 below Among the fi t t k'll ..... .. Irs en SIS, acquIsitIOn IS the highest. In this

F' .
Igure, the skills of affective domain such as appreciation, understanding,

awareness and recognition do not stand out as the highest skills. The skill of

identification is the least among the first ten skills with the highest

frequencies.

acquisition

development

appreciation

understanding

awareness

recogn ition

application

exposure

ability

identification

- 51

3

32

21

21

14_4
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• 2

• Series1
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Figure 13. Frequency of Skills of the Visual Arts Programme

Generic Skills of the Home Economics Programme

When the skills for the Home Economic programme were analysed, 34

of them were identified. These 34 skills had the frequency of217 (100%). The

frequency of each skill was very low because the highest among them

included the skills of recognition which comprised 28 frequencies with an

equivalent percentage of 12.9; this was followed by the skills of description,

understanding and restructuring or reconstitution with the same value of

frequency of 22 (10.14%) each; appreciation and awareness with the same

value of frequency of IS (6.91%) each; development 13 (5.99%) and skills for
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explanation 10 (4.61 %). The rest of the skills, as may be seen in Table 15 fell

below 3%.

Table 15 - Generic skills ofthe Home Economics programme

Skills frequency of skills per subject

Management Food & Nutrition Chemistry French Total

in Living

Recognition 08 05 15 00 28

Description 00 00 01 21 22

Speech 00 00 00 22 22

Understanding 06 03 13 00 22

Appreciation 08 06 01 00 15

Awareness 02 08 05 00 15

Development 04 09 00 00 13

Ability 00 00 00 10 10

Acquisition 02 04 00 00 06

Communication 00 00 01 05 06

Application 02 01 02 00 05

Questioning & answ. 00 00 00 05 05

Exposure 00 00 00 05 05

Expression 00 00 00 05 05

Summary 00 00 00 05 05

Explanation 00 00 00 04 04

Demonstration 00 00 03 00 03

Restructuring 00 00 00 03 03

Showing 00 00 03 00 03
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Table 15 (Continued)

Utilisation/using 00 01 02 00 03

Argument 00 00 00 02 02

Locating & analysing 00 00 00 02 02

Planning 01 01 00 00 02

Conservation 01 00 00 00 01

Designing 00 00 01 00 01

Determining 00 00 01 00 01

Examination 01 00 00 00 01

Exploration 00 00 01 00 01

Identification 00 00 01 00 01

Interpretation 00 00 01 00 01

Judgement 01 00 00 00 01

Performance 00 00 01 00 01

Practice 01 00 00 00 01

Prediction 00 00 01 00 01

Total 37 38 53 89 217

(Source: Researcher's construct)

The frequency of skills, as presented in Table 15, is graphically

represented in Figure 14. Three of the skills after the highest skill of

recognition have the same value of frequency. These skills are the skills of

speech, description and understanding. The least among the skills are the skills

of communication and acquisition.
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Figure 14. Frequency of Skills of the Home Economics Programme

Generic Skills of all the Seven Programmes

The next stage of the analysis of the skills was to put together all the

seven programmes. In all, 58 skills were identified with a total frequency of

1,447 representing 100%. Nine of the skills ranged between 3.04% and

18.52% and these served as the most common skills. These skills included,

from the highest to the lowest, appreciation 268 (18.52%); skills of

understanding 230 (15.89%); skills of recognising 186 (12.85%); skills of

awareness 158 (10.92%); skills of acquisition 103 (7.12%); skills of

development 94 (6.50%); skills of application 51 (3.52%); skills of description

3.18%) and the skills of speech/communication 44 (3.045%). These nine

common skills represent 75.33% skills. The remaining 49 (24.67%) skills fell

below 3%. The frequency ofthe skills per programme are in Table 16.
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Table 16 - Generic Skills ofall the Seven Programmes

Skills frequency of skills per programme

Agric. Science Techni. Busi General Visual Home Total

Appreciation 51
Arts Arts Econs

47 31 61 31 32 15 268
Understanding22 36 13 43 39 55 22 230
Recognisance 50 36 24 22 12 14 28 186
Awareness 42 19 17 33 11 21 15 158
Acquisition 12 01 26 28 14 16 06 103
Development 05 02 07 30 01 36 13 094
Application 07 17 18 00 03 04 05 054
Description 02 01 00 00 21 00 22 046

Speech 00 00 00 00 22 00 22 044

Utilisation/using05 13 10 00 00 00 03 031

Ability 00 02 01 01 10 03 10 027

Exposure 00 00 00 00 05 03 05 013

CommunicationO I 01 00 00 05 00 06 013

Explanation 00 02 02 00 04 00 04 012

Finding 00 06 06 00 00 00 00 012

Identification 02 02 00 03 01 03 01 012

Expression 00 00 00 00 05 00 05 010

Summary 00 00 00 00 05 00 05 010

Asking & ans. 00 00 00 00 05 00 05 010

Showing 03 03 00 00 00 00 03 009

Demonstration 04 00 00 00 00 00 03 007

Distinguishing 00 04 03 00 00 00 00 007

Calculation 00 03 03 00 00 00 00 006

Determining 01 02 02 00 00 00 01 006

Resolution 00 03 03 00 00 00 00 006

Restructure 00 00 00 00 03 00 03 006

Relation 01 03 01 00 00 00 00 005

Argument 00 00 00 00 02 00 02 004

RepresentationOO 02 02 00 00 00 00 004

Designing 01 01 00 00 00 00 01 003
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Table 16 (Continued)

Exploration 01 01 00 00 00 00 01 003
Performance 01 01 00 00 00 00 01 003
Planning 01 00 00 00 00 00 02 003
Prediction 01 01 00 00 00 00 01 003
Interpretation 01 01 00 00 00 00 01 003
Adoption 02 00 00 00 00 00 00 002
Carrying out 00 01 01 00 00 00 00 002
Drawing 00 01 01 00 00 00 00 002
Familiarity 02 00 00 00 00 00 00 002
Listing 00 01 01 00 00 00 00 002
Solution 00 01 01 00 00 00 00 002
Writing 00 01 01 00 00 00 00 002

Differentiation00 01 01 00 00 00 00 002

Local. & analy.OO 00 00 00 00 00 02 002

Predisposition 00 00 00 02 00 00 00 002

Assigning 00 01 00 00 00 00 00 001

Computing 00 00 00 01 00 00 00 001

Conservation 00 00 00 00 00 00 01 001

Examination 00 00 00 00 00 00 01 001

Following 00 00 00 00 01 00 00 001

Handling 01 00 00 00 00 00 00 001

Judgement 00 00 00 00 00 00 01 001

Knowing 00 00 00 01 00 00 00 001

Maintenance 01 00 00 00 00 00 00 001

Management 01 00 00 00 00 00 00 001

Practice 00 00 00 00 00 00 01 001

Reflection 00 00 00 00 00 01 00 001

Measurement 0I 00 00 00 00 00 00 001

Total 222 217 175 225 200 188 217 1444

(Source: Researcher's construct)
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The frequency of II th k'ila e SIS of the seven programmes, as presented

in Table 16, is graphic II . .a Yrepresented In Figure 15. The figure shows the first

ten skills. The skills in th' d .elr or er of value In terms of frequency are the skills

of appreciation, understanding, ' .recogmtlOn, awareness, acquisition and

development with ap r f d ", pica IOn, escnptlOn, speech and utilisation being the

lowest in frequency.

Frequency

appreciation

understanding

recognition

awareness

acquisition

development

application

description

speech

utilisation

I I I

T 268

I
2 0

I I
86
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116

I
94

54
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~ 44

"'3

• Frequency

o 50 100 1~ 200 2~ 300

Figure 15. The First Ten Skills with the Highest Frequency of all the

Seven Programmes

Discussion of the Generic Skills
From Table 16, it could be realised that the most common skills that

have the highest frequency and that cut across all the programmes are the

skills of appreciation 268 (18.52%); skills of recognition 186 (12.85%) and the

skills of awareness 158 (10.92%). These same skills appeared as the highest

in frequency in the Agricultural programme. For instance, skills of

appreciation had frequency of 51 (22.97%) with the skills of recognisance

having the frequency of 50 (22.52%) and that of the skills of awareness being
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42 (18.92%). A rt fi h . .pa rom t e skills ofunderstandmg that had a frequency of22

(9.91 %) the rest of the skills fell below 6%.

In the Science programme, the three skills - appreciation, recognition

and awareness - as observed in the Agricultural programme - were still high

as compared to the other skills in the Science programme. For instance, skills

of appreciation had a frequency of 47 (21.66%) with the skills of recognition

having a frequency of36 (16.59%) while the skills of awareness 19 (8.76%)

fell below those of Agricultural programme.

In the case of the generic skills for the Technical Drawing programme,

the skills of appreciation still stood out with the frequency of31 (17.71); the

skills of acquisition 26 (14.86%), however, supersede those of the skills of

recognition 24 (13.71%). Again, the skills of application 18 (10.29%) are

higher than those of awareness 17 (9.71 %). There is therefore a little shift of

emphasis on the skills perhaps due to the technical nature of the Technical

Drawing programme.

An observation of the Business programme also revealed that the skills

of appreciation 61 (27.11%) were outstanding. There was a shift from the

emphasis on the skills of awareness 33 (14.67%) and recognition 22 (9.78%)

to the skills of understanding 43 (19.11 %). Even the skills of development 30

(13.32%) and the skills of acquisition 28 (12.44%) superseded those skills of

recognition 22 (12.44%).

In the General Arts programme, it was rather the skills of

understanding 39 (19.60%) that stood out. These skills were followed by those

skills of appreciation 3 I (15.58%). Communication skills 22 (11.06%) were

next of the continuum with skills of description 21 (10.55%) following. Those
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skills of recognisan 12 (6 .ce .03%) and awareness II (5.52%) playmg

significant roles in the Agricultural, Science and Technical Drawing

programmes were less recognised in the General Arts programme.

There is a significant shift of emphasis on skills in the Visual Arts

programme. The most outstanding skills are those of the skills of

understanding 55 (29.26%). These were followed by the skills of development

36 (19.15%). The skills of appreciation 32 (17.02%) and those of awareness

21 (11.17) still had a major role to play in the Visual Arts programme though

not as recognised as in the Agricultural, Technical and Science programmes.

The two other recognisable skills were those of acquisition 16 (8.51 %) and

recognition 14 (7.45%).

A critical observation of the Home Economic programme revealed yet

another drastic shift in the emphasis of skills. The skills of recognition 28

(12.90%), though among the prevalence of skills noticed in the Agricultural,

Science and Technical programmes, was outstanding. Instead of the skills of

awareness 15 (6.91 %) and appreciation 15 (6.91 %) coming next to the skills

of recognisance, those skills of description 22 (10.14%), acquisition 22

(10.14%) and speech/communication 22 (10.14%) of the same values came

next.

Frequency of Skills of the Core Subjects

The frequency of skills of the core subjects was added to the frequency

of skills of all the seven programmes. The total number of skills of the core

subjects (English Language, Mathematics, Integrated Science, Social Studies

and Information and Communication Technology) was 56 with a total

fi f 178 The outcome of the totality of skills of all the sevenrequency 0 .
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programmes and those of h . .t e core subjects, with regard to the first ten skills

with the highest freque "ncy, IS vIsually represented in Figure 16 below.

Frequency

• Frequency

32~

b41
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116

107
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. 55

.~
46

~o

appreciation

understanding

recognition

awareness

acquisition

development

application

speech

description
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Figure 16. Skills with the highest frequencies in the SHS curriculum.

Figure 16 contains the first ten skills with the highest frequencies of

the overall skills of both the seven programmes and the five core subjects. The

order of value of the frequencies as they featured in all the seven programmes

has not changed with the addition of the skills from the core subjects.

From the above discussion it could be realised that the 10 most

common skills from the senior high school curriculum, the skills with more

than 30 frequencies, from their order of value, were the skills of appreciation

283 (17.4%); skills of understanding 241 (14.8%); skills of recognition 207

(12.7%); skills of awareness 170 (10.4%); skills of acquisition 116 (7.1 %);

skills of development 107 (6.5%); skills of application 58(3.6%); skills of

speech/communication 55 (3.4%); skills of description 46 (2.8%) and skills of

utilisation/using 40 (2.5%).

The senior high school curriculum, in sum, contains 56 skills of the

core subjects with a total frequency of 178; it also reveals a total of 59 skills of
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all the seven programmes w'th
I a total frequency of 1,458. The overall number

of skills contained in the senior high school curriculum reads 115 with an

overall frequency of 1,631.

Theoretical Propositions 1,2 and 3

1. The skills in the curriculum with the highest frequencies are an

embodiment of the application ofknowledge.

2. The skills in the curriculum with the highest frequencies are basically

within the affective domain.

3. The skills in the curriculum with the highest frequencies are basically

within the psychomotor domain.

At the lower level of the educational ladder, for example, at the junior high

and senior high school levels, the cognitive, affective and psychomotor

domains, depending on the programme one pursues, are highly considered. A

vocational oriented programme, for example, will use a lot of practical work

with a psychomotor domain standing out Non-vocational programmes will

focus on cognitive domain as against the psychomotor domain. Taking the

cognitive domain, as an example, this is how, in Table 17, Valley View

University (2005-2009) suggests a format for setting up examination questions

which indirectly shows the focus of teaching and learning:

Table 17 - Level ofEmphasis on Cognitive Levels for Examination

Cognitive domain Suggested percentage of le...-cls

100 200 300 400

40 20 10

30 20 10

20 30 30

10 20 30

Knowledge

Comprehension

Application

Analysis/synthesis, ,
00 10

Evaluation
20

10

10

20

30

30

II v:' University (2005-2009). Academic Bulletin. p. 45)
(Source: Va ey lew
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From Table 17 em h .. I'
, P aSls IS aid on the lower levels of the cognitive

domain. As one advances I"
, app IcatlOn of the knowledge is the area of focus.

The first ten skills of the senior high school curriculum with the highest

frequencies are appreciation, d d
un erstan ing, recognition, awareness,

acquisition development ap I' t' hi " . ., , pica IOn, speec commUniCatIOn, descnptlOn and

utilisation.

The first five skills with the highest frequencies constitute skills of

affective domain, particularly skills of valuing. These five skills have a

frequency value of 1,017 as against a frequency value of 306 of the cognitive

skills of development, application, speech, description and utilisation. It can be

concluded that the senior high school curriculum focuses on the skills of the

affective domain, particularly skills of valuing. None of the skills falls under

the psychomotor domain. The implication is that even the skills in the

vocational oriented subjects do not have much emphasis. Also, the skills in the

cognitive domain which focus on knowledge, comprehension, application,

analysis, synthesis and evaluation do not have any major place in the

curriculum.

Students' Acquisition of Skills from the Senior High School Curriculum

A curriculum is designed to contain the skills that students are to learn.

The senior high school curriculum contains certain skills that each student is to

acquire for the three year span. By the third year, it is assumed that every

. h h I arnt those skills In view of this three final year studentsstudent mig t ave e .

f h programmes were interviewed in order to determine
from each 0 t e seven

I dy acquired A total of twenty-one (21) students, ten
the skills they have a rea .

fi I P
articipated in this interview. The high, average and

males and eleven ema es,
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low performance of students were
considered before choosing the three

students from each programme. This
helped the researcher to get a

representative of the calibr f .
e 0 students who go Into the world of work or into

furtherance of their educ r Th
a Ion. ese students had already gone through the

senior high school curriculum and they were ready to sit for the West African

Secondary School Certificate Examinations (WASSCE).

Research Question Two: What skills do the senior high school students

acquire to enable them to secure employment or go into self-employment? In

response to research question two, an interview of twenty one graduating

students of Mawuli Senior High School in the Volta Region of Ghana was

conducted.

Interview of Students

The interview was based on Seidman's (1998) methodology. In this

methodology, the students' experience at the beginning of the programme was

put into context; their detail experience with the curriculum for the three years

was explored and the reflection on their experience in terms of employment

was also looked at.

Focused Life History of Students

The first part of the students' interview focused on their life history in

terms of their experience at the inception of the senior high school

Sel'dman (1998) opines that the focused life history of theprogramme.

the Contexts and experiences that preceded theinterviewee explores

.., . ce with the phenomenon. In view of this, the first part ofpartIcipant s expenen

., ht t find out students' experiences and expectations at the
the interview soug 0

in terms of employment, self-employment or
beginning of the programme
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furtherance of their educaf
Ion and also to find out whether they had still held

onto that decision,

Interview question 1: What wer .
e your expenences and expectations in terms

of employment, self-emplo
yment or furtherance of your education when you

started the senior high school programme?

In response to this f II hques lon, ate twenty one students, except those

students of the Business programme, said they wanted to further their

education. All the three students of the Business programme said they wanted

to do their own business, One emphasised on self-employment, another on

marketing (whether self-employed or employed) and the other on his own

business.

Interview question 2: Do you still hold onto that decision?

When the students were asked whether they were still holding onto

their decision of going into the world of work or into furthering of their

education, those who said that they wanted to further their education

responded positively while the students of the Business programme answered

negatively. In a nutshell, all the twenty one students concluded that they

wanted to further their education. This led to the third interview question.

Interview question 3: Assuming you are right away going to work after the

programme, what work will you like to do?

In response to this question, the students of the Agricultural

programme said they would like to enter into manufacturing company,

, d gr'lcultural industry respectively. Those of the Scienceeconomics an a

'd th Y would like to enter into the field of engineering; film
programme sal e

., d YJ'ob at all in any industry, In the field of Technical
(actmg) mdustry an an
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Drawing, the students said they pre"erred
II Electricity Company, electrical

engineering and any as . t .
SIS ance In any work place, as the lady said, as a girl I

can '[ start my own work. Surprisingly, one Business student said she would

like to go into nursing Anoth '" '"
. er Inlormant preferred workmg In a vocatIOnal

institution and the other helping her mom in carrying out her business in a

provision store. The students of the General Arts programme said they would

like to work in the Media House, the Movie Industry and also at the Movie

Industry respectively. Thus, two of them wished they could work at the Movie

Industry. The students in the Visual Arts programme would like to enter into

Graphic Design, Interior Designing and Decoration while those of the Home

Economics programme would prefer catering, self-employment in catering

and finally assistance to the parent in his hospital business.

Details of Students' Experiences with the Curriculum

The second part of the interview focused on the details of students'

experiences with the curriculum. Seidman (1998) says this second phase of the

interview helps reconstruct facets of the participants' experience. In this

section of the interview, the researcher wanted to find out the skills of the

curriculum that the students have acquired to enable them to go into the world

of work. It also involved practical related work skills in terms of visits to

. ., I's visits to the school, school related practicalindustries, mdustry personne

skills, etc.

d to find out initially the skills the students hadThe researcher wante

. I m that could help them to go into the employment
acquired from the curncu u

d I dy indicated above. This scenario led to the
of their interest that they ha a rea

. . w·
next question for the mtervle .
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Interview question 4' Wh t h .
. a are t e skills that you have acquired for these past

three years that will enabl
e you to do the job that you have chosen?

In response to this q t' .
ues Ion, It was realised that the students found it

very difficult to identitY the 'ft .
specl IC skIlls they had acquired in order to go

into the job of their interest. The followl'ng
responses in the respective

programmes attest to this. Students of the Science programme, for instance,

said they had a . d k'llcqUire SIS of public speaking, knowledge about tools and

knowledge in reading. Those students in the Technical Drawing programme

also said they had acquired many skills. One student said, I am very good in it

[electrical], repairing ofthings like iron, phones, etc. Another student said,jor

me I am good at installation work; I am good in terms oflighting system. The

other student also said, for me I know only the theory, I don't know the

practical; I am not good at the practical like how to fix things.

In the Business programme, one student claimed that in business world

we have learnt about factors of production; I take decision on my own.

Another student said that the skills he has acquired include good reading,

financial report, management in terms ofthe resources we have; also I have

an idea ofthe field I want to go to, what is involved in marketing, the channel

in marketing and production and my planning; I have a good planning. The

other student said a good customer relation and planning were the skills that

she had acquired.

. h d t the General Arts programme, one student put it thisWit regar 0

II I d 't have any personal skills but I am depending on
way, for me persona y, on

d t 'd that she had been taught, in economics, how to
my talent. Another stu en sal

I e certain things "yes and it has helped me to
think critically, how to ana ys '
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think; it has helped t· .me 0 commUnicate very well and to handle Issues other

people cannot do. The third student said she could also think critically. Again,

in the area of Home Economics, the first said she had done a lot of practical

work in terms of table setting. She had also learnt a lot in planning. The

second student said she had learnt about decoration, thus garnishing, planning

and how to customise and to know the number of quantity one person may

need. Finally, the third person claimed that he would like to help his dad in a

hospital and that the hospital aspect is about the knowledge I have in my

academic and by the help ofmy dad I will be able to come out with success.

Closed Quantitative Interviews

The researcher observed from the interview that the students found it

very difficult to identify the skills that they had acquired. None of the students

could identify more than five of the skills as indicated in the syllabus. In view

of this, the researcher used a closed quantitative interview. In this interview,

responses were fixed and respondents chose from among these fixed responses

(Patton, 1980). Specifically, the 'scale' was used. In this procedure, the skills

in each of the programmes were rated and each respondent was to respond to

them by indicating his or her familiarity with such skills. The individual's

response was thus located on a scale of fixed alternatives. According to

Cohen, Manion and Morrison (2007), the use of this technique along with

open-ended questions is a comparatively recent development and means that

scale scores can be checked against data elicited by the open-ended questions.

This led to the next interview question.

Interview question 5: What is your familiarity with the skills in the

. I ? Now take the following pieces of sheet that contain the skills incurncu urn.
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the curriculum of the . h' h .semor Ig school programme. You are gomg to select

from 0 - 4 in terms of yo " 'I" .h' ..ur laml lanty WIt the skill: [0 = not familiar at all; I

= less familiar; 2 =familiar; 3 =more familiar; 4 =most familiar].

A detailed explanation of the skills was given to the students before

they made any selection. The selection was also based on their familiarity or

otherwise. The interview interaction with the students was recorded and

subsequently transcribed. The coding of the responses followed and this

helped in the counting ofthe frequency of occurrence of each skill.

In order to determine the frequencies of skills with which they were

familiar or otherwise, a simple numerical or statistical analysis using

Microsoft Office Excel was used. This process gave the total number of skills

that the students were familiar with as against the total numbers of skills

identified through the content analysis. The summary of the main features of

each programme was given together with the visual representation in the form

of graphs.

Students' Acquisition of Skills in the Agricultural Programme

There were a lot of skills identified in the syllabus of the Agricultural

programme. There were, in all, twenty seven (27) of them. This figure was

based on the result of the content analysis. The total number of frequency in

terms of students' familiarity with the skills was sixteen (16). Thus, the four

subjects of the programme with the highest ranking figure of four gave the

figure sixteen. This figure of sixteen was then multiplied by the total number

of skills that students were familiar with in order to arrive at four hundred and

thirty two (432) skills. So, in all, there were four hundred and thirty two (432)

skills in the Agricultural programme representing hundred percent (100%).
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Out of the 432 (100%) skills in the Agricultural programme, student

'A' had acquired two hundred and eighty eight (288) skills representing

66.7%. Student 'B' also acquired two hundred and ninety seven (297) skills

representing 68.8%. The third student, student 'C,' acquired two hundred and

thirty five (235) skills which represent 54.4%. It can be concluded that the

students have acquired a lot of the skills embedded in the Agricultural

programme. These frequencies and students' acquisition of the skills together

with the percentage weight are illustrated in Table 18 below.

Table 18 - Frequency ofSkills Students Acquire in the Agricultural

Programme

Students Total Frequency Frequency of Students' Percentage

acquisition of skills

A

B

c

432

432

432

288

297

235

66.7

68.8

54.4

(Source: Researcher's construct)

The figures in Table 18 suggest that the students in the Agricultural

h e acquired most of the skills enshrined in the curriculum. If theprogramme av

. I . fi II established as relevant then the students have learnt mostCUrriCU urn IS ma y

k'll . the Agricultural programme. The first ten of the mostof the relevant SIS m

frequently learnt skills are presented in Figure 17.
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Figure 17. Skills Students Acquired in the Agricultural Program~e

The first ten skills in the order of magnitude that the students in the

Agricultural programme have acquired are the following: Student 'A': Skills

of communication (5.6), demonstration (5.6), understanding (5.2), planning

(4.5), measurement (4.5), development 4.2), familiarity (4.2), adoption (4.2),

recognition (4.2) and awareness (4.2). Student 'B': the skills of maintenance

(5.1), identification (4.7), showing, familiarity, management, demonstration

and recognition all together as (4.4), communication (4.0), etc. Student 'C':

skills of measurement (6.8), communication (6.4), prediction and familiarity

(5.5), planning and interpretation (5.1), demonstration (4.7), etc.

Students' Acquisition of Skills in the Science Programme

In all, there were thirty four (34) skills in the science programme. The

total number of frequency in tenus of students' familiarity with the skills was

sixteen (16). Thus, the four subjects of the programme with the highest

ranking figure of four gave the figure sixteen. This figure of sixteen was then

multiplied by the total number of skills to arrive at five hundred and forty four

(544) skills representing hundred percent (100%).
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Out of the 544 (100%) skills in the Science programme, student 'A'

had acquired three hundred and forty one (341) skills representing 62.7%.

Student '8' also acquired two hundred and forty eight (248) skills representing

45.6%. The third student, student 'C,' acquired four hundred and ten (410)

skills which represent 75.4%. It can be concluded that students 'A' and 'C'

have acquired a lot of the skills embedded in the Science programme.

However, student 'B' acquired below 50% of the skills. These frequencies and

students' acquisition of the skills together with the percentage weight are

illustrated in Table 19 below.

Table 19 - Frequency ofSkills Students Acquire in the Science Programme

Students Total Frequency Frequency of Students' Percentage

acquisition of skills

A

8

C

544

544

544

341

248

410

62.7

45.6

75.4

(Source: Researcher's construct)

The figures in Table 19 suggest that two of the students have acquired

most of the skills in the Science programme. However, one of the students

acquired the skills that are below average. The figures in the table above are

presented visually in Figure 18.
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Figure 18. Skills Students Acquired in the Science Programme

The fIrst ten skills in the order of magnitude that the students have

acquired in the Science programme include: Student 'A': Skills of drawing

(4.7), fInding (4.1), ability (3.8) and the skills of identifIcation (3.8). The

remaining skills, thus, calculation, resolution, distinguishing, description,

acquisition and application have equal value of 3.5. Student 'B': the skills of

distinguishing (5.2), demonstration (4.4), drawing (4.0), recognition (4.0),

awareness (4.0), solution (3.6), carrying out issues (3.2), writing (3.2),

prediction (3.2) and identification (3.2). With student 'C,' the fIrst eight skills

have the same value of 3.4; these are calculation, distinguishing, ability,

description, identification, understanding, relation and appreciation. The

remaining two - differentiation and solution - have frequency value of3.2.

Students' Acquisition of Skills in the Technical Drawing Programme

The Technical Drawing programme contains twenty three (23) skills.

The total number of frequency in terms of students' familiarity with the skills

was sixteen (16). This fIgure of sixteen is then multiplied by the total number
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of skills to arrive at three hundred and sixty eight (368) skills representing

hundred percent (100%).

The skills that student 'A' acquired for the three years were one

hundred and thirty two (132) and this represents a percentage of35.9. Student

'B' also acquired two hundred and seventy one (271) skills representing

73.6%. The third student, student 'C,' acquired one hundred and ninety seven

(197) skills which represent 53.5%. It can be concluded that students 'B' and

'c' have acquired a lot of the skills embedded in the Technical Drawing

programme. However, student 'A' acquired below 50% of the skills. These

frequencies and students' acquisition of the skills together with the percentage

weight are illustrated in Table 20 below.

Table 20 - Frequency ofSkills Students Acquire in the Technical Drawing

Programme

Students Total Frequency Frequency of Students' Percentage

acquisition of skills

A

B

C

368

368

368

132

271

197

35.9

73.6

53.5

(Source: Researcher's construct)

The figures in Table 20 suggest that two of the students have acquired

most of the skills in the Technical Drawing programme. However, one of the

students acquired the skills that are below average. The figures in the table

above are presented visually in Figure 19 below.
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Figure 19. Students' acquisition of skills in the Technical Drawing programme

The first ten of the skills that the students have acquired in the

Technical Drawing programme have been selected in order of magnitude.

They are presented for the three students interviewed. Student 'A' has

acquired the skills of representation (8.3), drawing (6.8) and the skills of

differentiation (6.8). The next four skills, those of solution, listing, resolution

and awareness, have the same value of 5.3 and the remaining three, the skills

of writing, explanation and application, have the frequency values of 4.5.

Student 'B,' on the other band, has the skills of drawing, calculation,

resolution, distinguishing and understanding with the same frequency value of

5.2. Three of the remaining five, application, relation and awareness, have a

frequency value of 4.8. The following three skills, resolution, appreciation

and awareness, have the same frequency value of 5.6. Again, the next three

skills, namely, writing, explanation and determining, have the frequency value

of 5.1 with the tenth skill, 'finding' with the rate of 4.6.
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Students' Acquisition of Skills in the Business Programme

The total number of skills in the Business programme is eleven (II).

This gives a total of one hundred and seventy six (176) frequencies of skills in

the Business programme. This figure represents hundred percent (100%).

The first student, student 'A,' acquired a total of seventy (70)

frequencies of skills and this represents a percentage of 39.8. Student 'B' also

acquired one hundred and thirty (130) skills representing 73.9%. The third

student, student 'C,' acquired ninety nine (99) skills which represent 56.3%. It

can be concluded that students 'B' and 'C' have acquired a lot of the skills

embedded in the Business programme. However, student 'A' acquired below

50% of the skills. These frequencies and students' acquisition of the skills

together with the percentage weight are illustrated in Table 21.

Table 21 - Frequency a/Skills Students Acquire in the Business Programme

Students Total Frequency Frequency of Students' Percentage

acquisition of skills

A

B

176

176

70

130

39.8

73.9

C 176 99 56.3
(Source: Researcher's construct)

The figures in Table 21 suggest that students 'B' and 'C' have acquired

I k'll' the Business programme. However, student 'A' hasmost of t le SIS 10

. k'll th t re below average. The figures in the table above areacqUIred the SIS a a

presented visually in Figure 20 below.
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Figure 20. Students' Acquisition of Skills in the Business Programme

The total of the skills in the Business programme are eleven. Student

'A' has acquired, in a fonn of magnitude, the skills of acquisition (12.9),

recognition and awareness (11.4), identification and appreciation (l0.0),

computing, knowing and understanding (6.8), development (7.1) and

predisposition and ability (5.7). Student 'B,' on the other hand, acquired, in a

hierarchical order, skills of knowing (12.3), understanding (11.5),

development, identification and acquisition (10.0), computing (9.2), ability

(8.5), predisposition, recognition, and appreciation (7.7) and fmally, awareness

(5.4). Student 'c' also acquired the following, in a magnitude form, skills of

understanding (16.2), appreciation (13.1), recognition (ILl), knowing,

acquisition and awareness (10.1), computing, ability and identification (8.1),

development (5.1) and finally, predisposition (0.0).

Students' Acquisition of Skills in the General Arts Programme

The General Arts programme has twenty skills and this gives us a total

frequency of three hundred and twenty skills and this represents 100%. Out of

this number, Student 'A' acquired two hundred and nine skills (209)
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representing 65.31%. Student 'B' also acquired one hundred and eighty nine

(189) and this gives a percentage value of59.1. Student 'C,' on the other hand,

acquired one hundred and eighty eight (188) skills with a percentage value of

58.8). These frequencies and students' acquisition of the skills together with

the percentage weight are illustrated in Table 22.

Table 22 - Frequency ofSkills Students Acquire in the General Arts

Programme

Students Total Frequency Frequency ofStudents' Percentage

acquisition of skills

A 320 209 65.3

B 320 189 59.1

C 320 188 58.8
(Source: Researcher's construct)

The figures in Table 22 suggest that all the students have acquired

most of the skills in the General Arts programme as they all have acquired

above 50% of the skills in the syllabus. The figures in Table 22 above are

presented visually in Figure 21 below.

• Total frequency of skills

• Skills students acquire
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Figure 21. Students' AcqUlsl 0
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The first ten skills of th G I .
e enera Arts programme acqUIred by each of

the three students interviewed are as follows: Student 'A' acquired the skills of

description (6 7) d
. , exposure an speech (6.2), questioning/answering,

expression and ability (5.7), summary, restructuring, explanation and

communication (5.3). Student 'B,' has three groups of skills, the first been

only one, thus recognition (6.3), and the second group is made of two skills,

restructuring and appreciation (5.8) while the remaining group contains the

skills of exposure, questioning and answering, expression, summary, showing,

description and identification (5.3). The first ten skills that Student 'C'

acquired, in a hierarchical order, restructuring (6.9), summary and

understanding (6.4), speech and appreciation (5.9), questioning and answering,

locating and analysing, explanation, ability and showing (5.3).

Students' Acquisition of Skills in the Visual Arts Programme

The total number of skills identified in the Visual Arts programme was

eleven. In terms of frequency for the four subjects, there was a total frequency

of one hundred and seventy six (I76) skills representing 100%. The first

student interviewed, student'A,' acquired ninety seven out of the total and this

represents 55.1 %. Student 'B' also acquired ninety two (92) out of the total

and this represents 52.3%. Student 'C,' on the other hand, acquired one

hundred and seven (I07) skills with a percentage value of 60.8. These

fi . d tudents' acquisition of the skills together with the percentagerequencles an s

weight are illustrated in Table 23.
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PercentageFrequency ofStudents'

acquisition ofskills

Table 23 • Frequency oi'SJ-"ll co .J
~ 1U s ~tuuents Acq· . h 17.Ulre In t e y isual Arts Programme

Students Total Frequency

A 176
97 55.1

B 176
92 52.3

C 176
(Source: Researcher's construct) 107 60.8

The figures in Table 23 suggest that all the students have acquired

most of the skills' th V·
m e Isual Arts programme as they all have acquired

above 50% of the skills in the syllabus. The figures in Table 23 above are

presented visually in Figure 22.
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Figure 22. Students' Acquisition of Skills in the Visual Arts Programme

Since all the skills identified in the Visual Arts programme are eleven,

all of them are arranged in an order of magnitude in reference to students'

acquisition of such skills. Student 'A' acquired the skills of application (13.4),

acquisition (12.4), understanding, recognition, appreciation, and awareness

(I 0.3), identification (8.2), reflection (7.2), exposure and ability (6.2) and

finally, development (5.2). Student 'B' bas also acquired the skills of
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acquisition, application d . .
an appreciatIOn (12.0), awareness (10.9), exposure,

identification and und t d' ( .
ers an mg 8.7), development (7.6), and reflectIOn,

ability and recognition (6.5). Student 'C' also acquired, in a hierarchical order,

understanding (12.1), acquisition (11.2), identification and recognition (10.3),

application, appreciation and awareness (9.3), ability and development (8.4),

exposure (6.5) and finally, reflection (4.7).

Students' Acquisition of Skills in the Home Economics Programme

There are as many as thirty four skills in the Home Economic

programme. Taking each of the four programmes into consideration, there is a

total of frequency of five hundred and forty four (544) skills which represent

100%. Three students were interviewed. The first student, Student 'A'

acquired a total of three hundred and ninety (390) skills and this represents

71.7%. The second student, Student 'B,' also acquired four hundred and

seventy two (472) skills representing 86.8%. Student 'C,' acquired four

hundred and eight (408) skills and this gives a percentage value of 75. These

frequencies and students' acquisition of the skills together with the percentage

weight are illustrated in Table 24 below.

Table 24 - Frequency o/Skills Students Acquire in the Home Economic

Programme

Students Total Frequency Frequency of Students' Percentage

acquisition of skills

A 544 390 71.7

544 86.8

75.0107

92
B

C 544
(Source: Researcher's construct)
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The figures in Tabl 24 h .e s ow the highest acquisition of skills so far as

the percentage values demonstrate. The Table shows that all the three students

were able to acquir boeave average hence most of the skills have been

acquired. The figures in Table 24 above are presented visually in Figure 23.
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Figure 23. Students' Acquisition of Skills in the Home Economics Programme

An observation of the skills that students have acquired in the Home

Economic programme shows a certain pattern. For example, in establishing

the first ten skills, Student 'A' acquired a value of4.1 for five of the skills and

a value of 3.6 for the remaining five of the skills. The first five are judgement,

restructuring, exploration, planning, and identification. The following five

others are practice, conservation, examination, ability and acquisition. A

similar pattern is seen with Student 'B.' The first skill, awareness contains a

value of 3.4 and the next five skills have the same value of 3.2 and these are

practice, judgement, ability, exploration and application. Those with a

frequency value of 3.0 include the following: conservation, examination,

exposure and locating and analysing.
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Discussion of the Skills Students have Acquired

One of the major research questions the study sought to address was,

"What skills do the senior high school students acquire to enable them to

secure employment or go into self-employment?"

In all, there were twenty one (21) students who were interviewed and

out of this number, eighteen (18) of them had acquired a frequency of skills

above 50% of the skills contained thereof in the curriculum. Only three

students in Science, Business and the Technical Drawing programmes

acquired a frequency of skills below 50%. This picture of the total skills in the

curriculum and the total frequency of students' acquisition of skills (based on

the rank scale) are visually presented in Figure 24.

Table 25 - Total Skills Students Acquired Against Total Skills in the

Curriculum

Programmes Total frequency of skills Total frequency of

in the curriculum skills students acquire

Agriculture 1296 820

Science 1632 999

Technical Drawing 1104 600

Business 528 299

General Arts 960 586

Visual Arts 528 296

Home Economics 1632 1270

4870

(Source: Researcher is construct)
Total 7680
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Another major concern that the study sought to look at was to compare

the empirical data with the theoretical propositions 4 to 12 (Table 8). Yin

(1994) is strongly in support of the use of theoretical propositions because

their usage, according to him, provides a framework against which to compare

and contrast the empirical data.

Theoretical Proposition 4

The first ten highest frequencies ofskills in the curriculum are the same first

ten highest frequencies ofskills the students have acquired

In order to respond to the theoretical proposition 4, the first ten skills

with the highest frequencies from each of the students interviewed were used.

There were 21 interviewees, three each of the seven programmes. There were

in all 210 skills from all the seven programmes. Out of the 210 skills, the first

ten skills with the highest frequencies are presented in Table 26.

Table 26 - The First Ten Skills with the Highest Frequency Students have

Acquired

Skills
Drawing

Understanding

Identification

Ability

Awareness

Recognition

Appreciation

Acquisition

Application

Description

(Source: Researcher's constrllct)
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439

143

135

131

116

110

108

93

80

73
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From Table 26 one c d d h
' an e uce t at the highest frequency ofskill is

drawing and the least fth· ..
o em IS descriptIon. The skills in Table 26 together

with their Correspond·" .
mg Irequencles are presented in Figure 25.

Frequency

drawing

understanding

identification

ability

awareness

recognition

appreciation

acquisition

application

description

439
143

135

131

116

110

108

93

0

~/~

• Frequency

o 100 200 300 400 500

Figure 25. The First Ten Skills with the Highest Frequency Students have
Acquired

The first ten skills with the highest frequencies that the students have

acquired are compared with the first ten skills with the highest frequencies in

the curriculum. The first ten skills with the highest frequency in the

curriculum are presented here again in Figure 26 for comparison.

Frequency

appreciation

understanding

recogn ition

awareness

acquisition

development

application

speech

description

utilisation

2~

041

207.
171

116

107

58

55

46,... flO

3

• Frequency

o 50 100 150 200 250 300

. F· t T Skills with the Highest Frequencies in the Curriculum.Figure 26. The Irs en
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It was found out fro th . .
m e senIor hIgh school curriculum that the first

ten skills with the highest frequencies fell under the affective domain,

particularly the level of I·
va umg. It was also realised that none of the skills

with the highest freq . " II
uencles Ie under the psychomotor domain. The

implication is that even th k·11 . .
e SIS m the vocatIOnal oriented subjects do not

have much emphasis Also th k·ll . h . . ... ,e SIS m t e cognIttve domam whIch focus on

knowledge comprehensio I·· . . ., n, app IcatlOn, analYSIS, synthesIs and evaluatton do

not have any major place in the curriculum.

The first ten skills with the highest frequencies that the students have

acquired are not the same as the first ten skills with the highest frequencies in

the curriculum. Six of the skills (understanding, recognition, awareness,

acquisition, application and description) are the same. Three of them (ability,

identification and drawing) can be found among the first ten skills with the

highest frequencies that the students have acquired but they are not among

those first ten skills with the highest frequencies in the curriculum. Also, there

are three of the skills (development, speech and utilisation) among the skills in

the curriculum but not among those the students have acquired. Psychomotor

domain featured most in the skills that the students have acquired. The skills

that constitute cognitive domain include identification (135), application (80)

and description (73), giving a total frequency of 288. Those that constitute

affective domain are understanding (143), ability (131), awareness (116),

recognition (110), appreciation (108) acquisition (93) which together give a

total frequency of701. Even though the psychomotor domain with its skills of

d
. "tu· g as the highest it was the only skill with a frequency of 439.rawmg lea rm '

h fi b concluded that the skills with the highest frequencies that
It can, t ere ore, e
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the students acquired fell d
un er the affective domain just as those of the

curriculum.

Theoretical Propositions 5 and 6

Students acquire J"ob tra" 'kill S/nmg s s. tudents acquire 'job readiness' skills.

Anderson and Gantz (2013) distinguish between 'job training' and 'job

readiness' skills. According to them 'job readiness' skills and competences

that support a well-developed, civically competent students are the skills that

will be widely in demand by employers in 2020. These are the skills that equip

the student with the necessary skills for employment and self-employment.

The 'job training' skills, on the other hand, deal with on-the-job training

before one qualifies to be taken on.

The analysis of the senior high school curriculum revealed that the

skills the students were supposed to learn were 'job readiness' skills. They are

broad based skills; however, the emphasis is on non-application of knowledge

because most of the skills with the highest frequencies fall under the affective

domain. It can, therefore, be concluded that though the curriculum contains

'job readiness' skills, the students graduate with 'job training' skills because

they have not adequately applied their knowledge to situational contexts.

Theoretical Proposition 7

Students acquire both theoretical and practical skills embedded in the

curriculum.

The senior high school curriculum, through the various syllabi, more

. 11th actical ones such as Science, Agriculture, Technical Drawing,especla y e pr

E . etc recommend almost equal teaching of theory andHome conomlCS, .
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practical periods. Table 27 b I .
e ow Illustrates an example of this concept with

the Agricultural programme:

Table 27 - Teaching and P t' l . .rac lca perzods In the Agricultural Programme

Subjects No of periods time/each theory practical

General Agriculture 6/week 40mns 3 periods 3 periods

Animal Husbandry 6/week 40mns 3 periods 3 periods

Chemistry 6/week 40mns 4 periods 2 periods

Physics 6/week 40mns 4 periods 2 periods

(Source: GE, 2010. The syllabus/or the Agricultural programme).

Table 27 reveals similarities among the subjects of the Agricultural

programme in terms of the number of periods, time, theory and practical.

Apart from Chemistry and Physics which have the periods for theory more

than the practical, the rest are the same. The interview with students has,

however, revealed that apart from Home Economics, theory supersedes that of

practical work. This is how three students in the Agricultural programme

responded to the following interview questions (Interview Question 6):

Interviewer: Which one, the theory or the practical, supersedes the

other?

Interviewee I: The theory supersedes the practical.

Interviewee 2: Yes, the theory supersedes the practical.

Interviewer: But in the syllabus theory is supposed to have the same

number ofperiods, e.g. three periods each. From what

you have gone through, what percentage will you give

to both theory and practical?

Interviewee I: 70% theory, 30% practical.
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Interviewee 3' 95% th• 0 eory.

Interviewee 2: 85% theory.

Three Science students I . .
a so gave Similar responses without figures:

Interviewer' In term ,I"th .. s oJ eory and practical, do you think you have

equal number ofperiods as suggested by the syllabus?

Interviewees 4, 5, 6: No

Interviewer: Which one supersedes the other?

Interviewee 4: Theory supersedes practical

Interviewer: But which one do you want?

Interviewee 5: We want equal balance

Interviewees 4, 6: Yes.

The interaction with the students through the interview and considering

what is clearly stated in the syllabus one can conclude that there is no match

between what is in the syllabus and what is being perfonned through teacher-

learner interaction. It is therefore established that students acquire more

theoretical skills than practical skills.

Theoretical Propositions 8 and 9

8. Students acquire cross-functional skills.

9. Students acquire specific occupational skills.

Cross-functional skills, also known as soft skills, are skills for all types

ofjobs (Anderson & Gantz, 2013), They are the skills that can help one to get

any job in any occupation, Occupation specific skills, according to Anderson

and Gantz, are those skills that are specific to individual positions such as

, k'ils skills for health care or professionals and skills requiredprogrammmg s I ,

for trade such as electrician and plumber,
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The content analysis fth . .
o e semor high school curriculum has revealed

both cross-functional and . .
occupation specIfic skills. The interview conducted

with employers confirmed th t th k'll '
a e SIS In the curriculum are mostly required

by employers. Anderson and Gantz (2013:2) reiterate that, "Those skills,

widely considered as 'soft' skills are commonly reflected in nearly all

occupations but will be in particular demand in jobs that are both high growth

and well above the median in salary potential." Some of these soft skills, in

terms of oral and written communication skills, are enshrined in the core

courses such as the English Language, Mathematics, Integrated Science,

Information and Communication Technology and Social Studies. When these

skills combine with a more flexible occupation specific elective programmes,

students' versatility is very high.

Theoretical Propositions 10, 11 and 12

10. Students acquire the skills ofthe world ofwork through direct involvement

in the workplace.

II. Students acquire the skills ofthe world ofwork through visits to industry

experts, employers, employees and self-employed to the school.

12. Students acquire the skills ofthe world ofwork through visits to private

and public enterprises and community organisations.

These three theoretical propositions aim at one thing: bringing the

industry into the classroom and taking the classroom to the industry (ACARA,

f the interview with the students indicates that the2013), The outcome 0

, 'th curriculum to invite employers, employees, self-recommendatIOn In e

. 'ndustries to the schools was really dysfunctional.employed and experts In I

, ti students' visits to work places, industries, private
Again, recommendatIOns or
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and public enterprises and c .
ommumty organisations were not being

implemented. The followin inter' .
g actIOn wIth the students through an interview

confirms this (Interview 7, 8 and 9).

Business programme:

Interviewer:
Now do you remember any time in your life since you started

this programme to have had the opportunity to work under the

supervision of an employer i.e. from Form One to this level,

Form three?

Interviewee IO: No

Interviewee 11: No

Interviewee 12: Yes

Interviewer: Ifyes, describe the scenario.

Interviewee 12: Yes, my Auntie, she goes outside to buy goods. On vacation I

work in her shop. Sometimes I go to the house and anytime I

am there I work. She teaches me how to relate to customers;

customer relation and how to relate to customers. I allow them

to sit down

Interviewer: Ok. The next question will be this: Did you ever have experts

from industries, or employers coming here to visit to give a talk

or to talk on a topic?

Interviewee 10: Eh no. Eh, we ever had our past students who have held

positions.

Interviewer: Ok, let's take for example a banker coming to talk about the

skills involved in banking?

Interviewees 10, 11, 12: Oh, no.
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Interviewer:
So Officially the sch I h "

00 as not invIted any expert to give a

talk?

Interviewer:

Interviewees 10 11 12' AT, , . iVO

But have you also had the opportunity to go to the industries to

know how they are working?

Interviewees 10, 11, 12: No.

This procedure of interview to find out whether we "bring the industry into the

classroom and take the classroom to the industry" went through all the seven

programmes but the responses were negative. It can therefore be concluded

that the recommendation in the curriculum of linking schools and industries, in

effect, does not work.

Reflection on the Meaning of Students' Experience

Reflection on the meaning of students' experience is the third and final

structure of Seidman's (2006) phenomenological interview methodology. It

serves, Seidman posits, as an opportunity for the individual to put the

experience into the proper personal context. This study sought to find out from

the students whether those three years' experience in school would enable

them to go into employment and self-employment. This therefore led to a

major interview question.

Interview question 10: What have your three years' experience taught you

about employment opportunities after senior high

school programme? Do you think after senior high

school those students who will not be able to continue

h ' 'b?can get jobs to do or start t elr own)o s.
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Responses from H
orne Economics Students:

Interviewee 20' Yes it 'll b
. ,WI e very difficult to get job to do and the job also

they will get will n I II
a pay we because these days everything is

IT IT so you h ." ave 10 contznue so that you get a well-paidjob,

Interviewer: Y; I
our exp analion shows that your answer is No.

Interviewee 20' Yes it' 'M 'b. , IS a ecause they will find it difficult to get jobs.

Interviewer: Are you t l h' k' ...no a so I zn zng about InitIaling your own job after

SHS, or you think when you continue that is when you can

initiate your ownjob?

Interviewee 20: You can initiate your job; you have to starl with a little capital

before it becomes a big capilal.

Interviewer: Ok, that's good. What about you? Can you start with your own

business?

Interviewee 21: Yes, I can start

Interviewer: Ifyes, do you see it cut across that anyone who compleles SHS

can enter into the world ofwork to work?

Interviewee 21:Yes, it is highly possible. It depends on the work the person is

going to do. Students in the other programmes cannot do a

work that is highly paid compared to Home Economics because

this course will make yOll, eh the skills we have acquired will

make you set up your own enterprise/restaurant and the

proceeds you will be getting will be more than the others in the

other programmes because .. , but the best thing is to fllrther

your education and be stable so with that education they can go

into many places.
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Interview with Science students

Interviewer: Hi h
ow t at you have al tji' hmas mls ed your programme, what have

your three years' experience taught you about employment

opportunities after s . h' h hemor 19 sc 001 programme? Not you per

se but those who co I t S'uS bmp e e n, ut may not want to continue?

Interviewee 4' The 'll .. y WI gam employment but the salary will be

small.

Interviewee 5: I will teach.

Interviewer: When you complete SHS can you teach?

Interviewee: 4, 5. 6: Yes

It was revealed from the interview that it is possible for every senior

high school graduate to gain employment and/or initiate his or her own job.

However, the sort of job will mostly not pay. The experience for the three

years of the senior high school shows that if it becomes necessary that the

graduating students can no longer continue their education, it is possible for

them to get something doing though the remuneration would be minimal.

Research Question Three: What are the views of employers on the skills

contained in the senior high school curriculum? In order to ascertain the views

of employers about the relevance of the senior high school curriculum, the

selected employers were asked to rate the skills in the curriculum. They were

also asked to establish the similarities between the first ten skills with the

highest frequency in the curriculum and those first ten skills with the highest

fi th t ployers have rated of the curriculum. In each of these two
requency a em

el or companies for each of the seven programmes of
processes two personn
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the senior high school curriculum . .
were Interviewed. Fourteen personnel were

therefore interviewed.

Employers' Rating of the Skills in the Curriculum

The researcher thro h th
, ug e content analysis, was able to identify the

skills in the curriculum I d d .
. n or er to etermIne the relevance of such skills, the

employers were asked to rate them. An interview schedule was used. In this

interview schedule, a closed quantitative interview was adopted. In a closed

quantitative interview, "questions and response categories are determined in

advance. Responses are fixed; respondent chooses from among these fixed

responses." (Patton, 1980: 206). A rating scale of skills not required [0], skills

less required [I], skills required [2], skills mostly required [3] and skills highly

required [4], at work places was used. Cohen, Manion and Morrison (2007)

opine that the use of this technique along with open-ended questions is a

comparatively recent development and means that scale scores can be checked

against data elicited by the open-ended questions. The use of the rank scale

was to help in responding to the theoretical proposition 13:

Theoretical proposition 13: Employers rate all the skills in the curriculum as

relevant.

A transcription of the data from the interview was made and sorted out

into themes or key headings or areas and coded, through the use of Nvivo 8.

Through the use of 'Tree Nodes,' each category of the responses was coded.

This was followed by the counting of frequencies of the occurrence of each

. d th mes were then noted together with the total frequencies
skIll. Patterns an e

. A' I umerical data for analysis was obtained and analysed
of the skills. simp e n

in the form of tables as may be seen from Table 28.
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Table 28 - Emplo "
'Yers Views on th R I

e e eVance olth Sk'll 'e I s In the Curriculum

Programmes Companies
No. of Overall Total Total freq. %

Skills Frequencies of employers
Agriculture a) Fishing industry

Cape Coast '
27 108b) Estate Farm 72 67

Valley View University 27 108 77 71
Science a) Centre for Scientific Medical

Re~earch, Mampong, 34 136 122 90b) SCience Department,
Valley View University 34 136 80 59

Technical a) Agorwu Furniture, Accra 23 92 56 61Draw b) Alizoo Entreprise, Accra 23 92 67 72

Business a) Business Department,
Valley View University II 44 28 64

b) Centre for Scientific Medical
Research - Mampong II 44 31 70

General a) Pentecost Press, Accra 20 80 58
Arts b) Physical Plant Department

73

Valley View University 20 80 36 45

Visual a) Pentecost Press, Accra II 44 31 70
Arts b) Pentecost Press, Accra II 44 29 66

Home a) Catering Service, Valley
Economics View University 34 136 65 48

b) Forest Hotel, Dodowa 34 136 67 49

(Source: Researcher's construct)

Table 28 reveals the frequency of skills that employers rate as required

or otherwise at their work environment. The rating scale, as indicated above,

was used and the analysis of the data revealed that there was none of the skills

that was rated as 'Not Required.' All the skills in the curriculum were either

less required, required, mostly required or highly required. Apart from three

out of the fourteen organisations which rated the skills with a frequency of 36
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(45%), 65 (48%) and 67 (49%
0) for General Arts, Visual Arts and Home

Economics respectively th ..
, e remammg eleven organisations rated the skills

beyond 50%. The higher the fi
requency the h' h h' ., Ig er t e skills are required. For

instance, one Doctor at the Ce '.
ntre for SCientific Research into Plant Medicine

rated the skills in the Sc'
lence programme as high as 122 (90%) out of 136

(100%). This is what the D .
octor said When he was asked whether the skills in

the curriculum mightb' .
e requIred or considered for employment:

You see, anything science is hi h A .
varied and m h' g. . ny, you see our sCientific disciplines are
scienti IC di a~y.so anyt mg sCience. is h~gh. I said because we do different

.ifi sClplmes - we have bIOlogical related, agricultural related
chemistry rela~ed- so all these science related skills, we rate them very high. '
!o be frank.wlt~ you even junior high school syllabus, the kind ofthings that
IS the~e, their sCience syllabus, the sort ofskills or content that is there, if they
take time to teach and understand it very well, they are very very valuable'
you see but it's just a.rush. The students pass through and come out as if the;
have not learnt anythmg. You see, but the kind ofthings that is with the junior
high school science syllabus is a lot.

On the question of unemployment of senior high school graduates, the Doctor

lamented bitterly as:

We need to put politics out ofeducation and leave education for educationists
and technocrats. You see, when we do that it will help a lot, It is the rush. It is
the rush. It is rush and then also, you know a lot ofpeople pass the senior high
school examination and only afew get the opportunity to go to the university.
A lot ofpeople who go to the university, only a few of them get the courses
they want to pursue and because ofthat the major emphasis ofthe senior high
school programme is just to pass the exam in order to get the course you want
to pursue at the university. Ifwe have a lot ofuniversities, especially public
universities where we don't pay as much as the private ones so that students
have a lot ofoptions, there wouldn't be so much emphasis on getting certain
grades in order to get certain course; th~t will relieve the p:ess~re.

You see, what is happening is that even ifyou ~ake the semor high schoolfo~r

years and you introduce even more practical courses, the students will
emphasise the theory because they are targeting certain courses at the

university. d h k'll 'I .
Some of the employers also rate t e SIS as ess required.'

A d
· t th I't was not because of the irrelevance of the skills butccor 109 0 em,

b h k 'II ern to be above the students' level so they would not be
ecause t e SIS se
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able to apply them. For example, an Accountant at the Centre for Scientific

Research into Plant Medicine noted:

You see, they rush them through the course. For example, I know for those
who do accounting, costing, it is almost like the A 'level or o 'level. Some of

these skills may be less required because the skills seem to be beyond their

capabilities. For example, "recognition of the social, ethical and legal
responsibilities" is beyond their capabilities. The syllabus is detailed and the

child cannot get the knitty gritty ofall these so it is like chew, pour and forget.
So, when they finish and come out they don't know practically anything as

compared to those who were offering the 0 'level and A 'level. But these senior

high graduates when they come they are given every explanation yet they
don't understand.

The Human Resources Manager at the Pentecost Press commented on the

curriculum as follows:

Generally, the skills are very important because they can be applied at

the work place. Ifonly they have time to learn all these. But the students come

out as if they have not learnt enough. These skills seem to be more detailed

than the previous ones, for example, during our times. So in short I will say

that the skills are okay, they are relevant.

Similar comments about the detailed nature of the curriculum were

made by many of the employers. The major problem they observed was that

the students are usually rushed through the curriculum; hence, they are not

able to grasp those detailed skills embedded in the curriculum. It can therefore

be concluded that the skills in the curriculum are relevant hence the senior

high school curriculum is relevant. Thus, the employers rate the skills in the

curriculum as relevant.

The second major aspect of employers' rating of the skills in the

. I was to find out the similarities between the skills that have thecurncu urn

h tl t mployers have rated ashighest frequencies in the curriculum and t ose 1a e

the highest. This led to the fourteenth theoretical proposition.
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Theoretical Proposition 13 and 14

13: Employers rate the skills in the curriculum as relevant

14: The first ten highestfr . ,I' •
equencles OJ skIlls that employers rate ofthe skills in

the curriculum are the sa fi h'me Irst ten Ighest frequencies ofskills that emerge

in the curriculum

The content analysis of the curriculum in order to determine the skills

with the highest frequencies revealed the following skills in their order of

value: skills of appreciation, understanding, recognition, awareness,

acquisition, development, application, description, communication and

utilisation (Refer to Figure 15 of page 124).

The employers who were interviewed also indicated the skills that they

required 'less, most or high.' The first ten highest skills of each programme

were rated and the following were the frequencies employers highly require

and they are in their order of value: Skills of application, identification,

appreciation, drawing, ability, acquisition, awareness, development,

understanding and communication. These skills in the curriculum that

employers rate as the highest and those with the highest frequencies in the

curriculum are compared in Table 29.

Table 29 _ Comparing the Highest Skills in the Curriculum with those

Employers Rate as the Highest

First ten skills of highest
frequency in the curriculum

appreciation

understanding

recognition

awareness

acquisition

First ten skills of highest frequency in
the curriculum that employers require

application

identification

appreciation

drawing

ability
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Table 29 (Continued)

development

application

description

communication

utilisation

acquisition

awareness

development

understanding

communication

(Source: Researcher's construct)

It can be observed from Table 29 that three of the skills with the

highest frequencies in the 'I .curncu urn - sktlls of recognition, description and

utilisation - cannot be found in the skills that the employers have rated as the

highest. Again, three of the skills that the employers have rated as the highest

- skills of identification, drawing and ability - cannot also be found in the

skills that have the highest frequencies in the curriculum. The rest of the skills

in Table 30 for both those skills in the curriculum and those that employers

have rated as the highest can be identified,

One interesting revelation, however, is that the order of importance of

the skills in the curriculum is not the same order of importance for employers.

For instance, the skill with the highest frequency in the curriculum, the skill of

appreciation, appears as the third highest in the rank order by employers.

Again, the second skill with the highest frequency, the skill of understanding,

appears as the ninth highest in the rank order; the rest are as follows: the skill

of awareness at the fourth position appears at the seventh position; the skill of

acquisition at the fifth position appears at the sixth position, etc. (Refer to

Table 29).

Another revelation from Table 29 is that while the skills with the

h
' I fi ct'es in the curriculum, especially the first four, - appreciation,
Ig lest requen

d d
' gnt'tion and awareness - are non-practical in nature, those

un erstan mg, reco
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that the employers rate as the h' ,
Ighest, especIally the first two and the third

one, - application, identification d d .
an rawIng - are more of practical in nature,

Taking into consideration the d'ff! .
I erences In the order of importance of the

skills with the highest frequencies, those w'lth non-practical direction and

those with practical ori t f '
en a IOn, It can be concluded that, though the employers

have rated all the skills in the curriculum as important, those skills in the

curriculum in terms of the order of importance are not in the same order of

importance as rated by the employers. In sum, the skills in the curriculum with

the highest frequencies are not the same skills with the highest frequencies that

employers require,

Research Question Four: What do human resource experts in industries

perceive to be the ideal work related skills that graduates of the senior high

school require to enable them to gain employment or go into self-

employment? In response to this research question, the fourteen selected

employers were interviewed to ascertain the skills that employers require of

employees,

Skills Employers Demand of Employees

The researcher wanted to find out the skills that employers usually

demand of employees. The study sought to find out if those skills that

employers usually demand of employees could be found in the senior high

school curriculum in order to detennine the relevance or otherwise of the

'I I rder to execute this two organisations from both formal andcurrrcu urn. no'

." I t fthe economy were selected for the interview, The selectiontnlOrma sec ors 0

, t' s was based on the prospective related careers of each
of the orgamsa IOn

(R
" t Table 6) and it is purposive. As Paul, Kleinhamner and

programme eler 0
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Fowler (2009 P 62) t',. pu It that" ., purposive sampling logic is used in

qual itative research so far as h .t e object of study (a person, school, or school

system) is a good exam Ie f h .pot e phenomenon being studied as it will provide

relevant data" The .. ". orgamsatlOns, as indicated in Table 30, provided relevant

data for the study.

Table 30 - Selection ofEmployers from Organisations

Programmes Organisation Specific Organ. TownlRegion

Agriculture a) Fishing industry Live Fishing Activity Central

b) Valley View University Estate Farm Accra

Science a) Herbal Medicine product Cent for Sc Med Eastern

b) Valley View University Depart of Science Accra

Technical a) Furniture making Agorwu Furniture Accra

b) Building construction Alizoo Enterprise Accra

Business a) Centre for Medicine Finance Eastern

b) Valley View Univ. Business Dept Accra

General Arts a) The Press Pent. Press (HRD) Accra

b) Valley View University physical Plant Dept Accra

Visual Arts a) Graphic design
Pent. Press (design) Accra

b) Fashion design
Pentecost Press Accra

Home Econs a) Catering
Valley View. Univ. Accra

b) Restaurants
Forest Hotel Dodowa

(Source: Researcher's construct)

th red
from the above informants. The data were then

Data were ga e

. d t to determine themes and coded through the use of
transcnbed, sorte ou

. f the frequency of occurrence of skills, identifying
Nvivo 8. The countmg 0
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patterns and themes together with h
t e total number of frequency of skills

followed. The skills that were·d· .
I entlfied 10 the form of words, phrases and

sentences constituted the units of I·ana YSIS.

During the open cod· f h k· .
109 0 t e sills mto categories three major key

themes were identified together with their sub-themes and these were based on

Bloom's (1956) cognitive domain, Krathwohl, Bloom and Masia's (1964)

affective domain and Harrow's (1972) psychomotor domain. These themes,

together with their sub-themes, include: Cognitive [knowledge,

comprehension, application, analysis, synthesis and evaluation], Affective

[receiving, responding, valuing, organisation and characterisation], and

Psychomotor [reflexive movement, fundamental movement, perceptual

abilities, physical abilities, expressive movement and non-discrimination].

'Tree nodes' were used to represent the sub-themes of the various

skills in the coding and this helped in the counting of the frequency of each

code or skill. A simple numerical or statistical analysis using Microsoft Office

Excel was used to determine the total number of frequencies. In all, there were

one hundred and eighty two (182) skills: Agriculture (31), Science (33),

Technical Drawing (21), Business (24), General Arts (29), Visual Arts (18)

and Home Economics (26). The first ten highest of the skills are visually

represented in Figure 27.
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Table 31- Skills Em Ip ayers Demand ofEmplayees

Skills Interview of em I .P ayers In respective programmes

Agric Sci Tech. Busi. G. Arts V. Arts H. Econs Total

Cognitive

Knowledge 03 01 02 02 00 02 03 13

Comprehen. 06 06 03 03 04 02 07 31

Application 06 03 02 04 11 02 04 32

Analysis 02 01 00 00 04 00 01 08

Synthesis 01 04 04 04 01 00 03 17

Evaluation 02 00 02 03 00 00 00 07

Affective

Receiving 00 01 00 00 00 00 00 01

Responding 01 02 02 01 02 00 01 09

Valuing 02 06 00 01 01 05 02 17

Organisation 00 01 00 00 00 00 02 03

Characterisat. 07 07 05 03 04 05 02 33

psychomotor

Reflexive 00 00 00 00 00 00 00 00

Fundamental 00 00 00 00 00 00 00 00

Percept, abilityOO 00 00 00 00 00 00 00

Physic. abilitiesO I 01 00 00 00 00 01 03

Skilled mov 't 00 00 01 03 02 02 00 08

Expressi. mov't 00 00 00 00 00 00 00 00

Non_discriminat 00 00 00 00 00 00 00 00

31 33 21 24 29 18 26 182

Total
(Source: Researcher's construct)
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The total b
num er of skills that the em I

posited to b p oyers who were interviewed
e mostly required at work plac

(182) E h es was one hundred and eighty two
. ac programme has its own nu

b mber of frequencies as indicated in the

a ove table. In order to mak Ie a c ear Com .. panson among these skills, a visual
representatIon of the fr '.

equencles IS represented in Figure 28.

Frequency

• Frequency

~
3

31
11
11

1j

9
1

- !
7

~,

~,

ill 1

characterisation

application
comprehension

valuing
synthesis

knowledge
responding

skilled movement

analysis
evaluation

physical ability
organisation

receiving

o S 10 lS 20 2S 30 3S

Figure 28. Frequency of Skills Employers Demand of Employees

The skills in Figure 28 are the highly required ones at the work place.

Five of them constitute the skills of the Affective domain: Characterisation,

valuing, responding, organisation and receiving. Six of the skills are subsumed

under cognitive domain: application, comprehension, synthesis, knowledge,

analysis and evaluation, in their order ofvalue. The rest of the skills fall under

psychomotor domain: skilled and physical movements. In all, the affective

domain contains a frequency of 63 while the cognitive domain comprises a

frequency of 108 with the psychomotor domain consisting of a frequency of

eleven (II). It can therefore be concluded that employers demand more of the

skills that relate to cognitive domain. In other words, employers require more

of the skills that relate to the application ofknowledge.
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Discussion of the Skills E
mployers Demand of Employees

In the analysis of the skills that em 10 .
p yers require of employees it was

revealed that the aft! f 'ec Ive domain cont· d. . ame a frequency of 63 while the

cognitIve domain comprised a Ii
requency of 108 and the psychomotor domain

consisted of a frequency of eleven .(11). The skills of the cognitive domain are

more than those of the aft! fec lve and psychomotor domain. Since the skills of

the cognitive domain deal .more with the application of knowledge, it can be

concluded that employe d drs eman more of the skills that relate to the

application of knowledge.

A comparison was also made between what employers see as the

appropriate skills and those skills embedded in the curriculum. This attempt of

comparing these skills leads to a deliberation on the theoretical propositions

15 and 16.

Theoretical Proposition 15

The skills in the curriculum are the same skills that employers demand of

employees for employment.

Two major approaches were made in an attempt to respond to the

theoretical propositions; first, a content analysis of the senior high school

curriculum was done in order to identify the skills that the curriculum

contains. Secondly, a selected group of employers in fourteen organisations

was interviewed in order to identify the skills they require of employees.

The content analysis of the curriculum revealed a lot of skills but the

first eleven skills with the highest frequencies included appreciation,

understanding, recognition, awareness, acquisition and ability (affective

domain) (1,017 frequencies) and development, application, speech, description
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and utilisation (cognit· d .lYe omam) (306 f1 •requencles). These skills are visually

represented in Figure 29.

Frequency

• Frequency

32~

1241

207
17

116

107
58

55-- 46- 0

appreciation

understanding

recognition

awareness

acquisition

development

application

speech

description

utilisation

o 50 100 150 200 250 300

Figure 29. The Highest Frequencies of Skills in the Curriculum for
Comparison

Figure 29 shows that the senior high school curriculum lays emphasis

on the skills of appreciation, understanding, recognition, awareness, etc. which

constitute the skills of the affective domain. It can be stated categorically that

the curriculum emphasises skills of the affective domain since the first five

highest skills fall under the affective domain and in all, 1,017 frequencies of

affective domain as against 306 frequencies of the cognitive domain.

The skills in the curriculum, as illustrated in Figure 29 above, were

being compared with those that the employers considered as mostly required

at the work place, Figure 30.
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Figure 30. Skills Employers Demand of Employees for Comparison

Eight of the skills in Figure 30 are basically cognitive in nature. These

are practical approach, creativity, planning and computing (application of

knowledge), communication (comprehensive), analysis (analysis) and

knowledge and intelligence (knowledge). Commitment, interpersonal relations

and understanding are affective in nature. The rest - writing and design - are

psychomotor skills, and specifically skilled abilities,

It can be deduced from Figures 29 and 30 that while the senior high

school curriculum recommends skills of the affective domain, mostly skills

relating to valuing, employers require cognitive skills and mostly skills of

application of knowledge. Some of the skills that employers recommend

cannot be found in the senior high school curriculum, For example, the skills

f t
' I roach and creativity, both of which constitute skills of

o prac Ica app

I
,' t be found in the senior high school curriculum. It can be

app IcatlOn, canno
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concluded that the k'll '
SIS m the curriculu

m are not the same skills that
employers require of gradu t' "

a mg semor high h I, , sc 00 students, even though the
skills III the curriculum h b

ave een rated as relevant.

Theoretical Proposition 16

The first ten highest skills th t
a employers demand ofemployees are the same

first ten highest frequencies o'ski'lls' th '
'J . In e currrculum

The comparison betwe th k'll 'en e 1 s m the curriculum and those that

employers require of employees was made with regard to Bloom's (1962)

taxonomy, Krawthwohl, Bloom and Masia's (1964) taxonomy and Harrow's

(1972) taxonomy, These taxonomies are cognitive, affective and psychomotor

domains respectively,

The first data used for the comparison are those employers demand of

employees as may be seen from Figure 31 below, In the figure, six of the first

ten highest frequencies of skills fall under cognitive domain, These include

application, comprehension, synthesis, knowledge, analysis and evaluation,

Characterisation, valuing and responding skills constitute affective domain,

The rest of the first ten skills is skilled movement which is basically

psychomotor skill. Even though characterisation (affective) has the highest of

all, when all the skills in the cognitive domain (108) are put together, they

outweigh those of the skills in the affective domain (64) and the psychomotor

domain (8), It can therefore be concluded that employers demand most of the

k
'll 'h 't' e domain These skills under each domain may be seen

SIS III t e cogm IV '

from Figure 3 I,
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Figure 31. Skills Employers Require Most

The second data used in the comparison were the skills deduced from

the curriculum through content analysis and the comparison was also based on

the cognitive, affective and psychomotor skills. Out of the first eleven highest

frequencies of the skills, three of them - valuing (715), characterisation (257)

and responding (8) - fall under the affective domain with a total frequency of

980. Six of the skills - comprehension (198), application (182), evaluation

(35), analysis (16), synthesis (12) and knowledge (11) - also fall under

cognitive domain and that gives a total frequency of 451. The rest of the skills

_ skilled movement (7) and physical ability (3) - are skills of psychomotor

domain and this gives a total frequency of 10. It can therefore be concluded

that while the major focus of skills in the curriculum is on those of valuing and

h t
' t' I'n the a....ective domain, employers demand skills of

c arac ensa IOn lJl

(
.. h' h e \'n the cognitive domain. The frequency of skills in the

app lcatIOn w IC ar

curriculum is visually presented in Figure 32,
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Figure 32. Skills in the Curriculum in Terms of Cognitive, Affective and
Psychomotor Domains

It can be deduced from Figures 31 and 32 that the senior high school

curriculum lays emphasis on the skills of valuing and characterisation while

employers require skills of application. It can therefore be concluded that the

first ten highest skills in the curriculum are not the same first ten skills with

the highest frequencies that employers demand of employees.

One surprising revelation in the comparison is that the first ten highest

skills in the curriculum are the same first ten highest skills that employers

require though the order of value varies. This order of value could be viewed

from Table 32.
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Table 32 - Skills in th C .
e urrcculu C

m ompared with th .
Require e Skills Employers

The first ten highest

Skills in the curriculum

valuing

characterisation

comprehension

application

evaluation

analysis

synthesis

knowledge

responding

skilled movement

(Source: Researcher's construct)

The first ten highest

skills employers require

characterisation

application

comprehension

valuing

synthesis

knowledge

responding

skilled movement

analysis

evaluation

It can be deduced from Table 32 that the first ten skills with the highest

frequency in the curriculum can be found in those that employers demand of

employees. However, the order of value in terms of frequency is not the same.

The order of the frequencies is very important because it shows the level of

each skill. It can therefore be concluded that, in terms of order of value, the

first ten skills with the highest frequencies in the curriculum are not the same

as those that employers demand ofemployees.
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Skills Students have Ac . d
qUIre and those Employers Demand of

Employees
Another area of Cons'd .

I enng the relevance of senior high school
curriculum was to make a c .

ompanson between the skills the students have
acquired and those that em 10 e d

P Y rs emand of employees. This process led to

the theoretical Proposition seventeen.

Theoretical proposition 17

The skills that students acquire from the curriculum are among the skills that

employers demand ofemployees.

All the skills that the students admitted to have acquired from all the

seven programmes during the interview were put together. In all, 57 of the

skills were being acquired by the students. The frequencies of the skills were

identified. These skills were tabulated against the 88 skills that employers said

they required from employees. Out of these skills, the first ten with the highest

frequencies were selected and compared. This is presented in Table 33.

Table 33 - Comparison ofSkills Students Acquire and those Employers Want

The first ten highest skills from the The first ten highest skills
Curriculum that students have acquired employers demand ofemployees

d t d· practical approachun ers an 109

recognition

appreciation

awareness

acquisition

identification

ability

development

application

description

(Source: Researcher's construct)

183

communication

appearance

commitment

writing

creativity

analysis

planning

knowledge

interpersonal

University of Cape Coast       https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



It can be revealed from Table 33 that the skills that the students have

acquired are quite different from th k'll h
e SIS t at employers demand of

employees, None of the skills that the students have acquired is similar to

those that employers demand of employees,

Theoretical proposition 18

The first ten highest skills that the students have acquired are the same first

ten highest skills employers demand ofStudents

The analysis of both the data for students and employers revealed a

vast difference in both the skills that the students have acquired and those that

employers usually demand of employees, The first twelve skills with the

highest frequencies as illustrated in Table 33 above are visually represented in

Figures 33 and 34 below,

Frequency of skills

• Frequency of skills

2

o 50 100 150 20 0

2-
22

215.
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, hest Skills Students have AcquiredF ' 33 The First Twelve HlgIgure .

184

University of Cape Coast       https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



• Frequency

Frequency
·

11- 8

8

7

6

6

· 5

- 4

4

4

4

· 4

4

3

practical approach

communication

appearance

commitment

writing

creativity

analysis

planning

knowledge

interpersonal

intelligence

design

computing

understanding

o 2 4 6 8 10 12

Figure 34. The First fourteen highest skills employers demand of employees

It can be revealed from both Figures 33 and 34 that the first ten skills

with the highest frequencies are quite different. What the employers highly

recommend are not the same as those the students have acquired. None of the

first ten skil1s with the highest frequencies can be located among the first ten

skills with the highest frequencies on the side of the employers.

One interesting revelation about those skills is that the employers have

so far rated all the skills in the curriculum as relevant so the skills that the

students have acquired are not out of context. However, the emphasis, in terms

of teaching and learning in both what the senior high school curriculum

contains and what the employers recommend are different from what the

students have acquired. For instance, the fourteenth highest (or the ninth

h
. h b f th e skills with the same frequencies) that the employers
Ig est ecause 0 os

" k'il f derstanding, This skill of understanding is the first
require IS the s I 0 un

highest of all the skills that the students have acquired,
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CHAPTER FIVE

SUMMARY, CONCLUSIONS AND
RECOMMENDATIONS

Overview

This final chapter presents the Sum
d fi mary of the study, the conclusions

rawn rom it and the recommendation .
. s for consIderation, application and

Implementation.

Summary

The summary of the study encompasses two major parts namely an

overview of the study and th k fi .e ey Indlngs. The overview of the study touches

on the purpose of the study, the rationale behind the study, the research

questions and the theoretical propositions that guided the study, and the

methodology used in terms of instruments. The key findings also give a

summary of the major findings of the study.

An Overview of the Study.

The study was carried out with the purpose offinding out the relevance

of the senior high school curriculum in relation to the contextual reality of the

world of work. The study was informed by the problems of unemployment

against the premises that all the subjects of the senior high school programme

have been designed to offer enough knowledge and skills to students

tenninating their education at the end of senior high school to gain

employment or go into self-employment (Ghana Education Service (GES),

2010). The senior high school system is "organised both as terminal education

fi
. h Id of work and as a preparatory stage for entry into

or entry mto t e wor
. ." (M' . try of Education youth and Sports, 2004, p. 21).

tertIary educatIOn. lOIS '
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Research h
, owever, shows that onl

. y about 10% of school children
passing through junior high hi'

sc 00 to senior h' h h .
Ig sc 001 gam admission to the

universities with the remal'n' 900mg VO "erron Ieous y referred to as dropouts,"
(Ministry of Education 2002

, , p. 148), What then happens to those who are

considered as "dropouts?" I 't b
. s 1 ecause the skills that they have acquired in

school are not work related? What k'll
SIS are then embedded in the school

curriculum such that the graduating students fo the curriculum can gain

employment or go into self-employment?

These series of questions warranted the search into the relevance of the

senior high school curriculum in relation to contextual reality of the world of

work. In order to embark on this research, four major research questions were

formulated to guide the study: (a) What skills does the curriculum contain that

could be imparted to the students to enable them to gain employment or to go

into self-employment? (b) What skills do the senior high school students

acquire to enable them to secure employment or go into self-employment? (c)

What are the views of employers on the skills contained in the senior high

school curriculum? (d) What do employers perceive to be the ideal work

related skills that graduates of the senior high school require to enable them to

gain employment or go into self-employment?

t' were buttressed by eighteen (18) theoretical
These research ques Ions

. , y' (1994) strongly supported and practically used them
propOSitIOns, as In

I
2009) The theoretical propositions were

(Paul, Kleinhamer & Fow er, .

k
'll mbedded in the curriculum, the skills students

grouped under the SiS e
, f loyees similarities between the skills

. . I s reqUire 0 emp ,acqUIre, skills emp oyer
h t nployers demand of employees and

in the curriculum and the skills t a eJ
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skills stUdents acquire and the skills

finally, similarities b twe een the

employers demand of em Ip oyees.

In order to address the four maior h ." researc questIons and the
theoretical Propositions th ., ree mam appro hac es were adopted. The first was

the content analysis of the senior h' h .
Ig school cUrriculum. The second was an

interview of some selected students and the thO d "
Ir was an mtervlew of some

selected employers in some organisations.

In the content analysis of the senior high school curriculum, the whole

curriculum was identified as the populatl'on 'th thWI e seven programmes

constituting the sample size. The units of analysis identified were the words,

phrases or sentences which constituted the skills in the curriculum. An open

coding of the skills into categories, through the use of Nvivo 8, in order to

identify the main themes and sub-themes, was made. Also, through the use of

'Tree Nodes' the individual skills were identified. The identification of the

skills led to the counting of frequency of appearance of each skill. Having

arrived at the total number of frequency of each skill, a simple numerical or

statistical analysis with Microsoft Office Excel was used in order to generate

visual representation in the form of graphs and figures.

A critical case selection procedure was used in selecting a single

school that fulfilled all the requirements of the Ghana Education Service

. ). der to be considered as an excellent school
(Ministry of EducatIOn In or

I . of twenty one (21) students, three each for
(Flyvbjerg, 2004). A samp e Size

elected from the school for an interview. This
the seven programmes, was s

. f "most likely" case that could test the
served as a model example 0

. th t· If those selected sampling frames that
universality of the research theSIS a.
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appear to have all that th
ey need to demonstrate th I

high school curricul . e re evance of the senior
urn In relation to th

e contextual reali
work turn round to h . ty of the world of

s ow Irrelevance orth .
'J e currtculum th .."

that it will b . I ' en It IS most likely"
e Irre evant anywhere in the country.

The interview of students followed th' .. , e mtervlew structure of
SeIdman s (1998) method I Io ogy. n this method Io ogy, the focused life history

of the informants, the details f' .o their expenences and the reflection on the

meaning of their life history and ex .penences were captured.

The third major elem t ft hen a er t e content analysis and the interview of

students was an interview of Iemp oyers from various organisations. Fourteen

employers were interviewed with the purpose of identifYing the skills that

employers usually demand of employees. These skills were to be used to cross

check the skills in the curriculum and those that the students have acquired.

An interview schedule was used to gather the information and

specifically, a closed quantitative interview was adopted. As Patton (1980, p.

206) puts it, in a closed quantitative interview, "questions and response

categories are determined in advance. Responses are fixed; respondent

chooses from among these fixed responses." A rating scale was therefore

developed from the lowest [0] to the highest [4] as skills not required; skills

less required; skills required; skills mostly required and skills highly required

respectively.

In addition to the closed quantitative interview, the employers were

., h k'll that they required at their work places if they
also mtervlewed on t e SiS

. .' I t work. The data from the interview were
were to employ mdlvldua s 0

. 'd ffy the themes and coded. Through the use of
transcribed, sorted out to I en I
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the 'Tree Nodes' each cat
, egory of the response

s Was coded. The frequency of
the appearance of the skills w

as cOunted and through a simple numerical
analysis using Microsoft Office E I

xce , tables and figures were generated. The

key findings of the study were then presented.

Key Findings

The key findings of the h .researc were In response to the four major

research questions and the the fl"ore Ica proposItIons. The first major research

question was to find out the skills that the curriculum contained and which

were to be imparted to the senior high school students to enable them to gain

employment or go into self-employment. The second was on the skills that the

senior high school students had acquired to enable then to secure employment

or go into self-employment. The third research question was on the views of

employers on the skills contained in the senior high school curriculum. The

final research question was on the skills that employers usually consider as the

ideal work related skills. The key findings are outlined below.

The SkilIs in the Senior High School Curriculum

Through the content analysis of the senior high school curriculum, it

was found out that there were S6 skills in the core subjects [English Language,

d S · Social Studies and Information and
Mathematics, Integrate Clence,

] 'th a total frequency of 178. All the seven
Communications Technology WI

. ills with a total frequency of one thousand, four
programmes contamed 62 sk

all therefore, there were one hundred and
hundred and forty-one (1444). In

. h' h school curriculum and this figure
fifteen (118) skills in the senIOr Ig
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represented a ttlo a frequency f .
o one thousand six h

(1,622). undred and nineteen

Emphasis on the Skill f .s 0 Attitudes and V .
alues m the Curriculum

The study revealed that the sk'll .
1 s 10 the curriculum did not I

emphasis on the applicaf f ay much
Ion 0 knowled e. g , as most of the skills with the

hIghest frequencies were within th ffi .e a ectlve d' .omam as agamst the cognitive

and psychomotor domains The ..
. . cogmttve domain was concerned with the

skills of application while the aft!· .ecttve domam was concerned with valuing

system. The psychomotor do .maIO, on the other hand, dealt with skilled and

physical activities.

The skills in the curriculum needed to provide well-rounded, civically

competent students as suggested by Anderson and Gantz (2013) in their

research findings. According to them there was the need to impart the skills

that would be required for jobs now and in the future.

Students' Acquisition of Skills of the Affective Domain

The study also found out that out of a total frequency of seven

thousand six hundred and eight (7,680) skills, based on the rank scale used, the

students who were interviewed had acquired four thousand eight hundred and

seventy (4,870) skills and this represented 63.4%. The students had therefore

acquired quite above average of the skills contained in the curriculum.

Another revelation was that most of the skills with the highest frequencies that

the students had acquired fell under the affective domain just as those in the

curriculum.
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Order of Value of Sk'lI '
I s ID the Curriculum

Th . and those Students Acquired
e findmgs revealed th t

, a, even though the skills with the highest
frequencIes of both the curriculu d

m an those that the students had acquired fell
under the affective domain th d

, e or er of value in terms of frequencies varied.

For example while thre f h
' e 0 t e first ten skills with the h' h" .Ig est ,requencIes

could be found among th fi .
. e Irst ten skills that the students had acquired, they

could not be found among those first ten skills with the highest frequencies in

the curriculum. In addition three of th k'll, e SIS among the first ten in the

curriculum could not b " de ,oun among the first ten skills with the highest

frequencies that the students had acquired.

Graduation of Students with 'Job Training' Skills

The findings also showed that the curriculum contained 'job readiness'

skills because the skills in the curriculum were broad-based. It was, however,

revealed that though the curriculum contained 'job readiness' skills, the

students usually graduated with 'job training' skills because they had not

adequately applied their knowledge to situational contexts. Again, the students

were usually rushed through the curriculum so after their graduation they

seemed not to have learnt anything.

Acquisition of Theoretical Skills as Against Practical Skills

One of the research findings was that the students had acquired more

theoretical skills than practical skills. This is in congruence with IMANI

Ghana's (2013) findings that many stakeholders are not happy with the

curriculum because it is still bookish and grammar type, though it is

.. . GES (2002) found that the curriculum comprises a
dIversIfied. Agam,

. 1 I ment recommended in the curriculum is
practical element but this practlca e e
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not implemented due to I kac of adequate teaching and I .
infrastructural facil"f earnmg facilities, poor

lies, low number of well .
teachers, poor man -motivated and committed

agement and superv' .
ISlon and inade I

h
· h h quate y prepared junior
Ig sc oolleavers.

Those practical oriented p
rogrammes such as Agriculture, Science,

Home Economics, Technical Drawi
ng, etc. were supposed to have a balance

of both theory and practical as stated in .
the cUrriculum but theory superseded

the practical. The three students int . dervlewe rated, for example, the

Agricultural programme as 70% 850
0, Va and 95% against 30%, 25% and 15%

for both theory and practical, respectively.

Relevance of the Skills in the Curriculum

The employers rated the skills in the curriculum and it was revealed

that all the skills contained in the curriculum were required at the work place

though with different degree of requirements. The broad-based nature of the

skills and the employers' acceptance of the skills in the curriculum showed

that the skills in the curriculum were more of cross-functional skills than

occupation specific skills even though both cross-functional and occupation

specific skills were contained in the curriculum. Apart from three

organisations (out of the fourteen organisations) that rated the skills in the

curriculum with a frequency of36 (45%), 65 (48%) and 67 (49%) for General

Arts, Visual Arts and Home Economics respectively, the remaining eleven

.. d th kl'lls in the curriculum beyond 50%. This showed that
organisatIOns rate e s

the skills in the curriculum were relevant hence the senior high school

curriculum was relevant.

193

University of Cape Coast       https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



Lack of Connectivity betw .
een Schools and Industries

The study findings furth
er revealed that the recommendations in the

curriculum to invite employers e
, mployees, self-employed and experts in

industries to the schools as a w fb"
ay 0 nngmg in skills into the classroom were

dysfunctional. Again the rec d .
, ommen atIons for students' visits to work places,

industries, private and public ent .
erpnses and community organisations were

not being implemented Th fi d'
, ese 10 lOgs were contrary to ACARA's (2013)

suggestions of bringing the industry into the classroom and taking the

classroom into the industry,

Mismatch between Curriculum skills and Employers' Rating of Skills
Another revelation was that though the employers had rated all the

skills in the curriculum as important, those skills in the curriculum with the

highest frequencies in terms of the order of importance were not in the same

order of importance as rated by the employers. In short, the skills in the

curriculum with the highest frequencies were not the same skills with the

highest frequencies that employers required.

Mismatch of Skills between Affective and Cognitive Domains

It was noted that while the senior high school curriculum

d d k'il f th aa:ective domain mostly skills relating to valuing,recommen e SIS 0 ell"

, . , k'lIs mostly skills of the application of
employers reqUIred cognitIve s I ,

k'lI that employers recommended could not be
knowledge, Some of the SiS

, I m For example the skills of practical
found in the senior high school CUrrICU u ' ,

h' h onstitute skills of application, could
t' 'ty both of w IC capproach and crea IVI ,

1 rriculum It was therefore, revealed
not be found in the senior high schoo cu ' ,

ot the same skills that employers. lum were n
that the skills in the CUrrICU
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required of graduati .ng semor high sch I
00 students

curriculum had been rat d even though the skills in the
e as relevant.

Mismatch between Percentage W .eIght of Skill
The skills in th' s and CurricUlum Skills.

e CUrrIculum demonstrated a h' h
of cognitive skills . Ig er percentage weight

as agaInst those of the affe fc Ive and psychomotor d .
The frequency of skills' th . omams.

m e curnculum h. ' owever, showed that the skills with

the hIghest recurrences fell dun er the affective d .. omam. These finding were

contradIctory because it was. . expected that the percentage weight value could

cOIncIde with the frequency ofsk'll . h .Ism t e curnculum.

It was further found t hou t at the first ten skills with the highest

frequencies in the curriculum were not the same as the first ten skills with the

highest frequencies that employers required of employees. While the

curriculum emphasised the skills of the affective domain, particularly those of

valuing and characterisation, employers laid emphasis on the skills of the

application of knowledge.

Mismatch between Skills Requirements of Students and Employers.

With regard to the skills that students had acquired in the curriculum

being among the skills that employers demanded of employees, it was found

out that the skills that the students had acquired were quite different from the

skills that employers demanded of employees. None of the first ten skills with

the highest frequencies that the students had acquired could be located among

the first ten skills with the highest frequencies that employers demanded of

I I h n
oteworthy that the employers had already rated

emp oyees. twas, owever,
., . I relevant so what the students had learnt were

all the skIlls In the CUrrlCU urn as

h
mphasis in terms of teaching and learning,

not out of context. However, tee '
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in both what the senior h' h
Ig school .

cUrriculum and the employers
recommended Were different tI

rom what the students had acquired.

Conclusions

A major conclusion drawn fro
m the study was that the senior high

school curriculum was relevant bec .
ause the skIlls contained thereof were

required at the work place In II .
. a, the cUrriculum contained 118 skills with a

total frequency of 1 622 Th'
, . IS research find ing provided a response to the

Research Question One that required the establishment of the number of skills

contained in the curriculum. However, most of the skills with the highest

frequencies in the curriculum were more of the affective domain than the

cognitive and psychomotor domains, an implication that the curriculum

contained less of the application of knowledge skills. This implied that the

students may graduate but they might not be able to apply their knowledge to

contextual realities. Perhaps this explains why the rate of unemployment is

increasing in Ghana (Amankrah, 2014). This might also explain why Ghana

was ranked last in the global school rankings on Mathematics and Science.

In 2009, Ghana was ranked 4ih out of47 countries in the Mathematics

competition and 48 th and also out of 48 in the international Maths and Science

t 't' (W' k 2009) In 2015 Ghana was ranked 76
th

out of 76compe I IOn Ire 0, . ,

. . 1 b I school rakings on Mathematics and Science. The
countnes In the same goa

Gh
Education Service by the Science Academicians

report presented to the ana

. . Ghana's performance said Ghana needed the
who were involved In assessmg

. . ht tructures and the right personnel to bring
right syllabi, right equIpment, fig s

II English education to acceptable global
our level of Science, Maths, as we as

. . Iy syllabi with the right application of
standards. The 'right syllabi' mIght Imp
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skills. These research find' .
mgs of the Curre t

h
. n study Wer

t eoretIcal propositio e compared to the
ns one, two and three Th. ese the . I

stated that (a) "The k'll . oretlca propositions
SiS m the .

CUrrIculum with th h'
embodiment of th '. e tghest frequencies are an

e apphcatlOn of knowled "
ge, (b) "The skills in the

curriculum with the h'Ighest frequencies b'
d '" are aSlcally within the affective

omam and (c) "The skills i tl .
n le CUrrIculum w'th th h'. t e tghest frequencies are

basically within the psychomotor do '" .
mam. The theoretical propositions one

and three were rejected but we fa' .
I1ed to reject the theoretical proposition two.

This means the psychom t d .o or omam contained most of the skills. In all, there

were eighteen theoretical propositions and thirteen of them were rejected

while five failed to reject. Each theoretical proposition, used in the conclusion,

however, related to the findings.

The students had acquired about 63.4% of the skills in the curriculum

and since the skills in the curriculum had been rated by the employers as

relevant, it was concluded that the students had acquired relevant skills. It was,

however, noted that most of the skills that the students had acquired were

theoretical-oriented than practical. This finding corroborated with that of

Jansen's (1988) and MacDonald and Rogan's (1985) research findings in

South Africa. They found out that though practical work was prescribed in the

syllabus, in general the closest pupils got to experimental work was reading

about it in textbooks. The theoretical proposition seven that stated that,

"Students acquire both theoretical and practical skills embedded in the

. ddt b 'iected because the acquisition of both theory and
currIculum," nee e 0 e reJ

. f h value as indicated in the curriculum.
practIcal was not 0 t e same
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The study revealed that the .,
curriculum Conta' d

and occupation 'fi ' me both cross-functional
speCI IC skIlls. The core su '

. , bJects provided most of the cross-
functIonal skills while th I '

e e ectIve provided m
. ost of the occupation specific

skIlls, The employers' rat' f
mg 0 the skills in the curriculum also showed that

they were required at the work I
p ace. These findings were in support of

theoretical propositions eight n' d'
, me an thirteen, which read (a) "Students

acquire cross-functional skills " (b) "Stud '
, ents acqUIre specific occupational

skills," and (c) "Employers rate all th k'll ' ,
e SIS m the CUrriculum as relevant",

respectively. We ther fI ti 'I d ', e ore, al e to reject those theoretical propositions,

This implied that the students acquired relevant skills that related to work

related skills.

The study further revealed that there was lack of connectivity between

schools and industries, This finding went contrary to the recommendations in

the curriculum for the collaboration of both schools and industries purposely

for imparting work related skills to students, The findings were also contrary

to the theoretical propositions 10, II and 12, which read that (a) "Students

acquire the skills of the world of work through direct involvement in the

workplace," (b) "Students acquire the skills of the world of work through

visits to industry experts, employers, employees and self-employed to the

school" and (c) "Students acquire the skills of the world of work through visits

, d bl' terprises and community organisations," These
to private an pu IC en

theoretical propositions were therefore rejected,

Even though the curriculum contained 'job readiness' skills, the

. h "ob training' skills, This was so because most
students usually graduated WIt J

, d related more to non-application of
of the skills that they had acquIre
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knowledge. These findings Ire ated to ' b
JO readiness ad' b

contrary to Anders n JO training were
on and Gantz's (20

13) find ings that h'
required ''job readi " , Igh school students

ness skIlls but not ''job t . ,
raining" for success ( 1) A '

the findings helped to f: 'I ' p. . gain,
al to reject the theoreti I . ,

th t "S d ca propoSItIOn five that stated
a tu ents acquire 'J'ob t ' ,raining' skills" Th h ., e t eoretical proposition six

"Students acquire 'job read' , , '
Iness skIlls" has th ~, , ereJore been rejected, The

findings were also buttressed b . .
y the intervIew results from employers that

"You see, they [teachers] rush th [ ,
em students] through the course," and "". it's

just a rush. The students p thass rough and come out as if they have not learnt

anything," as two of the interviewees reiterated.

One conclusion that was so alarming was the mismatches in the

curriculum. There was a mismatch between the skills with the highest

frequencies in the curriculum and the skills that the students had acquired,

This mismatch could create a problem of unemployment because the students

may acquire some specific skills that might not be required so much at the

work place. This finding was in congruence with the research findings by

Miller (1984) and Jansen (1988), Their research findings showed that one of

the reasons why the Fort Hare Project in South Africa failed was that there

was a fundamental mismatch between the theoretical preparation of students

and the contextual realities of the school environment. In their

d t
' 't as advI'sed that the relevance of acquired cognitive skills

recommen a IOn, 1 w

b
'd ' I t'on to contextual realities, The findings also showed

must e examine In re a I

. 't' four which stated that, "The first ten highest
that the theoretIcal propoSl IOn ,

'I e the same first ten highest frequencies that
frequencies in the curncu urn ar

. " been rejected. This means that the skills in the
students have acqUIred, has "
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curriculum are not th .
e same skills in th .

, eIr order of val '
had acquired, ue, which the students

There Was al 'so a mismatch between the 0 d f ., r er 0 Importance of the
skills as rated by the em I

p oyers and the ord f'
. er 0 Importance of the skills in the

cUrrIculum. This research fi d'
In mg Was contra t h '

, ry 0 t e theoretical proposition
14. ThIS theoretical Proposition stated that" .

The first ten highest frequencies of

skills that employers rate of the sk'lI ' .
I S In the CUITIculum are the same first ten

highest frequencies of skills th .
at emerge In the curriculum." This theoretical

proposition was therefore re' t d '
~ec e since the order of importance of the skills

varied with regard to what was in the curriculum and what the employers rated

as frequently required,

Again, there was a mismatch between the skills of the affective domain

in the curriculum in terms of skills relating to valuing and the skills relating to

the application of knowledge that employers required of employees. This

finding was contrary to theoretical proposition 15. This proposition stated that,

"The skills in the curriculum are the same skills that employers demand of

students for employment." Since the curriculum contained most of the skills

from the affective domain and the employers demanded skills of the cognitive

domain, the theoretical proposition 15 was rejected, This implied that

employees would find it difficult to go through interview successfully.

In addition to the above mismatches, there was also a mismatch

d d h· h percentage weight of cognitive skills in the
between the recommen e Ig

f skills obtained under the affective domain
curriculum and the frequency 0

, Th kills with the highest frequencies were the
during the content analysIs, e s

. . b t the highest percentage values recommended
skills of the affective domam u
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in the curriculum constituted th .
ose of the co 'f

. . gO! Ive domain. The first ten skills
With the highest frequencies in th .

e CUrrIculum d'd
I not match with the first ten

skills with the highest frequ .
encles that I .

emp oyers requIred of employees.
These findings went contrar t h .

Y 0 t eoretlcal Propositions 15 and 16. These

propositions stated that, "The skill . h .
S In t e CUrrIculum are the same skills that

employers demand of students for employment," and "The first ten highest

skills that employers dema d f I
n 0 emp oyees are the same first ten highest

frequencies of skills in the curriculum" In v'lew of th . t I h. e mlsma c les, t e

theoretical propositions 15 and 16 were rejected. The implication was that

employees who had gone through the curriculum would not be able to satisfy

the requirements for employment as they would short of some specific skills.

Furthermore, there was a mismatch between the skills that the students

had acquired and those that employers demanded of employees. This finding

went contrary to the last two theoretical propositions 17 and 18. These

propositions stated that, "The skills that students acquire from the curriculum

are among the skills that employers demand of employees," and "The first ten

gone

d t the work place.requirements expecte a

highest skills that the students have acquired are the same first ten highest

skills employers demand of students." Since there were mismatches between

the skills that the students had acquired and those skills that employers

aduating students, the two theoretical
demanded of employees or gr

. . . d Th' has some implications as employees who had
proposItions were reJecte. IS

. Id not be able to satisfy employers'
through the cUrriculum wau
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2.

Recommendations

The recommendations outlined h
ere are based h .h on t e major findings of

t e study. The findings showed that the se' .
. OIor high school curriculum was

relevant In relation to the c t
on extual reality f th

o e world of work. However,
there are certain deficiencies that ..

need a cntlcal observation. It is, therefore,
recommended that:

1. The senior high school c . I
urncu um should be reviewed to contain more

practical oriented skills and the skills of the application of knowledge.

Since the curriculum contains 'job readiness' skills, teaching and

learning should be given ample time so that each skill as stated in the

curriculum is thoroughly developed. In other words, students should

not be rushed through the curriculum.

3. The skills with the highest frequencies in the curriculum indicated the

degree of importance, hence, the skills with the highest frequencies

that were practical-oriented should be identified and emphasis placed

on them.

4. The recommendations in the curriculum that the industry be brought to

the school through the invitation of experts, employers, etc and the

school taken to the industry through students' visits to work places,

industries, etc. should be enforced.

t h between the percentage values of the skills
5. There should be a ma c

. I m and the frequency of skills in the
suggested in the curncu u

d th curriculum should be reviewed to avoid
curriculum. In other wor s, e

. . TI' could be done when percentage values
all the mismatches 10 It. liS

. I in order to determine the significant
. d to the varIOUS va uesare asslgne
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levels. When the mismatch
es are very s' 'f!

Igm Icant, then the review must
be a necessity.

Recommendations for Policy and P t'
rac Ice.

A policy direction on the' I '
Imp ementat!on of the senior high school

curriculum should be revie d d .
we an practically monitored. Even though Ghana

is practising a centralised system of education where the syllabus is centrally

designed by the Curriculum Research and Development Division (CRDD) and

handed over to the classroom teacher for implementation, the process of the

implementation should be monitored to make sure that all the skills in the

curriculum are taught according to the level of frequency of each skill. The

review of the curriculum should take into consideration the application of

skills to contextual realities of the world of work, In addition, the number of

periods assigned for both theory and practical should be enforced,

Furthermore, the suggestions for bringing industries into the classroom and

taking the classroom to the industries should also be intensified.

Suggestions for further Research.

'd t at the senior high school level. Many of theThe study was carne ou

school students may find it very difficult to begraduating senior high

" more especially in the formal sector. Foremployed in certain organISatIOns,

, h many organisations did not allow for any
instance, dUring the researc ,

. h the simple reason that they did not employ
interview to take place there Wit

." al sector was used mostly. It isd tes The IDlormsenior high school gra ua ' ,

h be carried out with the graduatmgfurther researctherefore suggested that a
" . Gh a by looking at the relevance of the, Itles m an

students of the various UnIvers
. 'ties to the world of work,

. ins of such UDlverSI
various academic bullet
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.......................................................

Dear Sir/Mad.,

LETTER OF INTRODUCTION

I am Abraham Kwadwo Okrah, a PhD Curriculum and Teaching

~~ent . of the Faculty of Humanities and Social Sciences Education,
. n1Ve.rslty of Cape Coast. I am seeking for primary information through
mtervlews from key personnel of your esteemed organisation to enable me to
write up and submit a paper in partial fulfilment of the requirements of a PhD
programme. Please, kindly find attached a copy of an introductory letter from
the Head of Department of Department of Arts and Social Sciences Education,
University of Cape Coast.

The title of my thesis is "Relevance of the senior lligh school
curriculum in relation to contextual reality ofthe world ofwork." The senior
high school level is a terminating point for a majority of students. This study,
therefore, seeks to find out the relationship between the skills embedded in the
curriculum and those employable skills that industries demand of employees.
It would, therefore, be appreciated if you could take a little time out of your
tight schedule for an interaction with you through an interview.
The overall aim is to contribute to the design of the senior high school
curriculum taking into consideration the employable skills that industries and

organisations demand of employees. .' .
I would like to assure you that the information bemg sought ~ut WIll be

d
. es only The ethical rights of respondents m terms of

used for aca emlc purpos .
anonymity and confidentiality will be respected.. .

. ti r anticipated cooperatIOn and assistance.
Thank you 10 advance or you

Yours faithfully,
Signed

ABRAHAM KWADWO OKRAH

222

University of Cape Coast       https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



Dale: Jlh March, 10/5

APPENDIXB

UNIVERSITY OF CAPE COAST

COLLEGE OF EDUCATION STUDIES

Department of Arts & S . IS' .
TELf."p/{Oj"£:+2330332135~1I"m01JlIJ248013.· ~Cl~ CIen~~s ~~ucahon
E,IT:(16S),'Ditect:15411. .. ~ UuncrSl1) PostOflil.:. _----
Telegram, & Cables: Unil'ersity.Cape COliSl =i'= Cape Coast, Ghana.
OUR REF: DASSE/EI>/ECTI1210003 ~)
YOUR REF:

TO WHOM IT MAY CONCERN

LETTER OF INTRODUCTION

The bearer of this letter Mr. Ahraham Okrah is a PhD student of the Department of Arts and
Social Sciences Education ofthe University ofCape Coast, Ghana.

He requires some information from your institulion for the purpose of writing a thesis as a
requirement for the pursuit of PhD Programme, His topic is "Relevance of the Senior High
School Curriculum in Relation to the Contextual Reality in the World of Work".

r would be grateful jf )'ou would kindly allow him to collect th~_inf0':J1lati(ln.rrom yo~!._~~

in~li[utioll. 'Kindly gl\'e [he necessary assistance that Mr. Abraham Okrah requires from )'ou.

I "ill appreciate any help that you may be able 10 give,

DR. KOFI TSIVANYO YIBOE
HEAD OF DEPARTMENT

...... ~ .. ':.~~.:~.;.:!~ .. '~' '.')
. ; ~ .. i . .,:.::E~IC~:.~: .J,l:;C.·,: ::'~S

\~ i.: t.:: .;rrr ::r t.,\: .:.: ;";0/...:-;1'
('..\Pi; COA:fT, GH..~j\f:\ _.._.. ' .
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APPENDIXC
STRUCTURED INTERVIEW FOR EMPLOYERS

I. What is the category of emI' .
p oyees, In terms of education, you have in

your organisation?

2. What skills do you expect your employees to exhibit/demonstrate?

3. What skills and competences do your employees have that make them

well developed and civically competent workers (What make them

competent enough to do the work?)

4. What is the level of competence in their oral communication?

5. What is their level of competence in their written communication?

6. What skills do they have in order to seek for information?

7. What skills do they have in order to critically evaluate issues or

information?

8. What skills do they have to enable them to analyse data?

9. What is the level of their ability to take positions or stance based on the

examination ofdata?

10. What shows that they can advocate for taking a position/stance based

on the findings of the search for information?

II. What initiatives, self-starting/self-motivated skills do they exhibit?

. r and entrepreneurial related skills)(entrepreneuna Ism . ft
loyees demonstrate Microsoft, Mlcroso12. To what extent do your emp

Office and other software skills? .
t ofyour employees in terms ofthelr13. What is your overall assessmen

ability to initiate their own business?
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Closed Quantitative Interview of Employers

Agricultural Programme

Please, the following skills have been identified in the senior high school curriculum. I am
going to read and explain them and based on your understanding rate them by ticking in the
spaces provided. The scale is: 0= Not required [NR]; /= Less required [LR]; 2 = Required [R]; 3=Mostly required [MR]; 4= Highly required [HR]

No. Skills
Examples

0 I 2 3 4
I. Awareness

of the importance of agriculture to the national economy;
2. Appreciation

of the basic principles and role of animal improvement inagric
3. Recognition

of various occupations in agriculture for the youth
4. Measurement in agribusiness
5. Demonstration

of an understanding of qualitative and quantitative properties
of solutions

6. Relation
the physical and chemical properties of the soil to crop growth

7. Application of good husbandry practices to control weeds, pests and
diseases in crop productIOn

8. Acquisition of skills in the production and marketing of pets
9. Handling of farm machines and implements
10. Understanding the concept of heat, its relationship with temperature and its

effects on substances .
II. Determining energy changes in chemical reactIOns
12, Interpretation of energy changes in chemical reactions
13. Communication of energy changes in chemical reactions

of energy changes in chemical reactions14. Identification

15. Management Skills in agribusiness

culture for machines and implements16. Maintenance

basic economic principles in agnbusiness17. Utilisation/using

h importance of forestof the features of forestry and t e18. Description

products in national deveioP:::~ing soil and water
Adoption of appropriate measures or e .19.

conservation handling and storage of ammal
Familiarity with the procedures for proper20.

feeds k'lIs to care for and manage poultryDevelopment knowledge and s I A 'mal Husbandry21.
, rise based on nt

to establISh an enterp , nd behaviour of some22. Planning
d' g of the preparollOn, uses aunderstan In d" s23. Showing

under different con It IOn the number of valencegases based on
f chemical formulas .24. Prediction

o fthe vanouselectrons: eriments to determine the e~~~t::uilibrium25. Designing
~I~~~~ ~~Prate of reactions ~nd s~~e:d equilibrium laws
ac I'sbaseon '1

ofsimple calcu atlon . " Iy and quantitative Y26. Perfonnance
. lutions quailtat1\eof acidic and basiC so27. Exploration
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Closed Quantitative Interview of Employers

Science Programme

Please, the following skills have been identified in the senior high school curriculum. I am
going to read and explain them and based on your understanding rale them by ticking in the
spaces provided. The scale is: 0= Not required [NR]; 1= Less required [LR]; 2 = Required [R]; 3=Mostly required [MR]; 4= Highly reqUired [HR]

No. Skills
Examples 0 I 2 3 4

I. Awareness
that fuel can be generaled from biological sources

2. Appreciation
of the concept of straight lines and apply them in relatedproblems

3. Recognition of various types of motion
4. Demonstration

of knOWledge oflhe characleristic lesls 10 delect functional
~roups

5. Relation
of the struclure of planl pans to their functions

6. Application of the basic first aid methods to save life
7. Acquisilion of preparing wei-mounts and observing them under the

microscope
8, Understanding the concept of heat
9, Determining energy changes in chemical reactions
10. Interpretation of energy changes in chemical reactions
J I. Communication of energy changes in chemical reactions
12, Identification of the significance of biological associations in ecosystems
13. UtilisatiOn/using the probability scale from 0 to I

14. Description acids and bases

f an understanding of Ihe struclure of the atom15. Development

o . dbehaviour of some16. Showing unde"tanding of the preparatIon, uses an

l!OSes d Ihe number ofvalence17. Prediction ofchemical formulas base on
electrons

Designing
simple experiments d equilibrium laws

18.

I' based on rate an19. Performance
of simple calcu at,ons. 1"1 t'vely and quantitatively
of acidic and basic solutions qua I a ,20. Exploration

. late the light microscopeto manlpu .21. Ability
. various economIc groups

organisms to their. d their characteristics22. Assigning
. n,sms, base onDistinguishing between vanous orga .23.

. n'al fractionsof rational function IOto pa ,24. Resolution
resultants of vectors I25. Finding
ofexplain the probability scale from 0 to26. Explanation

f perimenlsample space 0 an ex27. Lisling
of measures of location28. Calculalion

. mponentsWriting vectors In co bel29.
I ted to Ihe para a

Solution of problems re a . on polynomials30.
. d integral Ion d

Carrying oul ditTerentiation an . wilh arrangemenl) an31.
tation (deallOg .

between permu I"ngwith selecl,on) h32. DitTerentiation
combination (dea I d 'nterpretthe grap

hicallyan I
33. Representation of dala gra

p
. from truth tables

valid conclUSions34. Drawing

226

University of Cape Coast       https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



- ighly required [HR]
; I Less reqUired [LR]; 2

ngm

No. Skills
Required [R

I. Awareness of appropriate techn0 Examnles
2. Appreciation of the concept of str,ques marchileclural drawings

0 I 2 3 4

3. Recognilion
Droblems aJght Imes and apply them in related

4. Relation
of types of roofs in buildin .. gconstructIon
of gradIents of parall I

5. Application
lines e , perpendicular nnd intersecting

of bUilding d .
6. Acquisition

rawmg to actual bu'ld'I mg processes

7. Understanding
of knowledge of building materials
the '. .

8. Detennining
pnnclples of Interseel ions' the construct" fm. . Ion 0 arches

9. Utilisation/using
coe lClcnl of friction

knowledge ofco d't" I

10. Development

problems n Ilona probability to solve real life

of eITective habils for safe use ofdra' .
II. Ability

wing Instruments

~:;envince others logically on the validity of statements

12. Distinguishing between mutually exclusive and independent events
13. Resolution of rational function into panial fractions
14. Finding resultants of vectors

15. Explanation the probability scale from 0 to I

16. Listing Ihe sample space of an experiment

17. Calculation correlation coefficients between two sets of data

18. Writing vectors in components forms

19. Solution problems related to the parabola

20. Carrying out differentiation and integration on polynomials

21. DiITerentiation between permutation and combination

22. Representation data graphically and interpret the graph

23. Drawing valid conclusions from truth tables

Closed Quantitative Interview of Employers
Business Programme

Please, the following skills have been identified in the senior high school curriculum. I am
going to read and explain them and based on your understanding rate them by ticking in the
spaces provided. The scale is: 0= Not required [NR]; 1= Less required [LR]; 2 = Required [R]; 3=

Mostly required [MR]; 4= Highly required [HR]

No. Skills Examples 0 I 2 3 4

I. Awareness
of the forms of business organizalions being operated in

Ghana

2. Appreciation oflhe world of business

3. Recognition
of the social. ethical and legal responsibilities of

business .

4. Acquisition
of knowledge of the major stages in the accounllng

process

5. Underslanding
the basic principles of the management of scarce

resources .

6. Identificalion
lhe various types of elasticity of demand and their

imoonance .

7. Developmenl
of skills in preporing payroll and pay slip

oSlledger accounts and extract a trial
8. Ability to prepare c

balance . . . d' VAT

9. Knowing
how to make out sales mvolces mclu mg

10, Compuling
VAT on input and output . .

. nd the role ofStandard COSllng In

11. Predisposition
to the meaning a
decision makinl!
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Closed 0 'uanhtative Intery'
Ge lew of Employers

PI~ase, the following skills neral Arts Programme
gOIng to read and ex lain have been identified in th .
spaces provided. Th~scal~~~~ ~nd based on your un~:enlOr ~igh school curriculum. I am
Mostly reqUired [MR]; 4= H" hi' 0- Not reqUired [NR]; 1= ~tandlng rate them by ticking in th

.g yrequlred[HR'j eSsrequired{LR'j 2 e[R]; 3=; - Required

No, Skills
I. Awareness of the role of the med~~n~:Dles .
2. Appreciation

0 1 2 3 4
of the f" pmg Public Opinion

3. Recognition
use 0 statlS!lcalt I .

of the '. 00 SIn economic analysis

4. Acquisition
cruc,.l,mponance of the I

of skills in' e eetoral process

5. Understanding
map tnterpretation and anal .

the YSIS

6. Communication
scope, concepts and principles ofGovemm I

In th d' en

7. Identification
e me la and the preparation ofarticles

the various types fl' .. 'nc 0 e astlclty ofdemand and th .

8. Description
1m ortance elr

9. Development
of new techniques needed in the world of work
develop empathy ~ h .Or 01 er environments with d'ff;

10. Showing
resources I erent

~n understanding of the activities of the anns of

II. Ability
ovemment

to differentiate the old and modem" f

12. Explanation
communication arms 0

of the effects of tourism on the economy ofGhana
13. Speech about the various economies
14. Restructuring/rec the plot ofa story

onstitution
15. Summary of themes in a story

16. Locating & images and symbolism in texts
analysine

17. Expression ofopinion

18. Questioning and on health, traditional medicine. r
answerinl!

19. Exposure rights of individuals

20. Argument by judging the values presented in a written work

Closed Quantitative Interview of Employers

Visual Arts programme
Please, the following skills have been identified in the senior high school curriculum. I am
going to read and explain them and based on your understanding rate them by licking in the
spaces provided. The scale is: 0= Not required [NR]; J= Less required [LR]; 2 = Required [R]; 3=

Mostly reqUired [MR]; 4= Highly required [HR]

No. Skills
ExamDles 0 1 2 3 4

I. Awareness
of the concepls ofart and the role of visual arts in nalional

develooment

2. Appreciation
of appreciate the need for sustaining the lextile induslry

3. Recognition
of fibres as a bosic material for yam making

4. Application
of knowledge and skills in entrepreneurial praclices to

develon a business nlan .

5. Acquisition
of knowledge and skills in handling and prepanng basketry

materials .

6. Understanding
the elements and principles of design

7. Identification
of the career related profession";vocations under visual arts

education .' d' I

8. Development
of elements of design and orgaOlze them IOto a eslgn

k'lI needed for pnlCticing a visual arts

9. Ability state the SIS

orofessionlyocatio:n aid or 1001 in designing and making

10. Exposure
to the computer as
in Art . f h period and their contribution to the

II. Renection
upon the artIStS 0 I e
deyeloDinent of Visual Arts
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Closed uantitative Interview Em 10 ers
Home Economics programme

Please, the following skills have been identified in the senior high school curriculum. Iam
going to read and explain them and based on YOur understanding rate them by ticking in the
spaces provided. The scale is: 0= Not required [NR]; 1= Less required [LR]; 2 = Required [R]; J=Mostly required [MR]; 4= Highly required [HR]

No. Skills
Examples

0 1 2 3 4
1. Awareness oft

he role kitchens play in food preparation and foodservice
2. Appreciation of

the domestic and industrial uses ofsome solids andIiauids
3. Recognition

of the career 0ppol1unities in Management in Living
4. Demonstration

of an understanding ofqualitative and quantitative
orooorties of sOlutions

5. Application
of the principles underlying food storage and preservation

6. Acquisition
of skills in preventing and managing accidents in the
home

7. Understanding basic cooking tenns
8. Detennining energy changes in chemical reactions
9. Interpretation energy changes in chemical reactions
10. Communication energy changes in chemical reactions
II. Identification of careers related to chemistry
12. Utilisation/using appropriate strategies to boost the marketing offood

nroducts
Description acids and bases .13.

of skills in dealing with crises and connicts in the famIly14. Development

of optimum use of resources .15. Planning

. nd behaVIOur ofunderstanding of the prepamtlOn: uses a16. Showing
, 2ases under different condulons I

some b ed on the number ofva enee17. Prediction chemical fonnulas as
electrons

Designing
simple experiments dequilibrium laws

18.

. based on rate anPenonnance
simple calculatIons. r ively and quantitatively

19.
'dic and basic solUIlOns qua Uat20. Exploration

ac, d odem forms ofto differentiate the old an m21. Ability

communication . h economyarGh.ma
Explanation of the effects oftou1lsm nn t e22.

about the various economies23. Speech
the plot ofa story24. Restructuring/rec

onstitution
f themes in a story

-
25. Summary

o d symbolism in textsLocating & Images an26.
analvsin.

of opinion ..27. Expression
on health, traditional med,cme. r

28. Questioning and

rights of individuals ed in a wrillen work
answerin r

29. Exposure
. h values present ..

by judgmg t e ."n family hVlOg30. Argument
f the role of decision makmg~

31. Examination
o of utilities in the home

Conservation of the use32.
rt'sement

Judgement of adve I t mealtimes33.
. ble etiquelle abasiC ta34. Practice
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23

Closed Quantitative Interview of Employers

The Core SUbjects

Please, the following skills have been identified in the senior high school curriculum. I am
going to read and explain them and based on YOur understanding rate them by ticking in the
spaces provided. The scale is: 0= Not required [NRj; 1= Less required [LRj; 2 = Required [Rj; 3=Mostly required [MRj; 4= Highly required [HRj

No. Skills
Exall!Ples 0 I 2 3 4

I. articulation ofvarious English speech Sounds
2. speaking of

English as nuently as possible; accurately and nuently3. awareness ofthe importance of light and heat energy
4, developing ascientific approach to problem solving; skills for writinggrammatically correct essays
5. acquisition of skills for creative writing; Iife- long positive attitudes

and values; of life. long positive attitudes and values6. identification of arbitrary and standard units of measure
7. composition of pieces of writing on a variety of topics
8. appreciation of the impact of ICT on everyday life
9. derivation of ethical values from literary works
10. cultivating the habit of reading
11. application the acquired ICT literacy skills in solving everyday

challenges
12. enhancing language ski lis ..

' f r and inequalities13. making graphical representations 0 cqua IOns

a problem to obtain it's solution .14. analysing

. d ICT literacy skills to enhance learning of15. using the acqUire

other subiects . f 0 ics
16. writing composition pieces on a varlety 0 t p

reasoning in discourse17. critical

reasoning in discourse18. analytical
. . discourse19. logical

reasomng In . rammntical forms in given
observation of the functions of the vanous g20.

contexts
practising creative writing21.

. its various formsunderstanding the nature of matter In ntal computations22.
I lations; carry out me23. computation to perform ca cu . the context of everyday

thematical knowledge In24. recalling

~t:ations . Ik vledge in the context of everyday
interpretation of mathematlca no\25.

, . , aphical andsituations . rately in written, gr
f' formallon accu26. organisation

~ial;mmmatic forms tely in written. graphical and
of information accura . spresentation

. fI nns cy' vanou
27.

diaemmmatic 0 table degree ofaccum .
measurement of figures to an accep28.

Quantities; acceptable degree of accuracy
of figures to an29. construction

- -logical thinking

-

30.

thinking btain a solution .31. abstract
f suitable stralegy to 0 . to the context; vaTious

-
selection o a yapproprlate32.

faccurac
estimation ofdew~e~ 0 . to the context33.

quantilles. y approprlOtefaccurac
approximation of degrees 0 athematics:34.

uestions about m
orally to q . ideas35. response

hemallcS k
discuss mal d ieees ofwor'36. discussion

. ate extende P
to invesllg dents.37, pmctical work

. 'th olher stuworklOg WI
38, co.opemtion

d' g numbersren Ifl
39. reading

0
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40. making

41. recognition
generalizations -
of the benefits of . _

42. relation
develooment SCience and technology for .
f . nat,onal

43. collection
o solids and plane hs apes
of data

44. finding

45. manipulation
probability of events

of leaming material t

46. maintenance
and skills 0 enhance understanding ofconcepts
of good health and

47. avoidance
familv good gender relations with friends and

48. adoption
of lTTesponsible behaviour

of culturally approved beh .
49. living

aVlOurs
a life of peace and harmon .

50. planning
with neonle of other cultur~sW1th fellow Ghanaians and
adequate programmes ~ h .

51. responsibility
country'S develonment or t e sustamability ofthe

of becoming a compet t d .
emnloved' . d trv en an productIVe worker when

52. upholding
In m usl

the constitution and the principles ofdemocracy
53. Decision making of taking measures to prevent autocratic rule
54. creation

~f S~lut~ons f~;vadapting the physical environment to the

55. performance
ee so SOClct

of responsibilities to state and country
56. typing to improve typing speed and accuracy
57. delivery of presentations
58. exhibition of 21st century skills in academic and social life
59. formatting document in a word processing document
60. editing document in a word processing document

Closed Quantitative Interview of Employers

All the Seven Programmes

Please, the following skills have been identified in the senior high school curriculum. I am
going to read and explain them and based on your understanding rate them by ticking in the
spaces provided. The scale is: 0= Not required [NR]; 1= Less required [LR]; 2 ~ Required [R]; 3=
Mostly required [MR]; 4= Highly reqUired [HR]

No. Skills Examnles 0 I 2 3 4

1. Awareness of importance ofagriculture to the national economy; of
fonns of business owanizalions

2. Appreciation of the world of business; of the need for sustaining the
texlile industrY;

3. Recognition
of the career opportunities in Management in Livi~g: of
the social. ethical and lecal resoonsibilities of busmess

4. Measurement in agribusiness

5. Demonstration
of knowledge of the characteristic tests to detect
functional orouos; .

6. Relation
of gradients of parnllel, perpendicular and intersectmg

lines . . I

7. Application
of knowledge and skills in entrepreneunal practices 0

develon a business nlan f h

8. Acquisition
of knowledge of building materials; of knowledge 0 t e

. . the accounting process; of skills 10 map
major stages In .
interpretation and anaivSls

9. Handling
of fann machines and implements;

10. Understanding the basic p~CiP~~O~:~:~;:~~~~~~C~~I~a~~e
resources, e sc 'ent f heat

ent" the conce 0 . fGovemm . . hemical reactions; coeffiCient 0

11. Determining
energy changes In c

friction hangeS in chemical reactions

1.2. Interpretation
of energy c .
of energy changes in chemical reacllO

ns

13. Communication
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26. Perfonnance

14. Identification

15. Management

16. Maintenance

17. Utilisation/using

18. Description

19. Adoption

20. Familiarity

21. Development

22. Planning

23. Showing

24. Prediction

25. Designing

to manipulate the light microscope

of simple calculations based on rale and equilibrium
laws

of acids and bases; of new techniques needed in the
world of work

of knOWledge and skills 10 care for and manage poultry

to establish an enterprise based on Animal Husbandry

cuhure for machines and implements

understanding of the preparation. uses and behaviour of
some gases under different conditions

wilh the procedures for proper handling and storage of
animal feeds;

simple experiments to delermine the effects of the
various factors on rate of reactions and systems in
eouilibrium

of chemical formulas based on the number of valence
electrons;

of energy changes in chemical reactions
Skills in agribusiness

of appropriate measures for ensuring soil and water
conservation~

of acidic and basic solutions qualilatively and
auanlitativelv

basic economic principles in agribusiness' the
Drobabilitv scale from 0 to I •

Exploration

Ability

27.

28.

29. Assigning organisms to their various economic groups

31. Resolution

between various organisms. based on their
characteristics .
of rational funclion into partial fracllOns

Distinguishing30.

32. Finding resultants of vectors

33. Explanation of explain the probability scale from 0 to I

34. Listing sample space of an experiment

35. Calculation of measures of IDeation

36.

37.

38.

39.

Writing

Solution

Carrying out

Differentiation

vectors in components

of problems relaled 10 the parabola .
. fon on polynomIals

42. Knowing k Out sales invoices Includmghow to rna e
. ut and oulput

VAT on lOp I ofStandard Costing in

valid conclusions from truth tables . VAT

to the meaning and the ro e
decision makinc

Representation

Drawing

Computing

Predisposition
43.

44.

40.

41.

the plot of a story

on the various economies
46. Speech

Restructure/recons47.
truct

5 Following4.

50. Expression on health. tradItIonal m
Questioning &

48. SummaI)'

Locating &
49. analvsine

of opinion . . edicine. r

3
Argument of deciS10n~~mak~,"~g~== j=tt:t~~5 . of the role ..' the home

2 Exposure . h values presen e . . •
5 . by judgmg t e. .'. in family hvmg

51. answerinv rights of individuals I d in a \\,itten work

54
Examination h seofutihue:l=n~::===- =±j=~+~~• oft e u

[J5[~Jr-;c~0~ns~e~rv~a~ti~0~n__tiJi~~'sement
• of advert' ahimes .

L~5~6~-!-J~U~d~g;em~en:.::I:"--__"tib;;as;S;i~Ctable etiquette at me d n~~t:he:ir~c:o:nt~ri~b_ut_"O_n_IO_--l_L-~-.1.-'~
[1~'J~p~ra~c~li~ce~ tUjlc~~ .I oflhepeno a

57. upon the art~e~t of Visual AnS
8 Reneclion the develo

L
5:::....L __------
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APPENDIXD

INTERVIEW SCHEDULE FOR STUDENTS

1. What decision did you .
. preconceive when you started the programme

with regard to employment, self-employment or further studies?
2. Do you still hold on to that decision?

3. Assuming you are right away going to work after the programme, what
work will you like to do and why?

4. What are some of your experiences that will enable you to do the job?
5. What is your familiarity with the skills in the curriculum? Now take

the following pieces of sheet that contain the skills in the curriculum of
the senior high school programme. I will read and explain then you
select from 0-4 in terms of your familiarity with the skill: [0 = not
familiar at all; 1= less familiar; 2 =familiar; 3 =more familiar; 4 =
most familiar]

6. a) Please, do recollect the number of times you have ~a.d the
opportunity to do practical at work places under the supervISIOn of

employers? . ?

b) What was the difference between the theory and the practical work.
7. Describe a scenario whereby you were directly involved at a work place

supervised by an employer. If
Mention to me the industry experts, employers, employees an~ s~ ~

8. . 't d you and given you talk on se ec eemployed who have ever VISI e

topics. . ' nd community organisations
9 Which private and publIc enterpnses a . ?

. ., d fi the purpose oflearnmg.
have you ever VISlte or . taught you about employment

h ears' expenence10 What have the tree y ?
. opportunities after senior high school programme.
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STATEMENTS FOR STUDENTS

Agricultural programme

Closed Quantitative Interview of Students
The following skills have been identified in the senior high school curriculum.
Read them carefully and identify the skills that you are familiar with. Write 0
to 4 in the spaces provided according to your familiarity with them:

o=not familiar at all
1 =less familiar
2 =familiar
3 =more familiar
4 = most familiar

[ I
[ ]
[ I
[ I
[ ]
[ ]
[ I
[ I
[ I
[ ]
[ ]
[ I
[ I
[ I
[ ]
[ ]
[ ]
[ I
[ ]
[ ]
[ ]
[ I
[ ]
[ ]
[ ]
[ ]

Physics
[ ]

[ ] [ ]
[ ] [ I
[ ] [ ]
[ ] [ ]
[ ] [ ]
[ ] [ ]
[ ] [ ]
[ ] [ ]
[ ] [ ]
[ ] [ I
[ ] [ ]
[ I [ ]
[ ] [ ]
[ I [ ]
[ I [ ]
[ ] [ ]
[ ] [ I
[ ] [ ]
[ I [ ]
[ ] [ ]
[ ] [ I
[ ] [ ]
[ ] [ ]

[ ] [ ]
[ ]

[ ] [ ]
[ ]

Animal Husbandry Chemistry
[ ] [ ]

Skills Agric
Awareness [ ]
Appreciation [ ]
Recognition [ ]
Measurement [ ]
Demonstration [ ]
Relation [ ]
Application [ ]

Acquisition ~ l
Handling
Understanding [ ]
Determining [ I
Interpretation [ I
Communication [ ]

Identification ~ l
Management [ ]
Maintenance

Utilisation/using ~ l
Description [ ]
Adoption [ ]
Familiarity [ I
Development [ ]
Planning [ I
Showing [ ]
Prediction [ ]
Designing [ ]
Performance [ ]
Exploration
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STATEMENTS FOR STUI)ENTS

Science programme

Closed Quantitative Interview of Students
The fOllowing skills have been identified in the senior high school curriculum.
Read them carefully and identity the skills that you are familiar with. Write 0
to 4 in the spaces provided according to your familiarity with them:

0= not familiar at all
1 =less familiar
2 =familiar
3 =more familiar
4 = most familiar

[ I
[ I
[ I
[ I
[ I
[ I
[ I
[ I
[ I
[ I
[ I
[ I
[ I
[ I
[ I
[ I
[ I
[ I
[ I
[ I
[ I
[ I
[ I
[ I
[ I
[ I
[ I
[ I
[ I
[ I
[ I
[ I
[ I

[ I
Physics

[ I
[ I
[ I
[ I
[ I
[ I
[ I
[ I
[ I
[ I
[ I
[ I
[ I
[ I
[ I
[ I
[ I
[ I
[ I
[ I
[ I
[ I
[ I
[ I
[ I
[ I
[ I
[ I
[ I
[ I
[ I
[ I
[ I

Chemistry
[ ]

Skills Biology Elective Maths
Awareness [ ] [ ]
Appreciation [ ] [ ]
Recognition [ ] [ ]

Demonstration [ ] ~ 1
Relation [ ] ]
Application [ I [
Acquisition [ I ~ 1
Understanding [ I [ I
Determining [ I [ I
Interpretation [ I [ I
Communication [ I [ I
Identification [ I [ I
Utilisation/using [ II [ I

. . [ [ IDeSCriptIon [ I
Devel~pment [ ] [ ]

ShO~I~g [ ] [ I
Pre~Ict~on [ ] [ I
DesIgmng [ ] [ ]
Perform~ce [ ] [ I
ExploratIon [ ] [ I
Ability [ I [ I
Assignin.g . [ I [ ]
Disting~lshIng [ I [ I
ResolutIon [ I [ I

[ ]Finding . [ I [ ]
ExplanatIon [ I [ ]
Listing [ I [ I
Calculation [ I [ I
Writing [ I [ I
Solution [ I [ I
Carrying out [ I [ I
Differentiat~on [ I [ I
RepresentatIon [ I __--
Drawing
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STATEMENTS FORSTUOENTS

Closed Quantitative Interview ofStudents
The following skills have been identified in the senior high school curriculum.
I am going to read and explain each of them to you then write 0, 1,2,3 or 4 in
the spaces provided according to your familiarity with them the scale is:

0= not familiar at all
1= less familiar
2 =familiar
3 =more familiar
4=most familiar

Technical Orawing programme

[ ]
[ ]
[ ]
[ 1
[ ]
[ ]
[ ]
[ ]
[ ]
[ ]
[ ]
[ ]
[ ]
[ ]
[ ]
[ ]
[ ]
[ ]
[ ]
[ ]
[ ]
[ ]

[ ]
Physics

[ 1
[ ]
[ 1
[ 1
[ 1
[ 1
[ 1
[ 1
[ 1
[ ]
[ 1
[ 1
[ ]
[ 1
[ 1
[ 1
[ ]
[ 1
[ 1
[ 1
[ 1
[ 1

Build. Const.
[ ]

Drawing

Awareness [ ] [ ]
Appreciation [ ] [ 1

. . [ 1 [ 1Recogmtlon [ 1
Relation [ 1 [ 1
Application [ 1 [ 1
Acquisition [ 1 [ ]
Understanding [ 1 [ 1
Determining. [ 1 [ 1
Utilisation/usmg [ 1 [ 1
Development [ 1 [ 1
Ability [ 1 [ 1
Disting~ishing ~ l [1
Resolution [ 1 [ 1
Finding . [ 1 [ 1
ExplanatIOn [ 1 [ 1
Listing [ 1 [ 1
Calculation [ 1 [ 1
Writing [ 1 [ 1
Solution [ 1 [ 1
Carrying out [ 1 [ 1
Differentiation [ ] [ 1
Representation [ 1 [ 1

Skills Tech. Drawing Elective Maths
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STATEMENTS FOR STUDENTS

Closed Quantitative Interview of Students
The following skills have been identified in the senior high school curriculum.
I am going to read and explain each of them to you then write 0, 1,2,3 or 4 in
the spaces provided according to your familiarity with them the scale is:

o= not familiar at all
1 = less familiar
2 =familiar
3 = more familiar
4 =most familiar

Business programme
Financial PrinciplesBusiness Economics

CostingManagement Accounts

[ ] [ 1 [ 1 [ 1Awareness
[ 1Appreciation [ ] [ ] [ ]
[ 1[ ] [ 1 [ 1Recognition

[ 1 [ ] [ 1Acquisition [ ]
[ ] [ ] [ 1Understanding [ ]

[ ] [ ]
Identification [ ] [ ]

[ ] [ ][ ] [ ]
[ 1Development

[ ] [ ][ ]
[ ]Ability

[ 1 [ 1 [ 1
[ ]Knowing

[ ] [ ] [ ]
[ ]Computing

[ ] [ ] [ ]
Predisposition
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STATEMENTS FOR STUDENTS

Closed Quantitative Interview of Students
The following skills have been identified in the senior high school curriculum.
I am going to read and explain each of them to you then write 0, I, 2, 3 or 4 in
the spaces provided according to your familiarity with them the scale is:

o=not familiar at all
1 =less familiar
2 = familiar
3 = more familiar
4 =most familiar

General Arts programme
FrenchSkills Geography Economics Government

[ 1 [ 1 [ ] [ ]Awareness
[ 1 [ ] [ ]Appreciation [ 1

[ ][ 1 [ ] [ ]Recognition
[ 1 [ I [ ]Acquisition [ 1
[ 1 [ ] [ ]

Understanding [ ]
[ 1 [ I [ ]

Communication [ ]
[ 1 [ I

Identification [ 1 [ 1
[ ] [ ]

Description [ 1 [ ]
[ I [ I

Development [ 1 [ 1
[ ] [ ]

[ 1 [ 1
[ IShowing

[ 1 [ ] [ I
[ IAbility

[ ] [ ][ 1 [ I [ IExplanation
[ 1 [ 1

[ I [ ISpeech . [ I [ IRestructuringireconstitullOn[ ]
[ 1 [ I

[ ][ 1 [ ISummary [ I [ ILocating & analysing [1 [ 1 [ ]
[ ]. . [ 1

[ I [ I
[ I

ExpreSSion
[ IAsking and answering [ 1 [ I
[ ] [ ][ 1

[ IExposure [ I
Argument

238

University of Cape Coast       https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



STATEMENTS FOR STUDENTS

TextilesSkills Gen. Know. in Arts EconomIcs Basketry

Closed Quantitative Interview of Students
The following skills have been identified in the senior high school curriculum.
I am going to read and explain each of them to you then write 0, 1,2,3 or 4 in
the spaces provided according to your familiarity with them the scale is:

o=not familiar at all
1 =less familiar
2 = familiar
3 =more familiar
4 = most familiar

Visual Arts programme .

[ 1 [ 1 [ 1 [ 1Awareness
[ 1 [ 1Appreciation [ 1 [ 1
[ 1 [ 1Recognition [ 1 [ I
[ I [ 1Application [ I [ I
[ 1 [ 1[ I [ 1

[ 1Acquisition
[ 1 [ IUnderstanding [ ]
[ 1 [ ] [ ]

Identification [ 1
[ 1 [ 1 [ ]

Development [ ]
[ 1 [ ][ 1 [ ]

[ ]Ability
[ 1 [ ][ 1 [ I [ IExposure

[ 1 [ IReflection
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STATEMENTS FOR STUDENTS

Closed Quantitative Interview of Students
The following skills have been identified in the senior high school curriculum.
1 am going to read and explain each of them to you then write 0, I, 2, 3 or 4 in
the spaces provided according to your familiarity with them the scale is:

o== not familiar at all
1 == less familiar
2 == familiar
3 == more familiar
4 == most familiar

Home Economics programme French
Skills Magm't in Living Food & Nutrition Chemistry

Awareness
Appreciation
Recognition
Demonstration
Application
Acquisition
Understanding
Determining
Interpretation
Communication
Identification
Utilisation/using
Description
Development
Planning
Showing
Prediction
Designing
Performance
Exploration
Ability

[ ]
[ ]
[ ]
[ ]
[ ]
[ ]
[ ]
[ ]
[ )
[ )
[ ]
[ ]
[ )
[ )
[ )
[ )
[ )
[ )
[ ]
[ )
[ )

. [ )Explanation [ ]
Speech . [ ]

. g1reconstltuteRestructunn [ )
Summary . [ ]
Locating & analysmg []
Expression . [ ]
Asking and answenng [)
Exposure [ ]
Argument [ ]
Examination [ )
Conservation [ )
Judgement [ )
Practice

[] [) [)
[) [) [)
[] [I [)
[] [) []
[] [) []
[) [) []
[) [) []
[) [) [)
[) [) [)

[) [) ~l
[) [) [)
[] [] []
[) [) []
[) [] []
[) [] []
[] [] [)
[) [) []
[) [) []
[) [) [)
[) [) [)
[] [) [)
[) [] [)
[) [] [)
[] [] []
[) [] []
[] [) [)
[) [] [)
[) [) [)
[) [] [)
[) [) []
[) [] []I
[) [) []

) [ ] [ )

[ --~[..:..)--­[ ]
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STATEMENTS FOR STUDENTS

Awareness [ 1
Appreciation [1
Recognizance [1
Measurement [1
Demonstration [1
Relation [ 1
Application [1
Acquisition [ 1
Handling [ 1
Understanding [1
Determining [1
Interpretation [1
Communication [ ]
Identification [1
Management [ 1
Maintenance [1
Utilisation/using [ 1
Description [1
Adoption [ 1
Familiarity [ 1
Development [1
Planning [ 1
Showing [ 1
Prediction [ l
Designing [
Performance [1
Exploration [1

Ability [ l
Assigning [
Distinguishing [1
Resolution [ 11

° dO g [FIn In 1
Explanation [1

° 0 [LIstIng 1
Calculation [1

° 0 [

Wrlll~g [ 1
Solution

[ 1
[ 1
[ 1
[ 1
[ 1
[ 1
[ I
[ 1
[ I
[ I
[ 1
[ 1
[ 1
[ 1
[ 1
[ 1
[ I
[ I
[ I
[ 1
[ 1
[ I
[ I
[ I
[ 1
[ I
[ 1
[ 1
[ I
[ I
[ I
[ 1
[ 1
[ 1
[ 1
[ 1
[ 1

[ 1
[ 1
[ 1
[ 1
[ 1
[ 1
[ 1
[ 1
[ 1
[ 1
[ 1
[ 1
[ 1
[ 1
[ 1
[ 1
[ 1
[ 1
[ 1
[ 1
[ 1
[ I
[ 1
[ 1
[ 1
[ 1
[ 1
[ 1
[ 1
[ 1
[ 1
[ 1
[ 1
[ 1
[ 1
[ 1
[ [
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[ 1
[ 1
[ 1
[ 1
[ 1
[ 1
[ 1
[ 1
[ I
[ I
[ I
[ I
[ I
[ 1
[ I
[ I
[ I
[ I
[ I
[ I
[ 1
[ I
[ I
[ 1
[ I
[ 1
[ I
[ I
[ 1
[ I
[ I
[ 1
[ 1
[ 1
[ I
[ 1
[ I

[ 1
[ I
[ I
[ I
[ I
[ I
[ 1
[ I
[ I
[ I
[ I
[ 1
[ 1
[ I
[ 1
[ 1
[ 1
[ 1
[ 1
[ 1
[ 1
[ 1
[ I
[ 1
[ 1
[ 1
[ 1
[ 1
[ I
[ 1
[ 1
[ 1
[ 1
[ 1
[ 1
[ 1
[ 1

[ 1
[ 1
[ 1
[ 1
[ 1
[ 1
[ 1
[ 1
[ 1
[ 1
[ 1
[ 1
[ 1
[ 1
[ 1
[ 1
[ 1
[ I
[ 1
[ 1
[ 1
[ 1
[ I
[ 1
[ 1
[ 1
[ 1
[ 1
[ 1
[ 1
[ 1
[ 1
[ 1
[ I
[ 1
[ 1
[ 1

[ I
[ I
[ 1
[ 1
[ 1
[ I
[ I
[ 1
[ 1
[ 1
[ I
[ 1
[ 1
[ 1
[ 1
[ I
[ I
[ 1
[ 1
[ 1
[ 1
[ I
[ 1
[ I
[ 1
[ 1
[ I
[ 1
[ 1
[ I
[ 1
[ 1
[ I
[ 1
[ I
[ 1
[ I
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Carrying out [ ] [ ] [ ]
[ ]Differentiation [ ] [ ] [ ] [ ] [ ] [ ]

Representation [ ] [ ] [ ]
[ ] [ ] [ ] [ ]

Drawing [ ] [ ] [ ]
[ ] [ ] [ ] [ ]

Knowing [ ] [ ] [ ]
[ ] [ ] [ ] [ I
[ ] [ ]Computing [ ] [ ] [ ] [ ] [ ]
[ ] [ ] [ ] [ ]Predisposition [ ] [ ] [ ] [ ] [ ] [ ] [ ]Following [ 1 [ 1 [ ] [ ] [ 1 [ ] [ ]Speech [ 1 [ 1 [ ] [ ] [ ] [ ] [ ]Restructure/recon[ ] [ ] [ ] [ ] [ ] [ ] [ ]Summary [ 1 [ ] [ ] [ ] [ ] [ ] [ ]Locating & analy[ 1 [ ] [ ] [ ] [ ] [ ] [ ]Expression [ 1 [ 1 [ ] [ ] [ ] [ ] [ ]Asking & answer.[ 1 [ 1 [ 1 [ ] [ ] [ ] [ ]Exposure [ 1 [ ] [ ] [ ] [ ] [ ] [ ]

Argument [ 1 [ ] [ ] [ ] [ ] [ ] [ ]
Examination [ 1 [ ] [ ] [ ] [ ] [ ] [ I
Conservation [ 1 [ 1 [ ] [ ] [ ] [ ] [ I
Judgement [ 1 [ ] [ ] [ ] [ ] [ ] [ I
Practice [ 1 [ 1 [ ] [ ] [ I [ I [ ]
Reflection [ 1 [ 1 [ ] [ ] [ ] [ ] [ ]

242

University of Cape Coast       https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library




