i | CALL No.

University of Cape Coast

UNIVERSITY OF CAPE COAST

https://ir.ucc.edu.gh/xmlui

RELEVANCE OF THE SENIOR HIGH SCHOOL CURRICULUM IN

RELATION TO CONTEXTUAL REALITY OF THE WORLD OF WORK

ABRAHAM KWADWO OKRAH

BY

Thesis submitted to the Faculty of Humanities and Social Sciences Education,

University of Cape Coast, in partial fulfilment of the requirements for award

of Doctor of Philosophy degree in Curriculum and Teaching

ACCESSION No.

OO‘S Ll

CAT. CHECKED

FINAL CHECKED

MARCH 2016

= ' v * (" i,v"'"‘,"‘ i: V.JR ﬁi?‘
2OVERSNY OF CAPE COAS
~APE COAS Y

Digitized by Sam Jonah Library



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

DECLARATION

Candidate’s Declaration
I hereby declare that this thesis is the result of my own original
research and that no part of it has been presented for another degree in

this university or elsewhere.

__—VJ’\-/ i G A
Candidate’s Signature: @ﬂ“’c‘%“ ......... Date: '.1-|)-”c

Name: Abraham Kwadwo Okrah

Supervisor’s Declaration

We hereby declare that the preparation and presentation of the thesis
were supervised in accordance with the guidelines on supervision of
thesis laid down by the University of Cape Coast.

MLy
- Date: [Ci

Principal Supervisor’s Signature: ..".0......... e

[D—[[,e,

Name: Prof. Y. A. Ankomah

Co-supervisor’s Signature: ...........cccceeveeruerreesnens Date: ! 1..L1%.

Name: Rev. Prof. Seth Asare-Danso

Digitized by Sam Jonah Library



S T S ——

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

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
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 of NVivo 8 to help in the counting of frequencies of each skill.
It was found out that the senior high school curriculum, though was génerally
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

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
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competent and financially literate (Partnership for 21* 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 similar in form and structure than before. One identifiable feature of the
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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 td 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
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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], 2010) 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.
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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).

Researc-h 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 of the 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
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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, 2010), and socio-economics (Cornbleth, 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
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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.
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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.
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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’

Digitized by Sam Jonah Library



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

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 identiﬁqation 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 maki'ng him/her non-neutral (Hitchcock,
& Hughes, 1989), hence the “neutrality of the interview is a chimera” or a

figment of an imagination (Denscombe, 1995).

10

Digitized by Sam Jonah Library



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

Definitions of Terms

Contextual realities: In the context of this study contextual realities
refer to the identification of the needs that can
inform the design of a curriculum.

World of work 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: Culture is defined as the “operating procedures,
shared meanings and beliefs, and norms,
including goals and priorities.” (Cornbleth,
1988, p. 93).

Relevance: 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 of terms 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.
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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 skills 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 skills 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 skills
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 skills that are not relevant in solving the societal problems then
those skills 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 skills that are
embedded in the curriculum need to be explored, identified and established.
Again, it is equally important to find out the skills that the learners have
acquired out of those skills in the curriculum. Finally, it is crucial to find out
the applicability of the skills 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 of the 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?”

11 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 of North 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.

[ F—————=7  PHILOSOPHY OFSHS  1——7— -

J L

SHS CURRICULUM
=
AGRIC [BUSINESS | TECHNICAL HOME VISUAL GENERAL | GENERAL
PROG [PROG PROG ECONOMICS | arts |  ARTS SCIENCE
] e
EXPECTATIONS

S

PROVISION OF APPROPRIATE EXPERIENCES

< EXTERNAL EFFECTIVENESS >
- L

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 (Glatthorn,
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 of Curriculum

Author Definition

John Dewey (1902, pp. 11-12) 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.

Frankllin Bobbitt (1918, p. 43) 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.

Harold O. Rugg (1927, p. 8) [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.

Hollis Caswell in Caswell &

Campbell (1935, pp. 66, 70) 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.

Ralph Tyler (1957, p. 79) [The curriculum is] all the learning
experiences planned and directed by the
school to attain its educational goals.

Hilda Taba (1960, p. 11) 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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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 learner, 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 (formulation 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 definition 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 of 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 of teachers

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

23

Digitized by Sam Jonah Library



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

experiences take p]ace 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 IIl 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 of Mfantsipim and Achimota in 1930

Mfantsipim Achimota

Mathematics Mathematics Music

English English Art

Latin Latin Hygiene

Commercial subjects Vernacular Practical work
Woodwork Woodwork

(Source: Graham, 1976)

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 éducational 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
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are taken care of” (Odazﬁtten, 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 1980s, 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 (ICT); 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. 1).

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, respbnsibilities and experiences of adult life” (Maclure,
1999, p.1).

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.129), 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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LY

Senior High School Subjécts (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 of the curriculum. White (2004, p.1) 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, modern 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 General Agriculture, Crop Husbandry and
Horticulture, Animal Husbandry/ Fisheries
/Forestry

Business Business Management, Cost Accounting, Type

Writing, Clerical Office Duties and Financial
Accounting.

Technical programme Applied Electricity, Auto Mechanics, Building
Construction,  Electronics, Metal Work,
Technical Drawing and Woodwork

Home Economics Clothing and Textiles, Food and Nutrition and
Management in Living.

Visual Arts Basketry, Ceramics, Graphic Design, Jewellery,

Leatherworks, Picture Making, Sculpture and

Textiles
General Science Chemistry, Biology, Physics and Mathematics.
General Arts 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 terms 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, 2010).

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, 2010, 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 2010, 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,
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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 (ICT). The core subjects also have the same

43

Digitized by Sam Jonah Library



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

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.

percentage weight
1000 506

B percentage weight

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 1712 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 senic’r 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% (144,887 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 c;f 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 2006/2007 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
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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 proceduralism 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 (1992, 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 (2010), was to find an alternlative 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 (2012) 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 of reconceptualisation
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 approacﬁes 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 (Pinar,
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) sums it up 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’ (Glatthorn, 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 Glatthorn, 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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informal approach to the design and implementation of a curriculum.
According to Glatthorn, 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 formulation 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 of Curriculum,
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 predetermined 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 océur 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 Glatthorn, 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 ihey are
examined in relation to these contextual realities (Jansen, 1988).

In his work on Reconfextualizing 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

64

Digitized by Sam Jonah Library




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

Benavides (2010), has créated 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 modern 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 al., 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

End 3
A Design
identify which generate consider weigh
facts are needed altematives consequences alternatives
for means & ends and consider  of alternatives cosls consequences
& consequence
a choose the most
l&— defensible
Pr a ;
X Deliberation
A
Conceptions theories aims images procedures
Platform
Beginning

Figure 5. Walker’s Naturalistic Model
Source: Mars & Willis (2007, p. 80). Curriculum: alternative
approaches, ongoing issues 4" 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 (Glatthorn, 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 anthropeological 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 realities. What are the local realities

in terms of employment, politics, economy, agriculture, etc. and how can

72

Digitized by Sam Jonah Library




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

global realities help shape fhese local realities? Any attempt to answer this
question guides the design of a curriculum that relates to contextual realities.
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) (2011) 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 thlat 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, IDC 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-
growth/high-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 determine 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 IDC 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 play a 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
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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-Ievel- 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 int;oduced 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 of the 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 of learning
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 21st 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
High/Technical 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.

88

Digitized by Sam Jonah Library



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

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 all 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

Agriculture

Science

Technical

Business

General Arts

Visual Arts

Home Economics

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,
eto;

journalism, editing, broadcasting, communications,
tourism, armed forces, social work, pastoral duties,
public relations, musicology, banking, law, drama,
politics.

graphic designing, textiles, leatherwork, jewellery,
decoration, picture making, ceramics, painting, museum
work, interior design, sculpture, etc.

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 21 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, 1) 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, 2011).
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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 of return 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 determine 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
History”

Establishes the context
for the experience

Explores the relevant

pre-existing and

contextual factors

Sample questions might

include:

¢ What were your
experiences and
expectations when
you started this
programme?

¢ Describe what you
decided to do after
going through this
programme.

“The Details of
Experience

Concentrates on the
details of the experience

Reconstructs facets of
the participants’
experience

Sample questions might

include:

*  Now that you are
about to complete the
programme what are
your experiences and
expectations?

¢  What adequate skills
do you have to enable
you to go into the
world of work?

“Reflection on the
Meaning”

Asks participants to
reflect on the meaning of
their experience

Requires participants to
consider contextual
factors that influence
present circumstances
Sample questions:

*  What do you foresee
about your life
situation after school?

*  What have the three
years' experience
taught you about being
employed after school?

Figure 6. Interview Structure after Seidman’s (1998) Methodology.

Source: Adapted from Seidman (1998, pp.11-12).

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

1. 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
scﬁool.

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 constriuct
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 of Skills 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 00 02 00 02 11
Comprehen. 08 21 14 06 69 06 74 198
Application 16 31 85 31 05 40 24 182
Analysis 02 02 00 00 05 00 07 16
Synthesis 03 01 00 00 01 01 06 12
Evaluation 07 11 10 00 01 00 06 35
Affective
Receiving 00 00 00 00 00 00 00 00
Responding 01 06 01 00 00 00 00 08
Valuing 157 101 98 144 68 83 64 715
Organisation 00 00 00 00 00 00 00 00
Characteristics23 37 14 44 49 58 32 257
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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 0l 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, 2010). 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 (1) (0.45%).

Table 9 - Generic Skills of the Agricultural Programme

Skills frequency of skills

General Agric Animal Husbandry Chemistry Physics Total
Appreciation 15 10 01 23 51
Recognition 15 11 15 09 50
Awareness 15 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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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 skills13 (5.99%). The rest of the skills fell below 3%.

Table 10 - Generic Skills of the 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
Writing 00 01 00 00 01
Total 47 62 53 58 217

(Source: Researcher’s construct)

The skills, as presented in Table 10, are graphically 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
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recognition
awareness
application
utilisation M frequency
finding
distinguishing
calculation
resolution

0 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 11.

Table 11 - Generic skills of the 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 11 (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 11, are graphically represented in

Figure 10, The figure shows a mixture of the skills of affective and cognitive.
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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 of 225 (100%).

The most common skills were the

skills of appreciation which had the frequency of 61 (27.11%); skills of

understanding 43 19.11%); skills of awareness 33 (14.67%); development 30

(13.32%); acquisition 28 (12.44%) and
remaining skills of identification, abil

predisposition fell below 2%. Refer to Table

recognisance 22 (9.78%). The
ity, knowing, computing and

12.

Table 12 - Generic Skills of the Business Programme

Skills frequency of skills per subject
Business Economics  Financial  Principles Total
Management Accounts  of Costing
Appreciation 15 22 14 10 61
Understanding 05 35 00 03 43
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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Figure 11. Frequency of Skills of the Business Programme
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Generic Skills of the General Arts Programme

The generic skills of the General Arts programme consisted of 20 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 of 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
Acquisition 14 00 00 00 14
Recognition 00 09 03 00 12
Awareness 04 06 01 00 11
Ability 00 00 00 10 10
Asking and answering00 00 00 05 05
Communication 00 00 00 05 05
Exposure 00 00 00 05 05
Expression 00 00 00 05 05
Summary 00 00 00 05 05
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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.
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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 11 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 of the Visual Arts Programme

Skills frequency of skills per subject

Gen. Know. Economics Basketry Textiles Total

in Arts
Understanding 07 35 08 05 55
Development 12 00 15 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
Total 41 73 38 36 188

(Source: Researcher’s construct)
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The skills, as presented in Table 14, are graphically represented in
Figure 13 below. Among the first ten skills, acquisition is the highest. In this
Figure, 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
recognition M Series1
application
exposure
ability

identification

0 10 20 30 40 50 60

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 of 217 (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 15 (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 of the 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 23 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

121

Digitized by Sam Jonah Library




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

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.

122

Digitized by Sam Jonah Library




University of Cape Coast https://ir.ucc.edu.gh/xmlui
Frequency
recognition
speech
description

understanding
appreciation
awareness
development
ability
communication

H Frequency

acquisition

0 5 10 15 20 25 30

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 i
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 of the skills per programme are in Table 16.
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Table 16 - Generic Skills of all the Seven Programmes

Skills frequency of skills per programme

Agric. Science Techni. Busi General Visual Home Total

— : Arts Arts Econs
Appreciation 51 47 Tl 61 31 32 15 268
Understanding 22 36 13 43 39 55 22 230
Recognisance 50 36 24 59 12 14 28 186
Awareness 42 19 i 33 11 21 15 158
Acquisition 12 01 26 28 14 16 06 103
Development 05 02 07 30 0l 36 13 0%
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
Communication01 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 OI 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
Representation00 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
Differentiation 00 01 01 00 00 00 00 002
Locat. & analy.00 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 0l 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 01 0000 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 all the skills of the seven programmes, as presented
in Table 16, is graphically represented in Figure 15. The figure shows the first
ten skills. The skills in their order of value in terms of frequency are the skills
of appreciation, understanding, recognition, awareness, acquisition and

development, with application, description, speech and utilisation being the

lowest in frequency.

Frequency

appreciation
understanding
recognition
awareness
acquisition
development W Frequency
application
description
speech
utilisation

0 50 100 150 200 250 300

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%). Apart from the skills of understanding that had a frequency of 22
(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 of 36 (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 of 31 (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 31 (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 recognisance 12 (6.03%) and awareness 11 (5.52%) playing

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 Sub jects

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

frequency of 178. The outcome of the totality of skills of all the seven
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programmes and those of the core subjects, with regard to the first ten skills

with the highest frequency, is visually represented in Figure 16 below.

Frequency

appreciation
understanding
recognition
awareness
acquisition
development

B Frequency

application 58

speech 55
description 46
utilisation 10

0 50 100 150 200 250 300

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

e subjects with a total frequency of 178; it also reveals a total of 59 skills of
corn
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all t .
e programmes with 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 of knowledge.
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 of Emphasis on Cognitive Levels for Examination

Suggested percentage of levels

Cognitive domain

100 200 300 400
Knowledge 40 20 10 10
Comprehension 30 a 10 0
Application 20 A » 0
Analysis/synthesis 10 . A 30
Evaluation 00 - = 4

(Source: Valley View University (2003-2009). Academic Bulletin, p. 45)
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F . . .
rom Table 17, emphasis is 1ajd on the lower levels of the cognitive
d L ! . .
omain. As one advances, application of the knowledge is the area of focus.
The first ten skills of the senior high school curriculum with the highest

frequenci g )
quencies are  appreciation, understanding, recognition, awareness,

acquisition, development, application, speech/communication, description 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

student might have learnt those skills. In view of this three final year students

fi each of the seven programmes Were interviewed in order to determine
rom

the skills they have already acquired. A total of twenty-one (21) students, ten

les and eleven females, participated in this interview. The high, average and
male e
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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 calibre of Students who go into the world of work or into
furtherance of their education. These 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

programme. Seidman (1998) opines that the focused life history of the

interviewee explores the contexts and experiences that preceded the

participant’s experience with the phenomenon. In view of this, the first part of

the interview sought to find out students’ experiences and expectations at the

beginning of the programme in terms of employment, self-employment or
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further. i i
ance of their education and also to find out whether they had still held

onto that decision,

Interview questi :
9 on I: What were your experiences and expectations in terms

of employment, self-employment or furtherance of your education when you

started the senior high schoo] programme?

In response to this question, all the 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,

economics and agricultural industry respectively. Those of the Science

ogramme said they would like to enter into the field of engineering; film
pr

(acting) industry and any job at all in any industry. In the field of Technical
acti
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Drawing, the i
g students sajqd they preferred Electricity Company, electrical

engineering and any assistance i any work place, as the lady said, as a girl I
can't start my own work Surprisingly, one Business student said she would
like to go into nursing. Another informant preferred working 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

industries, industry personnel’s Visits to the school, school related practical

skills, etc.
The researcher wanted to find out initially the skills the students had

acquired from the curriculum that could help them to go into the employment

of their interest that they had already indicated above. This scenario led to the

next question for the interview:
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Interview question 4-
FHestion & What are the skills that you have acquired for these past

th :
ree years that wij| enable you to do the job that you have chosen?
In re : . .
Sponse to this question, it was realised that the students found it
very difficult to identify the specific skills they had acquired in order to go

into the job of their interest, The following responses in the respective

programmes attest to this. Students of the Science programme, for instance,

said they had acquired skills 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, 7 am very good in it
[electrical], repairing of things like iron, phones, etc. Another student said, Sor
me I am good at installation work; I am good in terms of lighting 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 of the resources we have; also I have
an idea of the 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.

With regard to the General Arts programme, one student put it this
ay, for me personally [ don't have any personal skills but I am depending on
way, )

talent. Another student said that she had been taught, in economics, how to
my talent.

think critically, how to analyse certain things, “yes and it has helped me to
n ’
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think; it has helped me to 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 of my 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

curriculum? Now take the following pieces of sheet that contain the skills in
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the curriculum of the senior high school programme. You are going to 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].

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 of the 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
in all, there were four hundred and thirty two (432)

thirty two (432) skills. So,

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 of Skills Students Acquire in the Agricultural

Programme

Students Total Frequency Frequency of Students’  Percentage
acquisition of skills

A 432 288 66.7

B 432 297 68.8

C 432 235 54.4

(Source: Researcher’s construct)

The figures in Table 18 suggest that the students in the Agricultural

programme have acquired most of the skills enshrined in the curriculum. If the

curriculum is finally established as relevant then the students have learnt most

of the relevant skills in the Agricultural programme. The first ten of the most

frequently learnt skills are presented in Figure 17.
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Figure 17. Skills Students Acquired in the Agricultural Programine

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 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 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 ‘B’ 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 of Skills Students Acquire in the Science Programme

Students Total Frequency Frequency of Students’  Percentage

acquisition of skills

A 544 341 62.7
B 544 248 45.6
C 544 410 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 of 3.2.
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 of 35.9. 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 of Skills Students Acquire in the Technical Drawing

Programme

Students Total Frequency Frequency of Students’  Percentage
acquisition of skills

A 368 132 559

B 368 271 73.6

& 368 197 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 hand, 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
e of 4.8. The following three skills, resolution, appreciation

frequency valu

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 (11).
This gives a total of one hundred and seventy six (1 76) 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 of Skills Students Acquire in the Business Programme

Students Total Frequency Frequency of Students’  Percentage

acquisition of skills

A 176 70 39.8
B 176 130 73.9
C 176 99 56.3

(Source: Researcher’s construct)

The figures in Table 21 suggest that students ‘B’ and “C” have acquired

most of the skills in the Business programme. However, student ‘A’ has

acquired the skills that are below average. The figures in the table above are

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 form of magnitude, the skills of acquisition (12.9),
recognition and awareness (11.4), identification and appreciation (10.0),
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 finally, awareness
(5.4). Student ‘C’ also acquired the following, in a magnitude form, skills of
understanding (16.2), appreciation (13.1), recognition (11.1), 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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fepresenting 65.31%. Student *B* also acquired one hundred and eighty nine

(189) and this gjves a percentage value of 59.1. 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 of Skills Students Acquire in the General Arts

Programme

Students Total Frequency Frequency of Students’  Percentage
acquisition of skills

A 320 209 65.3

B 320 189 59.1

* 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.
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Figure 21 Students’ Acquisition of the General Arts Programme
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The first ten skills of the General Arts programme acquired by each of

the three students interviewed are as follows: Student ‘A’ acquired thoskills of

description (6.7), exposure and speech  (6.2), questioning/answering,

e 1 s
Xpression 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 (3.3). 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 (176) 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 (107) skills with a percentage value of 60.8. These

frequencies and students’ acquisition of the skills together with the percentage

weight are illustrated in Table 23.

147

Digitized by Sam Jonah Library




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

Table 23 - Frequency of Skills Students Acquire in the Visual Arts Programme

Students Total Frequency Frequency of Students’ Percentage
acquisition of skills

A 176 97 55.1

B 176 92 52.3

C 176 107 _ 60.8

(Source: Researcher’s construct)

The figures in Table 23 suggest that all the students have acquired
most of the skills in the Visual 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
(10.3), identification (8.2), reflection (7.2), exposure and ability (6.2) and

finally, development (5.2). Student ‘B’ has also acquired the skills of
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acquisitio icati ,
q n, application and appreciation (12.0), awareness (10.9), exposure,

identificati ;
ITication and understandmg (8.7), development (7.6), and reflection,

ability a 23
ty and recognition (6.5). Student ‘C’ also acquired, in a hierarchical order,

und i 5.
hderstanding (12.1), acquisition (1] 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 of Skills Students Acquire in the Home Economic

Programme

Students Total Frequency Frequency of Students’  Percentage
acquisition of skills

A 544 390 71.7

B 544 92 86.8

c 544 107 75.0

(Source: Researcher’s constrict)
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The figures in Table 24 show the highest acquisition of skills so far as
the percentage values demonstrate. The Table shows that all the three students
were able to acquire above 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 of 4.1 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
ue of 3.0 include the following: conservation, examination,

frequency val

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 80 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 F igure 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
Total 7680 4870

~(Source: Researcher's construct)
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Anotl i
1€r major concern that the study sought to look at was to compare

t iri : .
he 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 Jrequencies of skills in the curriculum are the same first

ten highest frequencies of skills 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 Frequencies
Drawing 439
Understanding 143
Identification 135
Ability 131
Awareness 116
Recognition 110
Appreciation 108
s 93
Acquisition
S 80
Application
78

Description

(Source: Researcher's construct)
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F
rom Table 26, one can deduce that the highest frequency of skill is
drawi 3
rawing and the least of them is description. The skills in Table 26 together

with their corresponding frequencies are presented in Figure 25.
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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,
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appreciation
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acquisition
development
application
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speech
description
utilisation
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Figure 26. The First Ten Skills with the Highest Frequencies in the Curriculum.
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It was found oyt from the senjor high school curriculum that the first
ten sKills with the highest frequencies fell under the affective domain,
particularly the leve] of valuing. It was also realised that none of the skills
with the highest frequencies fell 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.

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
Even though the psychomotor domain with its skills of

total frequency of 701.

drawing featuring as the highest, it was the only skill with a frequency of 439.

It can. therefore, be concluded that the skills with the highest frequencies that
can, 3
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the stud i
ents acquired fell under the affective domain just as those of the

curriculum.

Theoretical Propositions 5 and 6

Students acquire ‘job training’ skills. Students acquire ob 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

especially the practical ones such as Science, Agriculture, Technical Drawing,

Home Economics, etc. recommend almost equal teaching of theory and
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ractical peri :
practical periods. Table 27 below illustrates an example of this concept with

the Agricultural programme;

Table 27 - Teaching and Practical periods in the 4 gricultural 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 for 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 1: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 of periods, e.g. three periods each. From what
you have gone through, what percentage will you give
to both theory and practical?

Interviewee 1. 70% theory, 30% practical.
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Interviewee 3: 9594 theory.

Interviewee 2: 859 theory.

Th i _
ree Science students also gave similar responses without figures:
1 i 3
nterviewer: In terms of theory and practical, do you think you have

equal number of periods 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 performed 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

of jobs (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

programming skills, skills for health care or professionals and skills required

for trade such as electrician and plumber.
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The content analysis of the senjor high school curriculum has revealed
both cross-functional and occupation specific skills. The interview conducted
with employers confirmed that the skills 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 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.

These three theoretical propositions aim at one thing: bringing the
industry into the classroom and taking the classroom to the industry (ACARA,
2013). The outcome of the interview with the students indicates that the
on in the curriculum to invite employers, employees, self-

recommendati

employed and experts in industries to the schools was really dysfunctional.

Again, recommendations for students’ visits to work places, industries, private
2
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and public enterpr;
rprises and community organisations were not being

implement — .
p ed. The following interaction with the students through an interview

confirms this (Znterview 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. Jfrom Form One to this level,

Form three?
Interviewee 10: 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 [
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: 1
So officially the school has not invited any expert to give a

talk?
Interviewees 10, 11, 12: No

Intervi :
WYIRRET Bk 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

can get jobs to do or start their own jobs?
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Responses from Home Economics Students:

Interviewee 20: P
€ 20: Yes, it will pe very difficult to get job 10 do and the job also
t ] ;
hey will get will not pay well because these days everything is

IT, IT, 50 you have 10 continue so that you get a well-paid job.

Interviewer:  Your explanation shows that your answer is No.

Interviewee 20: Yes, it is ‘No’ because they will find it difficult to get jobs.
Interviewer:  Are You not also thinking about initiating your own job after
SHS, or you think when You continue that is when you can
initiate your own job?

Interviewee 20: You can initiate your Job; you have to start with a little capital
before it becomes a big capital.

Interviewer: Ok, that’s good. What about you? Can you start with your own
business?

Interviewee 21: Yes, I can start

Interviewer: If yes, do you see it cut across that anyone who completes SHS
can enter into the world of work 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 you, 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 further

your education and be stable so with that education they can go

into many places.
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Interview with Science students

Interviewer:
Now that You have almost finished your programme, what have

your three yeqrs’ experience taught you about employment
Opportunities after senior high school programme? Not you per
se but those who complete SHS but may not want to continue?

Interviewee 4: They wi] gain employment but the salary will be

small.

Interviewee 5: I will teach,
Interviewer:  When you complete SHS ecan 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

frequency that employers have rated of the curriculum. In each of these two

sses two personnel or companies for each of the seven programmes of
proce
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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, through the content analysis, was able to identify the
skills in the curriculum, In order to determine 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 [1], 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

skill. Patterns and themes were then noted together with the total frequencies

of the skills. A simple numerical data for analysis was obtained and analysed

in the form of tables as may be seen from Table 28.
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Table 28 - £ Vi
mployers Views on the Relevance of the Skills in the Curriculum

Program i
grammes  Compapies No.of  Overall Total Total freq. %

Skills Frequencies of employers
Agriculture a) Fishing industry,
Cape Coast 27 10
8
b) Estate Farm, 72 o
Valley View University 27 108 i 71
Science a) Centre for Scientific Medical
Research, Mampong, 34 134 122 90
b) Science Department,
Valley View University 34 136 80 59
Technical a) Agorwu Furniture, Accra 23 92 56 61
Draw b) Alizoo Entreprise, Accra 23 92 67 72
Business a) Business Department,
Valley View University 11 44 28 64
b) Centre for Scientific Medical
Research - Mampong 11 44 31 70
General a) Pentecost Press, Accra 20 80 58 73
Arts b) Physical Plant Department
Valley View University 20 80 36 45
Visual a) Pentecost Press, Accra 11 44 31 70
Arts b) Pentecost Press, Accra 11 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

t of the fourteen organisations which rated the skills with a frequency of 36
ou
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beyond 50%, i
¥  The higher the frequency, the higher the skills are required. For

instance, one Doctor at the Centre for Scientific Research into Plant Medicine
rated the skills in the Science Programme as high as 122 (90%) out of 136
(100%). This is what the Doctor said when he was asked whether the skills in
the curriculum might be required or considered for employment:

You. see, anything science is high. Any, you see our scientific disciplines are
va‘.r'lea{ and many so anything science is high. I said because we do different
sczen{{ﬁc disciplines — we have biological related, agricultural related,
chemistry related — 5o all these science related skills, we rate them very high.
To be frank with you even Junior high school syllabus, the kind of things that
is there, their science syllabus, the sort of skills 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 they
have not learnt anything. You see, but the kind of things 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 of education 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 of people pass the senior high
school examination and only a few get the opportunity to go to the university.
A lot of people who go to the university, only a few of t}{em get the courses
they want to pursue and because of that the major emphasis of the senior high
school programme is just to pass the exam in order. to get the course you want
to pursue at the university. If we have a lot of universities, especially public
universities where we don't pay as much as the private ones so thfzt studen_ts
have a lot of options, there wouldn't be so fnuch.emphaszs on gelting certain
grades in order to get certain course; that will relieve the pressure.

You see, what is happening is that even if you :_nake the senior high school foz.tr
years and you introduce even more practical courses, the students will

emphasise the theory because they are targeting certain courses at the

universislj(;. me of the employers also rated the skills as ‘less required.’

According to them, it was not because of the irrelevance of the skills but
cC )

because the skills seem to be above the students’ level so they would not be
ecau
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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 exam

: g ple, 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 of all 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 O’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. If only 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

curriculum was to find out the similarities between the skills that have the

highest frequencies in the curriculum and those that employers have rated as

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

I4: The first ten highest Jrequencies of skills thar employers rate of the skills in
the curriculum are the same first ten highest frequencies of skills 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 that employers require

application

First ten skills of highest
frequency in the curriculum

appreciation

derstanding identification
un
ition appreciation
recogniti
drawing

awareness
ability

acquisition
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Table 29 (Continued)

development cakis
il acquisition
description :::::::ent
communication understanding
utilisation communication

(Source: Researcher’s construct)

It can be observed from Table 29 that three of the skills with the
highest frequencies in the curriculum — skills 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

highest frequencies in the curriculum, especially the first four, - appreciation,
ighe
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that the empl )
Ployers rate as the highest, especially the first two and the third

one, - application. ident; . .
» = application, identification and drawing — are more of practical in nature.

Taking i y : x
Ing 1nto consideration the differences in the order of importance of the

skills with the highest frequencies, those with non-practical direction and

those with practical orientation, 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
ally demand of employees could be found in the senior high

employers usu

school curriculum in order to determine the relevance or otherwise of the

curriculum. In order to execute this, two organisations from both formal and

informal sectors of the economy were selected for the interview. The selection

of the organisations was based on the prospective related careers of each

programme (Refer to Table 6) and it is purposive. As Paul, Kleinhamner and
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Fowler (2009 6 i n
( » P- 62) put it that, “purposive sampling logic is used i
ualitativ ;
q ve research so far as the object of study (a person, school, or school
system) is a goo w ovide
Y ) is a good example of the phenomenon being studied as it will provi

relev » - -
evant data.” The organisations, as indicated in Table 30, provided relevant

data for the study.

Table 30 - Selection of Employers from Organisations

Programmes Organisation Specific Organ.  Town/Region
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 ) 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)

Data were gathered from the above informants. The data were then

transcribed sorted out to determine themes and coded through the use of
a ]

Nvivo 8. The counting of the frequency of occurrence of skills, identifying
VIVO 0.
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patterns and t ;
hemes together with the total number of frequency of skills

followed. ; ;
ed. The skills that were identified in the form of words, phrases and

sentences constituted the ynits of analysis

During the open coding of the skills into categories three major key
themes were identified together with their sub-themes and these were based on
Bloom’s (]7956) 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 Employers Demand of Employees

Skills Interview of employers 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 0l 02 00 01 09
Valuing 02 06 00 Ol 01 05 02 17
Organisation 00 01 00 00 00 00 02 03
Characterisat. 07 i 03 03 04 05 pa - 33
Psychomotor
Reflexive o0 00 00 g0 00 00 00 00
Fundamental 00 o0 00 00 o0 00 00 00
Percept, ability00 o0 00 00 00 00 00 00
Physic. abilities01 or 00 00 00 00 or 03
silledmovt 00 00 O 03 02 0 W
Expressi. mov 100 00 o0 00 00 e 00 00
24 29 18 26 182

Total

31

33

¢ truct,
(Source: Researcher s constrict)

21
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The total :
PRbAE skills that the employers who were interviewed

osited to b :
p © mostly required at work places was one hundred and eighty two

182). Each )
bl programme has its own number of frequencies as indicated in the

above table.
€. In order to make a clear comparison among these skills, a visual

representation of the frequencies is represented in Figure 28

Frequency

characterisation
application
comprehension
valuing
synthesis
knowledge
responding
skilled movement
analysis
evaluation
physical ability
organisation
receiving

W Frequency

0 5 105 20 259930 35

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 of value. 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 (11). It can therefore be concluded that employers demand more of the

kills that relate to cognitive domain. In other words, employers require more
skills

of the skills that relate to the application of knowledge.
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Discussion of the Skills Employers Demand of Employees
In the analysis of the skills that employers require of employees, it was
revealed that the affective domain contained a frequency of 63 while the
cognitive domain comprised a frequency 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 affective and psychomotor domain. Since the skills of
the cognitive domain deal more with the application of knowledge, it can be

concluded that employers demand 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,
irs

i w isition and ability (affective
i ition, awareness, acqul
understanding, recognitiot,

domain) (1,017 frequencies) and development, application, speech, description
omain) (1,
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and utilisation (coenjiti .
(cognitive domain) (306 frequencies). These skills are visually

represented in Figure 29,

Frequency

appreciation
understanding
recognition
awareness
acquisition
development W Frequency
application
speech
description

utilisation

0 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
nst 306 frequencies of the cognitive domain.

affective domain as agai

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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Frequency

practical approach
communication y
appearance
commitment
writing
creativity
analysis
planning W Frequency
knowledge
interpersonal
intelligence
design

computing

understanding

0 2 4 6 8 10 12

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

lication of knowledge Some of the skills that employers recommend
applica .

t be found in the senior high school curriculum. For example, the skills
canno

£ tical approach and creativity, both of which constitute skills of
of practi
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concluded that .
the skills in the curriculum are not the same skills that

employers requi : )
ploy quire of graduating senijor high school students, even though the

skills in the curriculum haye been rated as relevant

Theoretical Proposition 16

The first ten highest skills that employers demand of employees are the same
first ten highest frequencies of skills in the curriculum

The comparison between the kills in 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

kills in the cognitive domain. These skills under each domain may be seen
skills

from Figure 31.
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Frequency

characterisation
application
comprehension
valuing
synthesis
knowledge
responding
skilled movement
analysis
evaluation
physical ability
organisation
receiving

W Frequency

0 5 10 15 20 25 30 35

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

characterisation in the affective domain, employers demand skills of

lication which are in the cognitive domain. The frequency of skills in the
appli

- 5
curriculum is visually presented in Figure 3
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—_—
Frequency

valuing
characterisation
comprehension
application
evaluation
analysis
synthesis
knowledge
responding
skilled movement
physical ability

715

m Frequency

0 200 400 600 800

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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Require

The first ten highest

Skills in the curriculum

The first ten highest

skills employers require

valuing —
characterisation

characterisation application

comprehension comprehension

application valuing
evaluation synthesis
analysis knowledge
synthesis responding
knowledge skilled movement
responding analysis

skilled movement evaluation

(Source: Researcher's construct)

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 shasi it

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 of employees.
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Theoretical Proposition 17

The skills that students acquire from the curriculum are among the skills that
employers demand of employees.

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 of Skills 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 of employees
practical approach

understanding
recognition communication
appreciation appearance
awareness commitment
acquisition writing
i i i creativit
identification Y
ili analysis
ability y
lanning
development P
. knowledge
application ‘
‘s interpersonal
description

(Source: Researcher’s construct)
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employees. None :
of the skills thgt the students haye acquired is similar t
ar to

those that employers demand of employees

Theoretical Proposition 18

The first ten highest skijj
S th
at the students haye acquired are the same first
ten highest skills employers demand of Students
The analysis of
ysis 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

understanding
recognition
appreciation
awareness
acquisition
identification
ability
development
application
description
communication
explanation

M Frequency of skills

e ¥

0 50 100 150 200

250

Figure 33. The First Twelve Highest Skills Students have Acquired
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Frequency
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knz[\:Ten:i;: W Frequency
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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 skills 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

f teaching and learning in both what the senior high school curriculum
0

hat the employers recommend are different from what the
w

e, the fourteenth highest (or the ninth

contains and

students have acquired. For instanc

f i i i i he ﬁrSt
i i i Uﬂdersta 1 g-

cquired.
highest of all the skills that the students have acq
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CHAPTER FIVE
SU
MMARY, CONCLUSIONS AND RECOMMENDATIONS

Overview
Thi
is final chapter presents the summary of the study, the conclusions

drawn from it .
and the recommendations for consideration, application and

implementation.

Summary
The summary of the study encompasses two major parts namely an
overview of the study and the key findings. 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 of finding 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

terminating 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
. The

ratory stage for entry into
i W £ work and as @ prepa
for entry into the world 0

nistry of Education, Youth and Sports, 2004, p. 21).

tertiary education.” (Mi
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‘erroneous]y referred to as dropouts.”
Ministry of Educati
( try ucation, 2002, P. 148). What then happens to those who are

conside “ 5 gy e
red as “dropouts?” [s jt because the skills that they have acquired in

school are not work related? What skills are then embedded in the school
curriculum such that the graduating students of 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?

These research questions were buttressed by eighteen (18) theoretical

as Yin (1994) strongly supported and practically used them

). The theoretical propositions were

propositions,

(Paul, Kleinhamer & Fowler, 2009

d under the skills embedded in the curriculum, the skills students
grouped un

quire of employees, similarities between the skills

acquire, skills employers re

d the skills that employers demand of employees and

in the curriculum an
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employers demand of employees

the content analysis of the senior high school curriculum. The second was an
interview of some selected students and the third was an interview of some

selected employers in some organisations,

In the content analysis of the senior high school curriculum, the whole
curriculum was identified as the population with the 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

<ohool that fulfilled all the requirements of the Ghana Education Service

(Ministry of Education) in order t0 be considered as an excellent school
(Flyvbjerg, 2004). A sample size of twenty one (21) students, three each for
h ogrammes, Was selected from the school for an interview. This
the seven pr ’

«most likely” case that could test the

a model example of

served as ‘
s that: If those selected sampling frames that

universality of the research thest
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high SChOOI CUFFi n r j ¥
g lculum ln e!atlon tO the COntextual eality thh I f
e Wor d o)

work turn round to shoy
how irrelevance o the curriculum, then, it is “most likely"”
that it will be irrelevan; anywhere in the coy ntry

The i :
nterview of students followed the interview structure of

Seidman’s (1998) methodology. In this methodology, the focused life history

of the informants, the details of thej experiences and the reflection on the

meaning of their life history and experiences were captured.

The third major element after the content analysis and the interview of
students was an interview of employers 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.

osed quantitative interview, the employers were

In addition to the cl
skills that they required at th

ata from the interview were

4 on th eir work places if they
also interviewed on the

viduals to work. The d

were to employ indi
. mes and coded. Through the use of

identi the
transcribed, sorted out t0 identify the
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the ‘Tree Nodes.’

the appearance of .
the skills was counted and through a simple numerical

analysis usi i
y Ing Microsoft Offjce Excel, tableg and figures were generated. The

key findings of the study were then presented

Key Findings
The key findings of the research were in response to the four major
research questions and the theoretical 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 Skills in the Senior High School Curriculum
Through the content analysis of the senior high school curriculum, it

was found out that there were 56 skills in the core subjects [English Language,

Mathematics, Integrated Science, Social Studies and Information and

hnology] with a total frequency of 178. All the seven

Communications Tec

ntained 62 skills with a total frequency of one thousand, four
s cO

all therefore, there were one hundred and

programme

hundred and forty-one (1444). In

senior high school curriculum and this figure
e

fifteen (118) skills in th
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represented a total frequency of ope thousand six p,
six hy

(1,622). ndred and nineteen

and psychomotor domains. The cognitive domain was concerned with the
skills of application while the affective domain was concerned with valuing
system. The psychomotor domain, 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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F 3
or example, while three of the first ten skills with the highest frequencies

could be found among the first 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 the skills among the first ten in the

curriculum could not be found 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 1s

ed. Again, GES (2002) foun
cal element recommended in the curriculum is

d that the curriculum comprises a
diversifi

practical element but this practi
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not implemented dye to lack of adequate teachj
in

st £ g and learning facilities, poor
uctural facilities low
s number of well i
-motivated and committed

teachers, poor mana
s gement and Supervision and inadequately prepared junior

high school leavers,

of both theory and practical as stated in the curriculum but theory superseded

the practical. The three students interviewed rated, for example, the

Agricultural programme as 70%, 85% 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 of 36 (45%), 65 (48%) and 67 (49%) for General

Arts. Visual Arts and Home Economics respectively, the remaining eleven
b

organisations rated the skills in the curriculum beyond 50%. This showed that

the skills in the curriculum were relevant hence the senior high school
e skills in

curriculum was relevant.
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Lack of Connectivj b
ty between Schools ang Industries

The study findi
y Ings further revealed that the recommendations in the

curriculum to inyj
vite employers, employees, self-employed and experts in

industries to the s "
chools as a way of bnnging in skills into the classroom were

dysfunctional. i i
y Again, the Tecommendations for students’ visits to work places

industries, pri i i
» Private and public enterprises and community organisations were

not being implemented. These findings 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

recommended skills of the affective domain, mostly skills relating to valuing,

employers required cognitive skills, mostly skills of the application of

knowledge. Some of the skills that employers recommended could not be

found in the senior high school curriculum. For example, the skills of practical

h and creativity both of which constitute skills of application, could
approach an )

t be found in the senior high school curr iculum. It was, therefore, revealed
not be fou

ot the same skills that employers

i re N
that the skills in the curriculum we
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required of graduati ior hi
g Ing senior high schoo] students evep though the skills in th
€ sKills in the

curriculum had been rateq as relevant

The skills i i
in the curriculum demonstrated 4 higher percentage weight

4 iti i ;
or cognitive skills as against those of the affective and psychomotor domains
The frequency of skills in the curriculum, however, showed that the skills with
the highest recurrences fell under the affective domain. These finding were

contradictory because it was expected that the percentage weight value could

coincide with the frequency of skills in the curriculum.

It was further found out that 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

highest frequencies that employers demanded of

the first ten skills with the

wever, noteworthy that the em

so what the students had learnt were

ployers had already rated
employees. It was, ho

. ant
all the skills in the curriculum as relev

phasis, in terms of teaching and learning,

em
not out of context. However the
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requi
quired at the work place, In all, the curriculum contained 118 skills with a

total frequency of 1,622. This research finding 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 47" out of 47 countries in the Mathematics

competition and 48" and also out of 48 in the international Maths and Science

h
competition (Wireko, 2009). In 2015, Ghana was ranked 76" out of 76

countries in the same global school rakings on Mathematics and Science. The

report presented to the Ghana Education Service by the Science Academicians

’ i ded th
sessing Ghana’s performance said Ghana needed the

who were involved in as

t equipment right structures and the right personnel to bring
eq )

right syllabi, righ
as English education to acceptable global

our level of Science, Maths, as well

i i wi ioht application of
might imply syllabi with the right app

standards. The ‘right syllabi’
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" (b) “The skills in the
curricul i :
um with the highest frequencies are basically within the affective

domain” and (c) “The skills in the curricufum with the highest frequencies are

basically within the psychomotor domain.” The theoretical propositions one

and three were rejected but we failed to reject the theoretical proposition two.
This means the psychomotor domain 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

be rejected because the acquisition of both theory and
0

curriculum,” needed t

s di in the curriculum.
practical was not of the same value as indicated in t
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findings were in support of

theoretical propositions eight, nine and thirteen, which read (a) “Students

acquir t i T G
cquire cross-functional skills,” (b) “Students acquire specific occupational

5 3 I3
skills,” and (c) Employers rate al the skills in the curriculum as relevant,”

respectively. We, therefore, failed 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, 11 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

. * 2 »”
to private and public enterprises and community organisations.” These

theoretical propositions were therefore rejected.

he curriculum contained ‘job readiness’ skills, the

Even though t

duated with job training’ skills. This was so because most
uate

students usually gra o
ated more to non-application of

i |
of the skills that they had acquired re
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knowl i
owlie ge. hese findlngs related to jOb readi
d I ness

and job training were
contrary to Anderson ang Gantz’s (2013) g

| | findings that high school students
required “job readiness” gk

d

that “Students ire ¢ E o e
acquire ‘job training’ skills,” The theoretical proposition six

“Stu " o ] , )
dents acquire job readiness skills,” has, therefore been rejected. The

findings were also buttressed by the interview results from employers that,

You see, they [teachers] rush them [students] through the course,” and “... it’s

just a rush. The students pass through 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

must be examined in relation to contextual real

which stated that, “The first ten highest

that the theoretical proposition four,

. .ulum are the same first ten highest frequencies that
urricu

frequencies in the ¢ -
d. This means that the skills in the

5 . 30 jecte
students have acqunred, * has been r€J
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skills as rate
d by the employers and the order of importance of the skills in the

curriculum. This :
research finding was contrary to the theoretical proposition

14. Thi i "
is theoretical proposition stateq that “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.” This theoretical

proposition was therefore rejected 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 g0 through interview successfully.

In addition to the above mismatches, there was also a mismatch

between the recommended high percentage weight B gl R 160

frequency of skills obtained under the affective domain
e

curriculum and th

t analysis. The skills with the highest frequencies were the
ntent a .

during the co
ghest percentage values recommended

skills of the affective domain but the hi
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skills with the hj i
¢ highest frequencies that employers required of employees

These findin
g8 went contrary to theoretical propositions 15 and 16. These

roposition @ mo
prop S stated that, “The skills in the curriculum are the same skills that

employers demand of students for employment,” and “The firsh tom bighest

skills that employers demand of employees are the same first ten highest

frequencies of skills i i i
q Is in the curriculum.” In view of the mismatches, the

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

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

demanded of employees oOf graduating students, the two gt

propositions were rejected. T his has some implications as employees who had
gone through the curriculum would not be able to satisfy employers

requirements expected at the work place.
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Re““mmendations

3 ]

recommended that:

1,

The senior high school curriculym 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.
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.

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.

There should be a match between the percentage values of the skills

suggested in the curriculum and the frequency of skills in the

In other words, the curriculum should be reviewed to avoid
um.

curricul
ini i be done when percentage values
1 n it. This could
all the mismatches 1
‘oned to the various values in order to determine the significant
are assign
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levels, Wh .
+ When the mism
Fiohokare Very significant, then the review must
be a necessity,

Recommendations for Policy ang Practice

| A policy direction o the implementation of the senior high school
curriculum should be reviewed and 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.

The study was carried out at the senior high school level. Many of the

graduating senior high school students may find it very difficult to be

_ ) - jally in the formal sector. For
employed in certain organisations, more especially in t

instance, during the research, many organisations did not allow for any

interview to take place there with the simple reason that they did not employ
senior high school graduates. The informal sector was used mostly. It is

ted that a further research be carried out with the graduating
sugges

1 Ghana by looking at the relevance of the

therefore

students of the various universities 1
i iti e world of work.
various academic bulletins of such universities to th
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APPENDICES
APPENDIX A

PERSONAL LETTER OF INTRODUCTION

FACULTY OF HUMANIT

IES AND
UNIVERSITY OF CA SOCIAL SCIENCES

PE COAST, CAPE COAST

October 15, 2015
The Manager/Manageress/Director

....................................
..................

-----------------------------------------
..............

Dear Sir/Mad.,

LETTER OF INTRODUCTION

I am Abraham Kwadwo Okrah, a PhD Curriculum and T eaching
student of the Faculty of Humanities and Social Sciences Education,
University of Cape Coast. I am seeking for primary information through
interviews 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 high school
curriculum in relation to contextual reality of the world of work.” 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

isations demand of employees. ‘ . |
orgams?t\lsguld like to assure you that the information being sought out will be

d for academic purposes only. The ethical rights of respondents in terms of
use

anonymity and confidentiality wilI_bfe respected.
Thank you in advance for your anticipated coopera

Yours faithfully,
Signed
ABRAHAMK

tion and assistance.

WADWO OKRAH
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APPENDIX B

UNIVERSITY OF cApE COAST
COLLEGE OF EDUCATION STUDIES

Department of Arts & Social Sciences Education
TELEPHONE: 423303321 35411+ n,nmmamfs z; Ull]\’erSlt) Post Office

EXT.-(268); Direct: 35411, e Ny

Telegrams & Cables: University. Cape Coas - w" Cape Coast, Ghana.

OUR REF: DASSE/EI/ECT/12/0003 &"(*",3

YOUR REF: Date: 11" March, 2015
TO WHOM IT MAY CONCERN
LETTER OF INTRODUCTION

The bearer of this letter Mr. Abraham Okrah is a PhD student of the Depariment of Arts and
Social Sciences Education of the University of Cape Coast, Ghana.

He requires some information from your institution 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™.

I would be grateful if you would kindly allow him to collect the information from your _
institution. Kindly give the necessary assistance that Mr. Abraham Okrah requires from you.

1 will appreciate any help that you may be able to give.

Coéiuw‘f%o

DR. KOFI TSIVANYO YIBOE
HEAD OF DEPARTMENT
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N o v oa

10.

11.

12.

13.

APPENDIX ¢
ST
RUCTURED INTERVIEW FOR EMPLOYERS

What is the Category of employees, in terms

. of education, you have in
your organisation? "

What ski
W f"s do you xpect your employees to exhibit/demonstrate?
at 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?)

What is the level of competence in their oral communication?

What is their level of competence in their written communication?
What skills do they have in order to seek for information?

What skills do they have in order to critically evaluate issues or
information?

What skills do they have to enable them to analyse data?

What is the level of their ability to take positions or stance based on the
examination of data?

What shows that they can advocate for taking a position/stance based
on the findings of the search for information?

What initiatives, self-starting/self-motivated skills do they exhibit?
(entrepreneurialism and entrepreneurial related skills)

To what extent do your employees demonstrate Microsoft, Microsoft

Office and other software skills?

What is your overall assessment of your employees in terms of their

ability to initiate their own business?
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Agricultural Programme

quired [HR] = Required [R]; 3=
No. Skills E l
1. Aware : Xamples
ness of the importance of agriculture 1o the nati gl112(54
2. Appreciation of the basic princin] national economy;
Sgri Principles and role of anjma] improvement in
Recognition i ——
7 g f’f"a”"us Sccupations in agriculture for the youth
: Measurement in agribusiness
5. Demonstration of an und g =
of solutio:?;;smmjmg of qualitative and quanttarive properties
Relation ; : -
—— the physical and chemical properties of the sof 10 crop growth
pplication gf 800d husbandry practices to control weeds, pests and
E - 15¢ases in crop production
. 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
1. Determining energy changes in chemical reactions
12, Interpretation of energy changes in chemical reactions
13. Communication | of energy changes in chemical reactions
14. Identification of energy changes in chemical reactions
15. Management Skills in agribusiness
16. Maintenance culture for machines and implements
17. Utilisation/using | basic economic principles in agnbusiness
18. Description of the features of forestry and the importance of forest
products in national development '
19. Adoption of appropriate measures for ensuring soil and water
conservation : _
20. Familiarity with the procedures for proper handling and storage of animal
feeds
21. Development knowledge and skills to care for and manage poultry
22. Planning To establish an enterprise based on Animal Husbandry
23 Showing anderstanding of the preparation, uses and behaviour of some
' pases under different conditions l
24 Prediction of chemical formulas based on the number of valence
electrons; :
- r ine the effects of the various
ioni simple experiments to determine 1 ; At
= SRSERE faclgrs on rate of reactions and systems in equ.'h!mmr
26 Performance of simple calculations based on rate and equilibrium mfvs :
| o . = itatively and quantitatively
27. Exploration of acidic and basic solutions qualitatively and g
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Science Pro
: gr
Plt?ase, the following skilis have be .

en identified : :
dentified jn the senior high school curriculum, I am

omng tor
fp s cgs pr:i%::.d;::z;;ﬁzmﬁnd ased on your understanding rate them b
Mostly required [MR]; 4= Highly ,.; Nc."'eq“"’ ed [NR]: I= Less required [LR] "; =thlCR] s the_
quired [HR] equired [R]; 3=
No Skills E
1. Awareness m’% 01234
ki o of the concept of straight lines and a - ] S"Ur(:,es
problems pply them in related

Recapaition of various types of motion

Demonstration ;:'Oi::)s\vledge of the characteristic tests 1o detect functional
% Relal'lon of the structure of plant parts to their functions
6 Application of the basic first aid methods fo save ife

Acquisition ‘;{igrrzs:;g’eg wel-mounts and observing them under the
8. Understanding the concept of heat
9. | Determining energy changes in chemical reactions
10. | Interpretation of energy changes in chemical reactions
11. | 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 |
14. | Description acids and bases
15. | Development of an understanding of the structure of the atom
16. | Showing understanding of the preparation, uses and behaviour of some
17. | Prediction ﬁﬁfllsemical formulas based on the number of valence

electrons
18. | Designing simple experiments
19. | Performance of simple calculations based on rate and equilibrium laws
20. | Exploration of acidic and basic solutions qualitatively and quantitatively
21. | Ability 1o manipulate the light microscope
22. | Assigning organisms to their various economic groups ;
23. | Distinguishing between various organisms, based on their characteristics
24. | Resolution of rational function into partial fractions
25. | Finding resultants of vectors
26. | Explanation of explain the probability scale from 00 1
27. Listing sample space of an experimem
28. | Calculation of measures of location
29, | Writing yectors in components
30. | Solution of problems relaled. to the Pumboln T
31. | Carrying out diffeiEnen nnc.f mlesra: I = ?v:"t:(:mngemem) and
52 [ Do | e i i cion
. ata graphically and interpret the graph

33. | Representation o : & ; e
34, | Drawing valid conclusions from
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Closed uantitativelnterview

of Emp]
Technical Drawin Pro s

ski P ramme
et s mt exgp Iailrilfhl;f::f;:cen alsc;tczjnuﬁed in the senior high schoo curriculum. [ am
spaces PFO\fided. The scale i5 0= Not requig:dy?vur understandmg rate them by ticking in the
Mostly required [MR]; 4= Highly requivag P (NR]; 1= Less required [LR]; 2 = Required [R]; 3=
No. Skills Examol
1. Awarenles.s W‘MW 0]1)12|3]4
2. | Appreciation of the concept of straight lines and appl =
roblems ply them in related
3. Recognilion J[MW
4. | Relation ELE;adienls of parallel, perpendicular and intersecting
5. Application of building drawing to actual buj Iding processes
6. | Acquisition of knowledge of building materials
7 Understanding the principles of intersections; the construction of arches
8. Determining coefficient of friction
9. Utilisation/using knowledge of conditional probability to solve real life
preblems
10. [ Development of effective habits for safe use of drawing instruments
11, | Ability to cdonvince others logically on the validity of statements
made
12. | Distinguishing between mutually exclusive and independent events
13. | Resolution of rational function into partial fractions
14, | Finding resultants of vectors
15. | Explanation the probability scale from 0 to 1
16. | Listing the sample space of an experiment
17. | Calculation comelation 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. | Differentiation between permutation and combination
22. | Representation data graphically and interpret the graph
23. | Drawing valid conclusions from truth tables

Please, the following skills have bee
going to read and explain th_cm a
spaces provided. The scale is: 0=

Closed Quantitative Interview of Employers
Business Programme

identified i i 1 curriculum. [ am
1 identified in the senior high schoo ulum. [
nd based on your understanding rate them by tlck.mg in the
Not required [NR]; 1= Less required [LR]; 2 = Required (R]: 3=

= Hij ired [HR
Mostly requived [MR]; 4= Highly required [HR] N
N Skills Examples . o
' i izations being operal
lo Awareness of the forms of business organizations being op
l Ghana T
iati 1d of busine
2. | Appreciation of the wor e
3 Rpp ition of the social, ethical and legal responsibilities
ecogniti . .
business : _ e
Acquisition of knowledge of the major stages in the acc
4. cquisitio
roces i nt of scarce
derstanding \he basic principles of the manageme
i - [0 of elasticity of demand and their
ificati the various types
6. ldentification imporance e ] 7
of skills in pr =
Dy to prepare cost ledger accounts and extract a trl
i balance T voices including VAT
how to make oul sales Invi
9. Knowing . t
i VAT on input and oulpu L
Al e role of Standar

Predisposition

to the mcanin_g and th
decision making
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Closed Uantitatiye Interview of Employers

General Arts Programme
been identified i the senior hj
and based on Your understandin
0= Not required [NR]
ly required [HR]

gh school curriculum. I am
: g rate them by ticking in the
7 I= Less requireq [LR]: 2 = Required [R}; 3=

No. Skills m
S
;. Awaren.es?' of the role of the media i shaping Public Opinion 0[1/2]|3]4
] Apprecllaflon of the use of statistica] tools in economic analysis
2 Recogn‘x:‘lon of the crucial importance of the electoral process
4, Acquisition of skills in map interpretation and analysis
5. | Understanding the scope, concepts and principles of Government
6. Communication | In the media and the preparation of articles
7. Identification the various types of elasticity of demand and their
. Importance
8. Description of new techniques needed in the world of work
9. Development develop empathy for other environments with different
resources
10. | Showing an understanding of the activities of the arms of
Government
11. | Ability to differentiate the old and modem forms of
communication
12. | Explanation of the efTects of tourism on the economy of Ghana
13. | Speech about the various economies
14. | Restructuring/rec | the plot of a story
onstitution
15. | Summary of themes in a story
16. | Locating & images and symbolism in texts
analysing -
17. | Expression of opinion
18. | Questioningand | on health, traditional medicine. r
answering =
19. | Exposure rights of individuals
20. | Argument by judging the values presented ina wrilten work

Closed Quantitative Interview of Employers
i Arts programme ‘
yista) 1 the senior high school curriculum. I am

i i been identified i f gl
goingtor

i 2= jred [R]; 3=
provided. The scale is: 0= Not required [NRJ; 1= Less required [LR]; 2 = Require [R]
spaces ; -

Mostly required [MR]: 4= Highly required [HR] S
- Examples' in national
e A — SFihe concepts of art and the role of visual arts in
1 wareness
' relopment oy —
iation g?;;:rzcime the need for sustaining the textile industry
Appreciati ' j 2
3 Recognition of fibres as a basic material for yam m : gramices i
‘ = i of knowledge and skills in entrepreneurial p
Application

P Acquisition

develop a business piat ndling and preparing basketry

of knowledge and skills in ha

materials T design
ts and principles .
din the elemen : e ander visual arls
Unde.rslan. J e career related professions/vocati
entester educalion T design and organize them into a design
of elements of d& e e
: e state the skills needed for practicing visua
Ability roression/"""mio';n ~idor tool in designing and making
s
o the computer & e
B | Epea in Arl - iod and their contribution 10
on the artists of the per' .
11. | Reflection :epvelo ment of Visual Al
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spaces provided. The : your und i
SCi erstan e
Mostly required [MR]: 4=a1!{e. 18: 0= Not requireq [NRJ; 1= Los dlng rate them by ticking in the
] ighly required [HR ) Srequired [LR]; 2 = Required [R]; 3=
No. Skills FE\
1. | Awareness of Xamples
the role Kitch : 01
— service €Ns play in food preparation and Toog IRIE.
£ ppreciation of the domest; - -
liquids SUe and industrial uses of some sofids ang
Recognition of the ca —
3 pr— TEEr Opportunities in Management in Tiving
. nstration of an understand; A
Beopesties ofsoh:?i% ::Sf qualitative and quantitative
5 Applicati —
PP 1F3‘10n of the principles underlying food storage and preservati
6. Acquisition of skills in preventi ; Lo
S preventing and managing accidents in the
Understanding basic cooking terms
Determining energy changes in chemical reactions
Interpretation energy changes in chemical reactions
10. | Communication | enerpy changes in chemical reactions
11. | Identification of careers related to chemistry
12| Utilisation/using | appropriate strategies to boost the markeling of food
products
13. | Description acids and bases
14. | Development of skills in dealing with crises and conflicts in the family
15. | Planning of optimum use of resources
16. | Showing understanding of the preparation, uses and behaviour of
some gases under different conditions
17. | Prediction chemical formulas based on the number of valence
electrons
18. | Designing simple experiments
19. | Performance simple calculations based on rate and equilibrium laws
20. | Exploration acidic and basic solutions qualitatively and quantitatively
21. | Ability 1o differentiate the old and modern forms of
communication
22. | Explanation of the effects of tourism on the economy of Ghana
23. | Speech aboul the various economies
24. | Restructuring/rec | the plot of astory
onstitution :
25. | Summary of themes in a story
26. | Locating & images and symbolism in texts
analysing =
27. | Expression of opinion =
28 | Questioningand | on health, traditional medicine.
answering -
7 individuals
29. | Exposure rights of in — ”
= resented in a writlen wor
30. | Argument by judging the values p T Tamily IVInE
- ision making
31. | Examination of the role of decrsmlf il
. TP
33 | Conservalion of the use of utilitie
i t
33. | Judgement of advertisemen o
- : iquette @
34, | Practice basic table etiq

229

Digitized by Sam Jonah Library



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

Closed Quangitas:
tltatl\v’e Interv;
W

The Core Supjects

Spaces provided. The scaje is: 0= N,

. 0! requi) o
Mostly required [MR]: 4= Highly "equired?z}rg;d INR]; 1= Less requireq [LR]; 2 = Required [R]; 3=
No. Skills
i Exam
; arh::!atnon of various English speech soundsles 0111234
speakin, ;
- R egs S of Englllsh as fluently as possible; accurately and fluently
4. = of the impontance of light and heat energy
eveloping a sciemific ap
proach to problem solving: ski iti
h g; skills for writin
rammaticall B
5. acquisition © el estays

:f ;‘klllts f‘or crealive writing; life- long positive attitudes
nd values, of life- long positive attitudes and values

6 identificati 7
ldentaﬁc.a.\mn of arbitrary and standard units of measure

7. compoFxllxon of pieces of writing on a variety of topics

8 app‘recmnon of the impact of ICT on everyday life

9 derivation of ethical values from literary works

10. | cultivating the habit of reading

1. | application the acquired ICT literacy skills in solving everyday
challenges

12. | enhancing language skills

13. | making graphical representations of equations and inequalities

14. | analysing a problem to obtain it's solution

15. | using the acquired ICT literacy skills to enhance leaming of
other subjects

16. | writing composition pieces on a variety of topics

17. | critical reasoning in discourse

18. | analytical reasoning in discourse

19. | logical reasoning in discourse

20. | observation of the functions of the various grammatical forms in given
contexts

2l. | practising creative writing

22. | understanding the nature of matter in its various forms

to perform calculations; carry out mental computations

23. | computation
mathematical knowledge in the context of everyday

24. | recalling

situations _ — -
25. | interpretation of mathematical knowledge in the context of everycay

ituations :

: written, graphical and

of information accurately in

26. | organisation (
diagrammatic forms

ly in written, graphical and

of information accuratél

27. | presentation ¢
diagrammatic forms

ble degree of accuracy, various

of figures to an accepla

28. | measurement ures
uantities; —

29. | construction of figures to an acceptable degree of accuracy

30. | logical thinking

31. | abstract thinking . .
- tion

32 lection of a suitable strategy (0 obtain a solu .
s of degrees of aceuracy appropriate to the context;

33. | estimation gree '
Gy appropriate to the contex

34. | approximation of degrees of @

orally to questions about mathematics,

S mathematics ideas

35. | response

i i discus '
36. | discussion R
37, | practical work {o investigate extended piec
I i i ents.
38, | co-operation working with other stud
39, | reading reading numbers
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0‘ i Y
0 T ki ey ————
.| recognition ]
of the benefis of science ang tech i
_ . development nology for national ]
.| relation of solids ang pj
_ Plane shapeg 1
43. | collection M
44 | findi ili H
inding probability of events
45, | manipulation of learni i
ng materjal : 1
46 | ki al 1o enhance understanding of, concepts
. | maintenance of good | :
famgil health and good gender relations with friends and
47. | avoidance of irresponsible behaviour
48. | adoption of culturally approved behavigurs
49, | livi i i
ing a !If‘e of peace and harmony with fellow Ghanaians and
- — with people of other cultures
50. | planning adequat'e programmes for the Sustainability of the
s country’s development
51. | responsibility of becomir]g a competent and productive worker when
_ employed in indust
52. uph(.)lfilng - the constitution and the principles of democracy
53. | Decision making | of taking measures to prevent autocratic rule
54. | creation of solutions for adapting the physical environment o the
needs of society
55. | performance of responsibilities to state and country
56. | typing lo 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 Emplovers

All the Seven Programmes

Please, the following skills have been identified in the se:nio:1 high SCh:})]OI cubm(tn(l:llzr:gll :rt?q .

ing t i derstanding rate them by ti

ing to read and explain them and based on your un : i i o
fg&cgs provided. The scale is: 0= Not required [NR]; 1= Less required [LR]; 2 = Required [R]; 3
Mostly required [MR]; 4= Highly required [HR]

0[1[2]3{4
No Skills Examples s
) of importance of agriculture_ to the national economy;
. AN i rganizations _
forms of business org e
iati f the world of business; of the need for
2 Appreciation 0 el \
' textile ! 5 - T
iti of the career opportunities 1n Managg_:lr!::izls glrlt,):u\:ir:iss
3. SR the social, ethical and legal responsibilt
i ibusiness
: i o islic tests to detect
. ledge of the characteris
5 Demonstration of knowledge of 1 |
- funcliond) BI7LE™ dicular and intersecting
i of gradients of parallel, perpendicu
. - e Kills in entrepreneurial practices to
lication of knowledgelands Il s
" o develop 8 usi 'I:'n » materials, ofknowledg,g of the
L of knaviedge At rocess; of skills in map
. AR ajor slages in the ﬂccm{nlmg p
i of farm machines and implements; —
- L inci T the management of scd
. ic principles 0 T les of
‘ UiFbecter ts and princip
] 0 Understanding [SOUICES; the scope, conce}?hem
. ent: ncept 0 s -
Government. 1hg whemical TR =
ini energy changes in €
L1, | e frction in chemical reaclions
! Bl e chang®_ jcal reactions
ation { T
12. | Interpret e of enerpy changes In chemi
ati
13, | Communic
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Identification
. e of energy changes iy chemi
15. | Management Skills in agrjp emical reactiong
: 2ribusi
16. | Maintenance i
. k¢ culture for machines and j
17. | Utilisation/using W-——
omic pringj p —
- robabili scalepr nciples in agribusiness: the
18. | Description ofacid rom0to]
b sra‘r:'grhasﬁ. of new techniques needed in the
19. | Adoption ofa i
' PPropriate meas - -
o i conservation: ures for ensuring soil ang water
. with th
iz ereper(;):edures for proper handling and storage of
Developme . >
21. . pment of knowledge and skills 1o care for and
22. | Planning - manage poultry
. 10 establish an enterprise b -
Show: |~~~ @icnlerpnse based on Animal Husbandry
23. owIng understanding of th -
& OF the preparation, uses and behaviour of
24 | Prediction z‘;_m; £ases under different conditions
1 cl
eleclr:l':::.\;-c al formulas based on the number of valence
25, | Designing simple experiments (o determine the effects of T
various _faclors on rate of reactions and systems in
T equilibrium
26, | Fertonnacs :)af‘ :;mple calculations based on rate and equilibrium
27. | Exploration of acidic _amli basic solutions qualitatively and
— quantitatively
28. | Ability to manipulate the light microscope
29, | Assigning organisms to their various economic groups
3(), | Distinguishing between various organisms, based on their
characteristics
31. | Resolution of rational function into partial fractions
32, | Finding resultants of vectors
33, | Explanation of explain the probability scale from 0 to |
34. | Listing sample space of an experiment
35. | Calculation of measures of location
36 Writing veclors in components
37. | Solution of problems related to the parabola
38 Carrying out differentiation and integration on polynomials
- - — e d
Differentiation between permutation (dealing with arrangement) an
39. combination (dealing w!1h selection)
40. | Representation of data graphically and interpre the graph
4]. | Drawing valid conclusions from truth tables
42. Knowing how to make out sales invoices including VAT
i VAT on input and output
43 Computing e
. - = [ Standard Costing in
44 Predisposition to the meaning and the role o
' decision making
45, | Following the plot of astory
= the various economies
46. | Speech on
47. | Restructure/recons the plot of a story
| truct | :
48 Summary of themes in a story
C ism 1 ts
49 Locating & images and symbolism in tex
" | analysing —
: of opinion .
50, | Expression T
- traditiof
: on health,
51 Questioning & /—
answering - —fividuals
52 Exposure rights of in i Sresented in 8 written work
- judging the S
t by Ju — o living
53. Argun?en‘ of the role of decision making (n family g
54, | Examination SFutilities in the home
: of the use
55 Conservation
mE dgement of advertisemer! Ttimes
udg q t mealti
36. z Dasic table etiquette a1 T o
§7. | Practice —ists of the period an 1
58 Reflection :1}::303;3;2 ment of Visual Ars
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1. What decision did
YOu preconceive when

. You started the progra
) \gnth regar.d to employment, self-employment or further studii)es‘;’g o
+ Do yousstill hold on to that decision? |

3. Assuming you are rj i
ght away going to work after the
work will you like to do and why? programme, vt

e e s il st i

_ e 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 had 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?

. Describe a scenario whereby you were directly involved at a work place
supervised by an employer.

8. Mention to me the industry experts, employers, employees and self-

employed who have ever visited you and given you talk on selected

~

topics. .
9. Which private and public enterprises an ;
isi f learning?
have vou ever visited for the purpose 0
10 Whatyhave the three years’ experience taught you about employment

opportunities after senior high school programme?

d community organisations
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STATEMENTS FOR STUDENTS

0=not familiar at g

Closed Quantitatjy
have beep identi

e Int.erview of Students
fied in the senior

1=ess familiar
2 = familiar
3 = more familiar

4 = most familiar

Skills

Agric

Animal Husbandry Chemistry

Physics

Awareness
Appreciation
Recognition
Measurement
Demonstration
Relation
Application
Acquisition
Handling
Understanding
Determining
Interpretation
Communication
Identification
Management
Maintenance
Utilisation/using
Description
Adoption
Familiarity
Development
Planning
Showing
Prediction
Designing
Performance
Exploration

L]

P p— e p— e e e e e — e p— e ] e e e (e e e e— p— p— p— )
L S | i VS O | S Y VO VN | G [ S R —  S— Sh—" i — VU [ S SO SO R G S [ Sy Sy S

\

I |

el et bt b b b b bt bt b b b b e b b et bl b et bt e b b b e

[
[
[
[
[
(
(
[
[
[
[
[
[
(
(
[
[
[
[
[
[
[
[
[
[
[

L e B T e B T B B I B B B I e B B B N e I N N B W e B B e B By
[ WSS RV S W oy VN e G S W [ Sy S Ny W WSy W [ Wy S SN G [ GHNS S GRS SN Sy Sy S -
P— e P e e e ey e (e e e ey e [y ey e e ey p— )y e ) ]
et et o bt b et b b b b b bt el e b b bt e bt et b b bt nd e d ]
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STATEMENTS FOR STUDENTS

Closed Quantitat;
ntitative Intepy;
have been identifi rview of Students

The following skills

Read them carefy] - ed in the senior hj i

to 4 in the s ly and identify the skills that yoy 5 ool g
paces provided accor, ding to v You are familiar with. Write 0

our familiarity with them:
i u m:
0 = not familiar all

1= less familiar
2 = familiar

3 = more familjar
Science programme 4= most familiar
Skills Bi : -
TS 01[0%1‘/ EIECUVT I\]Iaths Chemis
Appreciation
Recognition
Demonstration
Relation
Application
Acquisition
Understanding
Determining
Interpretation
Communication
Identification
Utilisation/using
Description
Development
Showing
Prediction
Designing
Performance
Exploration
Ability
Assigning
Distinguishing
Resolution
Finding
Explanation
Listing
Calculation
Writing
Solution
Carrying out
Differentiation
Representation
Drawing

try Physics

et e e e e b b bl et bd b

St

J L]
] []
] []
] []
] ]
] []
] (]
] []
] []
] []
] []
] (]
] []
] (]
] (]
] []
] []
] b
] []
] []
] []
] (]
] []
] [ ]
] []
1 []
1 []
] []
] [
1 (]
] []
] []
] []
] []

e e e e e e P R e e P P e ey e e P P ey P P ) e e e e e e e e e
et b bt b b ] b b b e el b b bt b e e e L b b bl b b bt b e b d b d d
e e e e e [ ey [ et e o e e p— p— ] ) ) ) ) = f e e P e e

P e e e e e e R e e e e e e e e ) e e e e e e e Y Y ey

et bt bt b et et bt b e e ed e bl bt b bt bl ) bt b e
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STATEMENTS FOR STUDENTS

0= not familiar at q))
1= less familiar

2 = familiar

3 = more familiar

4 = most familiar

Technical Drawing programme

Skills Tech. Drawing Elect; i
Awareness g Elective Maths Build. Const.

Appreciation
Recognition
Relation
Application
Acquisition
Understanding
Determining
Utilisation/using
Development
Ability
Distinguishing
Resolution
Finding
Explanation
Listing
Calculation
Writing
Solution
Carrying out
Differentiation
Representation
Drawing

Physic

w

f— e e e e e P P (e e pey e [ e e e e e e )
P e e e e e ) e e ) e ey ey ey e e ) e e —]
TS I Sy S I S W VS Vi S S A S S A W W U (G S S Sy " g _— -
P e e e e e P e e e e ey ey e e e ey e e ey e
e bl et e bt e e ) b e et b bt ] bt bt ] e e bd St et ]
P p— p— e — ) e e ) e e e e e e e e )
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STATEMENTS FOR STUDENTS

The following s

kills have been ident
1 am going to read and explain each

the spaces provided according to yo

Closed Quantitative Interview of Students

ified in the senior high school curriculum.
of them to you then write 0,1,2,30r4in
ur familiarity with them the scale is:

0= not familiar at all
1 = less familiar

2 = familiar

3 = more familiar

4 = most familiar

https://ir.ucc.edu.gh/xmlui

Business programme

Business Economics Financial Principles

Management Accounts Costing
Awareness [] [] 1 [1]
Appreciation = ™1 [ 4 [1]
Recognition [ [1 [1 % {
Acquisition [] [] (] 1
Understanding ¥ [ ) [1] oh
Identification [1 1 4 [] 3
Development [] [1] E % I]
Ability [1] [] i [
Knowing [1] [ 1 [ []
Computing [] [ 4 ]
Predisposition [] []
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STATEMENTS FOR STUDENTS

Closed Quantitative Intervi
) ; . iew of Students
The follleng skills have been identified in the senior high school curriculum.
I'am going to read and explain each of th

: » em 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

General Arts programme
Skills Geography Economics

Government French

Awareness [ 1
Appreciation [1]
Recognition ]
Acquisition []
Understanding L-]
Communication [1
Identification []
Description [1
Development []
Showing []
Ability (]
Explanation [[ }

]
Summary [1]
Locating & gmalysing Ll
Expression []
Asking and answering [ ]
Exposure E %
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STATEMENTS FOR STUDENTS

Closed Quantitative Intervi
The following skills have been identifieq ie“’lew of Students

: _ n the senior high school curriculum.
I am going to “’:ad and explain each of them to you then write 0, 1,2,3 or4 in
the spaces provided according to your fam seale

iliarity with them the scale is:
0 = not familiar at all

1 = less familiar
2 = familiar
3 = more familiar

4 = most familiar
Visual Arts programime

Skills Gen. Know. in Arts Economics

Basketry Textiles

Awareness []
Appreciation [1
Recognition [1]
Application []
Acquisition []
Understanding [1]
Identification []
Development [1]
Ability (]
Exposure []
Reflection []

[] Il [1
[] [1] (1
[] [ [1]
*1 [] (]
[] [1] [1
[1] [] [1]
L4 [1 []
[] [] [1
[1] [] [1]
[ ] [] (1]
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STATEMENTS FOR STUDENTS

0 = not familiar at all
1 = less familiar

2 = familiar

3 = more familiar

. Ila

Skills Magm’t in Living Food & Nutrition Chemistry

French

Awareness
Appreciation
Recognition
Demonstration
Application
Acquisition
Understanding
Determining
Interpretation
Communication
Identification
Utilisation/using
Description
Development
Planning

Showing
Prediction
Designing
Performance
Exploration
Ability
Explanation
Speech
Restructuring/reconstitute
Summary

Locating & analysing
Expression '
Asking and answering
Exposure
Argument
Examination
Conservation
Judgement
Practice

P P P P P ey (L P P P e (e e e e e pe) P P P e e e e e e ey e pe—
—
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STATEMENTS FOR STUDENTS

Closed Qy
The following skills have? be?r:

I am going to read and explain
the spaces provided according t

titative Interview of Students

ézzgtlf}ed in the senior high school curriculum.
of them to you then write 0, 1,2, 3 or 4 in

0(1 your familiarity with them the scale is:
= not familiar at aj|

1 =less familiar
2 = familiar
3= more familiar

. 4 = most famili
Generic skills of all the seven programme n

Skills Agric. Science Technical Business General Visual Home
Arts  Arts Economics

Awareness
Appreciation
Recognizance
Measurement
Demonstration
Relation
Application
Acquisition
Handling
Understanding
Determining
Interpretation
Communication
Identification
Management
Maintenance
Utilisation/using
Description
Adoption
Familiarity
Development
Planning
Showing
Prediction
Designing
Performance
Exploration
Ability
Assigning
Distinguishing
Resolution
Finding
Explanation
Listing
Calculation
Writing
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