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ABSTRACT

Assessment 1s seen as the process of determining the extent to which the changes in
behaviour, pertaining to curriculum objectives, are actually taking place in leamers.
Thus it is argued that as the array of valuable educational objectives expand, so must
the instruments necessary for the appropriate assessment of these outcomes (Cizek,
1997).

Social Studies in the Senior Secondary Schools in Ghana has been transformed into a
trans-disciplinary, thematic based subject, with special emphasis on affective and
skills outcomes. However, the assessment of its learning outcomes, particularly at the
external level, leaves much to be desired since only the traditional form of
assessment 1s employed in this direction. It is therefore argued that the use of only
the traditional method of assessment in such an innovative curriculum will inhibit its
pursuit in the classroom and doom it to a short life (Broadfoot, 1995; Kliebard,
1988).

The aim of this study was therefore to evaluate the systemic impact of the Senior
Secondary School Certificate Examination on the Social Studies curriculum as a
whole, with specific reference to teachers’ classroom practices, curriculum content,
its implementation and students’ attainment. Six research questions (three major and
three subsidiaries) were used to form the bases of the research. A mixed-method
research design was employed in collecting and analysing data from various sources
(including teachers, past SSSCE Papers and the syllabus). The findings are presented

and subsequently discussed over three chapters in the thesis.

Some of the major findings include the evidence that:
1. The SSSCE does not adequately cover all the goals and objectives of Social
Studies in Ghana;
2. The SSSCE has a constraining impact on teachers’ classroom practices; and
3. There is a proportional relationship between the curriculum coverage of the

external assessment and that of teachers in their instructional and assessment

practices.
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1.0.0 INTRODUCTION

1.0.1 CHAPTER OVERVIEW

This chapter presents the general introduction to the research that resulted in this
thesis. It is divided into seven (7) sections, namely: the background of the study,
statement of the problem for research, statement of the purpose of the study, the aims

and objectives of the study, the significance of the study, definitions of research

variables and terms and an overview of the whole thesis.

The section that discusses the background of the study is further divided into five (5)
subsections. The first subsection discusses the introduction and nature of the Social
Studies curriculum in Ghana. It provides the historical overview of the development
of Social Studies in Africa, and Ghana in particular and also describes the curriculum
antecedent of the subject before the introduction of the new one in 1998. The second
subsection is devoted to the description of the strategies (teaching and assessment)
that have been recommended in the syllabus for the implementation of the Social
Studies curriculum in senior secondary schools (SSSs) in Ghana. The next subsection
deals with the assessment culture in Ghana and is followed by another subsection
that describes how the West African Examinations Council (WAEC) is currently
assessing leaming outcomes in Social Studies at the SSS level in Ghana. The last, but
not the least, subsection under the first section of this chapter discusses the
constraints, within the system, facing the effective implementation of the new Social

Studies curriculum in Ghana’s SSSs.

As stated above, the second section of the introduction presents a succinct statement
of the problem that was researched or tackled in this particular study and is followed
by the section on the purpose of the study. The fourth section of this chapter is where
statements of the aims and objectives of the study have been listed. Section five, on
the other hand, discusses the significance of the study in three broad areas (i.c.
policy, practice and discourse). The operational definitions of research variables and
terms are provided in the sixth section of the chapter followed by the last section,

which presents an overview of the rest of the thesis.



1.1.0 BACKGROUND OF THE STUDY

1.1.1 The Introduction and Nature of the Social Studies Curriculum in Ghana

“Over the past several years, Social Studies has become a more
visible school subject and the conception of learning Social Studies
has evolved from doing and knowing to experiencing and making
meaning. The tacit and piecemeal curriculum that has long
characterized the Social Studies classroom seems to be gradually
giving way to a more coherent and integrated set of objectives,
benchmarks, and performance indicators. This approach is goal
oriented with an emphasis on learner outcomes: the knowledge,

skills, attitudes, values and disposition to action that teachers wish
to develop in students™ (Farris, 2001: 59-60 making reference to
Alleman & Brophy, 1999).

The above citation precisely describes the evolution of Social Studies, as a single
discipline of study, among the school’s curriculum in Ghana. It has evolved from a
collection of specific History and Geography topics, which used to characterise the
early Social Studies curriculum, into an issue centred (trans-disciplinary) subject.
The main emphases are now on developing/inculcating the relevant knowledge,
skills, attitudes and values that will enable learners to make reflective decisions and

act on them to solve both their personal and societal problems.

Social Studies, as a single school subject, is a relatively new discipline, in Ghana and
many other countries, even though it has been around for a considerable number of
years. It is new because most of the subjects/disciplines in the school curriculum,
often referred to as the traditional disciplines, predate Social Studies by decades and
even centuries. It is also new because it has still not developed any body of
knowledge of its own (Kissock, 1981) and still relies on concepts and generalisations
from existing Social Science and Humanity disciplines. It was introduced in the
United States of America (U.S.A) based upon recommendations in the 1916 report of
the Social Studies Committee of the Commission on the Reorganisation of
Secondary Education (Kissock, 1981; Jarolimek, 1967). According to Jarolimek (op
cit), the introduction of Social Studies, as one of the curricula in American schools,
was a response to certain social pressures, mounting at the time, on the need to

inculcate certain values and sense of nationalism into the youth of America.



In much of Africa, the introduction of Social Studies as part of the school’s

curriculum was preceded by the formation of the African Social Studies Programme
(ASSP) 1n 1968. The ASSP involved 15 member countries namely; Botswana,
Ethiopia, The Gambia, Ghana, Kenya, Lesotho, Liberia, Malawi and Nigena,
Seychelles, Sierra Leone, Swaziland, Tanzania, Uganda and Zambia (Kissock, 1981).
The formation of the ASSP was as a result of deliberations, to that effect, at a

conference held in Mombasa, Kenya, where the secretariat of this “first truly

international Social Studies organisation” (Kissock, 1981: 2) is based.

The introduction of Social Studies in Ghana thereafter was preceded by a follow up
Educational Conference to Mombasa in Winneba, Ghana, in 1969 during which 1t
was adopted as part of the school curriculum. It was first introduced in the Primary
Schools in 1972, where it was called Social/Environmental Studies. Also in 1976, all
teacher-training colleges in Ghana were asked to start the preparation of future Basic
School teachers to teach ‘integrated’ Social Studies instead of the individual and
discrete subjects of history and geography. The above continued to be the situation
until the Educational Reforms of 1987, when the period of pre-tertiary education was
shortened to 12years, consisting of 6years Primary School and 3years Junior
Secondary School (JSS) on one hand forming the compulsory 9years Basic

education, and the optional 3years SSS.

The Reforms also saw the introduction of certain new disciplines of study into the
curriculum of the schools in the country. Social Studies was then introduced and
confined to the JSSs and the Teacher-Training institutions, where teachers were to be
prepared to teach the subject in the basic schools. The subject in the primary school
became known as Environmental Studies. However another discipline, known as
Life Skills, was introduced at both the JSS and the SSS levels to enable students to
acquire certain important social skills and attitudes necessary for their effective
participation in the social and economic life of the country. However, going through
the syllabi of Life Skills at both levels, one cannot help but conclude that its
introduction was an attempt by Home Economists/Home Scientists (since they were

those who pioneered the introduction of the subject and thus had it placed under their



domain and control) to ‘hijack’ the skills and affective aspects of Social Studies, as it

was originally conceived. This, perhaps, might have resulted from the fact that Social
Studies at that time has been reduced to the teaching of topics taken, wholly as they

were, from the history, geography and sometimes economics curricula in the schools.

In 1998 Social Studies in Ghana underwent another evolution or perhaps a
revolution, on this occasion, with its introduction in the SSSs. This was occasioned
by a recommendation of the 1994 Educational Review Committee, which asked for
the introduction of Social Studies to replace Life Skills at the SSS level. This
committee was established with specific terms of reference; to investigate and find
solutions to the factors that contributed to the massive failure of the first batch of the
Senior Secondary School Certificate Examination (SSSCE) candidates, who also
happened to be the first batch of students of the 1987 Reforms to graduate from the
SSS. A major reason given for this recommendation was that there was no linkage,
but rather total discontinuity, between the Life Skills at the JSS and Life Skills at the
SSS levels. Whereas there was no avenue for all students, at the SSS level, to
continue with the leamning of Social Studies, because at this level the subject got
replaced by the traditional discrete social science disciplines which are elective and

thus optional.

The foregoing gives credence to Kelly’s (1999: 111) assertion “that something has
not worked leads too readily to the assumption that it cannot work, rather than to a
consideration of the possibility that one has got it wrong”. The review and thus the
change took place without the consideration of the fact that ‘massive failures’ are
usually the case with almost all first time national/standardised assessments (Pratt,
1994). The above recommendation was however accepted and adopted by
government and became the basis upon which a panel of experts was constituted
1996 by the Curriculum Research and Development Division (CRDD) of the Ghana
Education Service (GES) to see to the implementation of this particular
recommendation. The task of this curriculum panel was to design a Social Studies

curriculum for the SSS, which will provide the basis for the continuation of learning,



in the discipline, from the junior secondary school level to the senior secondary

school level.

This committee, however, succeeded in transforming Social Studies from the
amalgam (Kissock, 1981; Quartey, 1984; Barnes, 1982) of discrete traditional Social
Science disciplines, which it used to be, to one that is issues centred (Farris, 2001;
Noddings, 2000; Kissock, 1981) and problem solving in nature (Martorrela, 1994,
Banks, 1990; CRDD, 1998). This complete change might have, probably, been
informed by what Gross, McPhie & Fraenkel (1970: 4) put as “Today almost no one
calls for amalgamated offerings entitled Social Studies”. Although, on the surface, it
might seem difficult to lay hands on any specific reason that informed the drastic
change, in character and scope, of the Social Studies curriculum, an examination of
the composition of the panel gives credence to the argument that in any curriculum
endeavour “selection of decision makers significantly influences the nature of the
programme” (Kissock, 1981: 7). This is because the panel that designed the new SSS
syllabus was different, both in composition and orientation, from the panel that

designed the JSS Social Studies curriculum in 1987.

It is, particularly, important to note that Social Studies is also a discipline/course of
study at the two teacher preparation universities in Ghana. These are the University
of Cape Coast (UCC), which was the first to introduce it as a programme of study,
and the University of Education, Winneba (UEW), which followed later. The current
situation in the Social Studies front, in Ghana, is that whereas the UCC still runs the
course as an amalgam of history, geography and economics, the UEW has theirs
reflecting the issue centred and problem solving curriculum, as introduced in the
SSSs and JSSs, since 1998. The above situation, coupled with the differences
between the nature of the Social Studies curriculum in the teacher training colleges
(TTCs), on one hand, and the JSSs and SSSs on the other, exposes the undercurrent
of curriculum politics, controversies, disagreements and different conceptions that
have characterised the implementation of the subject since its introduction in the

country.



It should be noted that the differences in the conception of Social Studies are not
confined to Ghana alone, but do exist in other countries, where they have generated
much debate. The debate about how Social Studies should be conceived or defined is
very much held within the context of what is referred to as curriculum politics
(Kelly, 1999; Giroux, 2000; Coulby, 2000), where opposing and competing social
forces, educators and scholars, among others vie for the primacy of their ideas in and
control over the schools’ curriculum. The very title ‘Social Studies’ has raised
considerable debate among many stakeholders in the educational enterprise to the
extent that in some states of the US, it is rather called History. In all cases, the ideas
that hold sway in curriculum planning and design and thus influence the whole
curriculum are the conceptions of the discipline by the majority or most influential

group 1n the debate or on the curriculum panel.

It 1s also significant to note that these debates, in Social Studies, are characterised
into two extremes. According to Gross, McPhie & Fraenkel (op cit), there are those
who feel that Social Studies content must necessarily come from the parent social
science disciplines and believe that its instruction and assessment should follow
stmilar procedures and questions, as applied in the parent disciplines. Other scholars
and educators disagree and hold the position that Social Studies content should rather
include carefully selected knowledge and skills from relevant disciplinary areas,
which will enable learners to effectively handle issues of human survival. The second
school of thought believes that the purpose of Social Studies is not to produce
miniature social scientists, but moral and intelligent citizens who are capable and
willing to use their knowledge to make their world more meaningful and to work for

worthy human 1deals (Gross, McPhie & Fraenkel, op cit).

In Ghana, the debates and positions held on Social Studies, even though subtle and
not readily recognisable in the public domain, can also be placed under the two
schools identified above. These schools of thought, for the purpose of the discussions
in this chapter and their scholastic bases in Ghana, can be termed as the Cape Coast
and the Winneba schools, where differing/opposing views are held about what

should be the content of the Social Studies curriculum. The Cape Coast School 1s



synonymous with the position that topics/contents from the social science disciplines
should be amalgamated or fused and taught as Social Studies, and is depicted by the
current Social Studies curriculum in the TTCs, the 1987 JSS Social Studies syllabus
(CRDD, 1987) and the Social Studies programme at the UCC.

The Winneba School, on the other hand, calls for a fully integrated (at the level of
relevant and distillate knowledge) single discipline that will enable learners to deal
with problems/issues of importance to man’s survival and is depicted by the new
Social Studies syllabi for both the SSS and the JSS (CRDD, 1998 and CRDD, 2001
respectively) and the Social Studies programme at UEW. The discussions above
clearly indicate the extent to which these debates have swayed the nature and
contents of Social Studies, at least in Ghana, back and forth between these two
schools. That is, the conception and nature of the Social Studies curriculum 1s
determined by the composition of the panel that is tasked to design it and not by any

universally agreed upon conception or definition of Social Studies.

Though, for now, the Winneba School seems to hold sway in Ghana, there is the
danger of it being catapulted out of the school curriculum, sooner or later, if care 1s
not taken and proper measures instituted to check the systemically inherent barriers
to its successful and effective implementation. While these barriers will be fully
discussed in another section of this chapter, it is important to note that the challenges
facing the implementation of the Social Studies curriculum world wide are
sometimes traced to debates concerning its definition and content. However it is
argued that most of the definitions in contention are reflections of development
within the American society and thus are bound to hinder the implementation of
Social Studies, in many countries, if they are applied without considering their social
basis (Kissock, op cit). In essence, Social Studies is being viewed as a creature of the
society in which it is being implemented and therefore must be instituted in response
to the needs, as defined by the society and have the flexibility to change as these

needs also change.



As 1ndicated earlier on, the nature and content of Social Studies in Ghana, which
have been predicated on the conception of the subject by panel members tasked to

design its curriculum, have undergone some radical changes over time and also look

different at different levels and institutions. For instance, the preamble of the 1987
JSS Social Studies syllabus presents the philosophy of the subject as an integrated
inter-disciplinary approach to the study of society and the environment (CRDD,
1987). The change of attitudes and values of pupils was also seen as its greatest
priority goal. What this means is that the focus of the subject, as conceived by the
curriculum designers, is to achieve attitudinal and value change through the study of
society and the environment by the integration of the various social science
disciplines. From this philosophy were derived eleven (11) aims or general
objectives, some of which are:

1. Be able to identify major problems facing developing and developed
communities and locate sources of major problems, knowing how they affect
national and international issues;

2. Acquire the habit of withholding judgement on internal and external 1ssues
until all related facts are known and analysed; and

3. Develop an appreciation for the need for co-operation, tolerance and inter-

dependence of people of different nations and cultures.

The content of the subject as presented in the syllabus is organised spirally in the
expanding communities form (Taba, 1967) on units from the School Community,
Local Community, National Community, West Africa, and Africa to the World
Community. Within these Units/Sections are topics like:
1. The School as a Family
Local Government Administration
The Coming of the Europeans
Colonial Rule
Various Governments in Ghana after Independence
Relief of Ghana
Drainage of Ghana
The ECOWAS (Economic Community of West African States)
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9. The OAU (Organisation of African Union)
10. The UNO (United Nations Organisation)

11. Transportation, and

12. Agriculture

One wonders how integrated the topics, listed above, are. At best they may be termed
as inter-disciplinary, in the sense that they represent topics or content from the
traditional social science disciplines to constitute topics in a single discrete subject.
This kind of curniculum resembles the General Science curriculum in Ghana and
many other countries, where attempts to integrate science knowledge for instruction
at the pre-tertiary level of education, rather amounted to the amalgamation of
existing topics from Chemistry, Physics and Biology. The nature of the 1987 JSS
Social Studies curriculum in Ghana, firstly, defeats the whole purpose of integration,
which 1s supposed to show links between subject matter and accommodate practical
interdisciplinary concerns in examining social issues. Secondly the content provided
challenges one’s imagination as to how the teaching of these topics could lead to the
attainment of the greatest priority goal, changing the attitudes and values of pupils.
This 1s particularly so when Tamakloe (1988) reported that 74% of Social Studies
tutors in the TTCs were still teaching the separate disciplines of history and
geography, mnstead of the integrated Social Studies (whatever that meant, judging
from the nature of the content).

Some of the reasons attributed to this phenomenon were due to the lack of competent
Social Studies tutors and the fact that those tutors trained in the traditional disciplines
of history and geography were reluctant to teach Social Studies in spite of the fact
that their products were supposed to teach it in the Primary and Junior Secondary
Schools (Tamakloe, op cit). The above gives clear indication of the fact that the
teaching of the subject, at that period, in all the levels of education that 1t was
introduced was no better, as it was confined to the teaching of facts and unrelated
ideas from the social science disciplines, as some of the topics listed above suggest.

Thus as intimated in the paragraph above, there was no way that the content of Social



Studies then and how instructions were being carried out in it could lead to the

attainment of the aims, much more that of the greatest priority goal.

Juxtaposing the above facts against the thesis that Social Studies is a creature of the
soclety that instituted it and thus must be implemented in response to the needs of
that society (Kissock, op cit), it can be said that Social Studies in Ghana, before
1998, was certainly not responding to any need, not even those defined by the
curriculum designers themselves, in the country. In response to such poor curriculum
designs, where important issues and ideas are swamped by facts, Noddings (2000)
suggested that curriculum should be organised around themes of care/ideas, instead

of the traditional disciplines.

The new development 1n Social Studies, in Ghana, which began in 1997 wasnotas a
result of any planned critical review and thus the perceived failure of the old one, but
was as a result, as already indicated, of a recommendation by the Educational
Reforms Review Committee. This committee came out with the recommendation
that Social Studies should be introduced in the SSS as a CORE (compulsory) subject
to replace Life Skills which existed then. The different nature that the subject
assumed after its review and design was due to the fact that the panel that designed 1t
was very different, both in composition and orientation, from the panel that designed
the 1987 JSS Social Studies syllabus. Interestingly these panels were each led, at
different periods, by the main protagonists of the two, opposing, schools of thought,
so far as Social Studies in Ghana is concemed. The foregoing thus supports the fact
that selection of decision makers significantly influences the nature of the

programme.

The new Social Studies in Ghana has the following as its rationale:

“Social Studies is citizenship education. The subject deals with
societal problems relating to the survival of the individual and
society. Society is dynamic and an ever-changing entity and so are
societal problems. Knowledge of Social Studies will help students
understand the way of life of their society and enable them function
effectively in their society. It will also equip them with the relevant
knowledge, attitudes, values and skills to help them solve their
personal and societal problems” (CRDD, 1998: i1)
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The above rationale is then expanded in the form of eleven general aims, some of
which are:
1. Understand the effect of societal problems on individuals

2. Develop enquiry and problem-solving skills for solving personal and societal

problems
3. Develop critical and analytical skills for assessing societal issues
4. Develop positive attitudes and values towards individual and societal issues,
and
5. Develop the ability to adapt to the developing and ever-changing Ghanaian
society.
The aim about adaptation is clearly in congruence with Carnoy’s (2000) view that
Post-industrial countries should move towards universal post-secondary education
that enhances students’ self-reliance, ability to adjust to rapid change and mobility,
even though this aim 1is rather for students in the secondary school and the fact that

Ghana 1s, obviously, not a post-industrial country.

Up to this point one could say that the new Social Studies is not substantially, at least
in conception and focus, different from the old one, though there are differences 1n
the details of the general aims. One other similarity is the choice of eleven general
aims. Why this particular number (11)? No one can tell, however we are told that
such a large number of statements of curriculum aims/goals are often a reflection of

the competing conceptions of members of the curriculum development panel (Pratt,
1994).

In spite of the above, a major innovation and thus departure of the new Social
Studies curriculum from the old one is the nature and scope of its content. The
content is based on themes arising out of the needs and problems of contemporary
Ghanaian society (CRDD, 1998). This clearly meets the criterion that Social Studies
must be instituted and implemented in response to needs, which are defined by the
society that creates it. It also goes to show that needs assessment of the Ghanaian

society was done and that the curriculum content was selected on the basis of a
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hierarchy of human needs. The conception here was that there are five basic needs
confronting every society and these are:

1. Replacement of Members of the society (Procreation)

2. Dertving a Sense of Purpose for the individual and the group

3. Socialising new members of the society (Education)

4. Maintenance of Law and Order (Government), and

5. Production and Distribution of Goods and Services (Economy).
In the individual’s attempt, therefore, to satisfy these needs, s’/he is bombarded,
almost on daily basis, with certain problems and challenges that clearly threaten
his/her survival and that of the society. Hence the need to equip the individual with
the knowledge, skills, attitudes and values that will enable him identify and

subsequently solve these problems.

Some of the topics/units provided under these themes/centres of need in the SSS

curriculum are as follows:
Procreation:
1. The Institution of Marriage
11, Adolescent Reproductive Health
111. Population Issues.
Sense of Purpose:
1. Knowing Myself
1i. Rights and Responsibilities of the Individual

111, Productivity in Ghana.
Education:

1. Socialisation

1i. Education and Societal Change

i.  The Youth and National Development.

Government:
1. The Constitution and Nation Building
11. Leadership and Followership

n.  Challenges of Democracy in Ghana

12



Economy:

1. Resource Development and Utilisation in Ghana
i1. Our National Economic Life
1ii. Entrepreneurship.

Each of the topics, in the SSS Social Studies syllabus, has a Problem or Issue of

Survival defined under it, and teachers are to tailor their instruction towards finding

solutions to these problems. The following are some of the problems defined under

thetr respective topics:

ADOLESCENT REPRODUCTIVE HEALTH:

“The adolescent has very little knowledge of his/her reproductive
health. Unfortunately neither the parents nor teachers feel
committed to impart the needed knowledge. The adolescent is
therefore compelled to receive information from peers and other
uninformed sources. These lead them into unwelcoming practices,
which tend to hamper their development. As adolescents mature
and become sexually active, they face these risks with too little
factual 1information, too little guidance about sexual responsibility
and too little access to health care. There is consequently rampant
wave of the following: Adolescent pregnancies; adolescent
paternity; denial of paternity of pregnancies; child abandonment;
and 1rresponsible sexual relationships” (CRDD, 1998: 25).

PRODUCTIVITY IN GHANA:

“It is common knowledge that the output of work in Ghana is low.
This implies that the individual’s productivity level is equally low.
This trend of affairs in Ghana is traceable to poor attitude to work.
Despite this the Ghanaian is constantly making demands for higher
wages. It is time the Ghanaian realised the relationship between
output of work per man-hour and wages. Increases in wages do not
necessarily lead to better quality of life. We must therefore try to
improve upon our attitude to work’ (CRDD, 1998: 54).

SOCIALISATION:

“Education in Ghana has partially failed to tackle the process of
socialisation. The school system for example places more emphasis
on knowledge acquisition to the neglect of the development of
values and attitudes. This has negative repercussions on the well
being of the individual”. (CRDD, 1998: 8)
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CHALLENGES OF DEMOCRACY IN GHANA:

“Democracy in Ghana is a young institution. Thus many of the
Ideas inherent in a democratic system have not yet been fully
conceptualised. As a result there are conflicting interpretations. We
have not yet been able to establish the right relationship between
the government and the minority (opposition), the executive, the
individual and the state. Such misconceptions have rendered us
incapable of subscribing to the limitations in the rights conferred

on us by the constitution”. (CRDD, 1998: 39)

ENTREPRENEURSHIP:

“In Ghana there is the tendency for people to always look up to
government for employment. Developments over the years show a
deliberate attempt on the part of government to encourage private
efforts at establishing business enterprises. In spite of this many
people have not taken up the challenge to be self-employed. This
may be attributed to the lack of entrepreneurial abilities”. (CRDD,
1998: 65)

Going through the list of topics and problems defined above, it becomes evident that
the content of the current Social Studies curriculum in the SSS (CRDD, 1998) is
really dealing with issues of great importance to the survival of the Ghanaian society
and the individual members therein. It is also clear from the above: that the current
Social Studies curriculum, in Ghana, has both immediate and futuristic ideals and
goals, all geared towards meeting the perceived needs of the individual and
development of the nation. Such an innovative curriculum is supported by the view
that all curriculum planning should include concerns of the challenges of the future

(Parkey & Hass, 2000).

It 1s again evident that none of the topics of the new curriculum, as can be seen
above, 1s precisely and directly related to any topic in the traditional social science
disciplines. They are rather, really, contemporary problems or issues confronting the
Ghanaian society. Thus if its implementation should lead to the attainment of the
objectives as spelt out in the syllabus, then it is obvious that Social Studies will really
be achieving significant educational goals and thus justify its relevance in the
country’s educational system. Is its implementation, currently, leading to the

attainment of its objectives and thus its goals? Another important question 1s what
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are the strategies and methods put in place, both in the syllabus and practically, to see

to the successful and effective implementation of the ‘new’ Social Studies in the SSS
in Ghana?

1.1.2 Strategies for the Implementation of the SSS Social Studies Curriculum

For the successful implementation of the current Social Studies curriculum 1n the
SSS in Ghana, a recommendation has been made for it to be allocated three (3)
periods of 40minutes duration each per week. That is one double (80minutes) period
and a single period (CRDD, 1998). Also many guidelines as to how it should be
taught and assessed have been provided for teachers in the syllabus, to guide them 1n
their instructional and assessment planning, decisions and practices. To make things
easier for these teachers, profile dimensions in the cognitive and affective domains
have been listed and explained so as to help them understand, specifically, what their
instructions are to achieve. Also to make instruction in this curriculum effective,
uniform and well focused for teachers all over the country each unit/topic has a well
defined Problem, as already indicated, under it. The problems for each of the topics
are then followed by specific instructional objectives, which are to enable teachers
focus on helping learners acquire the relevant knowledge, skills, attitudes and values

that will enable them to come out with potential solutions to the problems, as

defined.

Even though this provision seems to go contrary to the suggestion by some educators
and scholars that instructional objectives should be prepared primarily by those who
will do the teaching (Ebel & Frisbie, 1991), its presence in the curriculum under
discussion seems well intentioned. That is, for some obvious reasons such as;
promoting uniformity, eliminating teacher biases and incompetence, and setting
guidelines, curricular planners and designers in Ghana always provide specific
instructional objectives in the syllabi of all the subjects of study for teachers to use in
their instruction. In any case teachers are also encouraged in all these syllabi, Social
Studies included, to re-order the instructional objectives provided and develop new

ones when the need arises.
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Teachers are therefore expected, in their instruction, to lay emphasis on assisting
students to develop analytical thinking, practical problem solving techniques and the
acquisition of positive attitudes and values (CRDD, 1998). They are to do these by
selecting a real problem for each lesson, and letting students analyse, suggest
solutions, critique solutions offered, justify solutions and evaluate the worth of
possible solutions to the problem posed. Teachers are also tasked to employ the use
of enquiry, projects and investigative study to help develop students’ problem
solving skills. If this is the condition or environment in/through which the objectives
of the curriculum are to be achieved then, going by Mager’s (1990) thesis that the
performance and the conditions of the test item (or assessment tool) should match

those of the objectives to be assessed, the same condition or environment should be

the focus and thus the main intent of assessment.

Many recommendations have been made in the syllabus of the SSS Social Studies on
how teachers should go about assessing outcomes attained by their students. For
instance the guidelines for evaluation and continuous assessment by classroom
teachers suggest the use of oral questions (interviews), quizzes, projects, class tests
(including written assignments on topical issues), homework and end-of-term test
(structured in the manner of the SSSCE). The syllabus, specifically, tasked teachers

fo:

“TIry to ask questions and set tasks and assignments that will
challenge your students to apply their knowledge to issues and
problems as we have already said above, and that will engage them
In developing solutions, and developing positive attitudes as a
result of having undergone instruction in this subject”. (CRDD,

1998: vii)

It is also stated in the syllabus that the suggested evaluation tasks are not exhaustive;
therefore teachers are encouraged to develop other creative evaluation tasks to ensure
that their students have mastered the instruction and have formed behaviours implied
in the instructional objectives under each topic/unit. This implies that teachers are
expected to employ other innovative assessment tools that would enable them to
assess effectively all learning outcomes resulting from their instructions of students

in the curriculum. To this end, the profile dimensions of the two main domains of
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learning in Social Studies (Cognitive and Affective) have been defined, as already
stated, and relevant action verbs that may serve as performance indicators have been
provided to guide teachers in the construction of their test items and other

instruments of assessment.

Emphasis, in the syllabus, is laid on the fact that assessment in the classroom

(continuous internal assessment) will essentially focus on Attitudes and Values.
Since continuous assessment forms 30% of the computation of the final score for the
SSSCE it is envisaged that assessment in the affective domain will form about 25%

of the final score in the SSSCE. Teachers were thus to have employed the use of
observation, interview and attitudinal scales, among others, in assessing learning
outcome of students in the affective domain. Interestingly, no provision was made

for the assessment of this domain in the SSSCE assessment conducted by the
WAEC. Table 1.1 (page 17A) provides a vivid picture of the structure of assessment

in Social Studies, as recommended in the syllabus.

Though no reasons were provided for this arrangement, they are definitely not far
fetched. These may range from the assertion that attitudes and values are difficult to
assess by paper and pencil tests (Quartey, 1998) to the argument that “many Social
Studies objectives are vague and ambiguous, especially those in the affective
domain, and do not readily lend themselves to precise measurement™ (Gross & Allen,
1970: 481). Other reasons might be that “goals and objectives in Social Studies like
capability to use skills, acceptance of desirable attitudes and demonstration of
appropriate actions are difficult to assess and do not lend themselves adequately to
total judgement based on paper and pencil test” (Kissock, 1981: 92) and the fact that
indirect measurement of skills is no substitution for the real thing; especially when
the behaviour or performance in question can be observed directly and evaluated in a

precise, real and cost effective manner (Ebel & Frisbie, op cit).

WAEC thus, quite naturally, uses the paper and pencil test (both essay and multiple
choice items) to assess for knowledge recall and application in Social Studies.

However this instrument, used in assessing only a minimal fraction of learning
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outcomes 1n Social Studies, carries a weight of 70% in the final score of the students’
assessment in the SSSCE at the expense of other important learning outcomes (skills
and affective) of the subject. Thus looking at the percentage weight given to the
SSSCE and the fact that it is measuring the trivial of learning (Ebel & Frisbie, 1991)
in Social Studies, one will not be far from right in saying that the instrument of

assessment employed by WAEC in assessing Social Studies learning is without

justification and thoroughly incompatible, and thus irrelevant, to the goals and

objectives of the subject.

In spite of the above guidelines for both the teaching and especially the assessment
of learning outcomes in the SSS Social Studies, in Ghana, the classroom practices
however present a reality that is quite different from the recommendations in the
syllabus. Most of the recommended methods of teaching the subject, for instance,
have been jettisoned by the teachers due, particularly, to the sheer numbers of
students in a class in the country. Though a DFID (1998) report gives the pupil-
teacher ratio in public senior secondary schools for the 1995/96 academic session as
17, the reality is that most classrooms in the nation’s SSS are occupied by an average
of 40 students. Multiply this number by the fact that an SSS class (e.g. SSS 1) will
have students occupying about 5 classrooms. Thus if a teacher is to take the subject
in a class, s/he will be dealing with about 200 students, on the average. The
discrepancy in the figures here are, to some extent, acknowledged by the DFID,
when it stated in its report that figures on the total number of teachers collected from
the Ministry of Education (MOE) are different from those collected from the Ghana
National Association of Teachers (GNAT).

The case of the implementation of the new Social Studies curriculum for the SSSs 1n
Ghana becomes even more critical if one is to examine how learning outcomes In
this discipline are being assessed, both by the WAEC and teachers. There are
indications that teachers, for some reasons (which have been verified in this
research), are discarding the alternative forms of assessment made available to them
in the syllabus and going by only the traditional form of assessment, as employed by

the WAEC. There is also evidence that the nature of the items in the SSSCE do not
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permit teachers, who are being pressurised to devote more of their instructional time
to solely prepare their students to do well at the SSSCE, to adequately cover all the
goals and objectives of Social Studies in Ghana. In other words, the culture of
assessment in the country is such that it is making teachers teach and assess only a

small fraction of the Social Studies curriculum in the SSSs in Ghana.

1.1.3 The Culture of Assessment in Ghana

The culture of assessment in Ghana may not be very different from other countries
where it is steeped in the traditional realm. Before the 1987 Educational Reforms,
assessments carried out in Ghana’s educational system (both internal and external)
were solely summative. That is a one shot test at the end of either the school term or
the programme of study. There used to be only what was termed as Terminal
Examinations as a medium of internal assessment in Ghanaian schools. That 1s a test
for each school subject at the end of the academic term. The purpose of these
assessments was to find out the extent to which learners have achieved the objectives
that were set for them at the beginning of the school term, and also to find out the

overall progress of a learner and determine whether or not s’he should progress to the

next programme of study or level of education.

In the case of external assessments, there is one international body, the West African
Examinations Council (WAEC), mandated to carry out assessments for the purposes
of selection, placement and certification in English speaking West African Countries,
including Ghana. The assessments carried out by WAEC were the Common Entrance
Examinations (CEE), Middle School Leaving Certificate Examinations (MSLCE),
General Certificate of Examinations — Ordinary Level (G.C.E.-‘O’ Level) and the
General Certificate of Examinations — Advanced Level (G.C.E.-‘A’ Level) for the
pre-tertiary institutions in these countries. The CEE was for the selection and
placement of Primary Six (P6) and Middle school candidates who wanted to go to
the secondary school. The MLSCE was a terminal certification examination after ten
(10) years of basic school education (that is 6years primary and 4years middle school
education). The G.C.E - ‘O’ Level on the other hand was held for students who have

completed five years of secondary school education, both as a final certification
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examination and as a means of selection and placement into the two-year ‘Sixth
Form’ education and other profession oriented institutions. In the case of the G.C.E -
‘A’ Level, finalists of the two-year sixth form education were supposed to sit it as a

means of certification and also selection and placement into the universities.

In all the instances above, the focus of assessment was on the cognitive domain and

the content areas of the curriculum that were deemed as readily lending themselves
to measurement. This thus made the traditional form of assessment or paper and
pencil tests (including multiple choice items and essay test items) the only means of
assessment in the educational system. That is, the modes of assessment of learning
outcomes, employed by teachers, in the schools was a direct replica of the modes of
assessment employed by the WAEC in all the examinations they conduct. Thus the
only modes of assessment teachers, at all levels of education and in all subjects,
employed in assessing the learning outcomes of their students were the multiple
choice test items and various types of the constructed response test items. These
constructed response test items varied from filling in or completing statements with
one word or a phrase to extended essays. In most cases students/pupils in their final
years, at any of the levels of education in the country, are made to sit mock
assessments, which either use past external examination papers or other papers that

mimic the external examination in all forms.

However, the educational reforms of 1987 also brought about changes in the types
and forms of assessments to be carried out in schools at the pre-tertiary levels of
education in Ghana. In this direction a more formative mode of assessment
(Cumulative/Continuous Assessment) was introduced at these levels of education
and the nationwide standardised tests brought down to only two types. The first is the
Basic Education Certificate Examinations (BECE), to be taken by those who have
undergone nine years of basic and compulsory schooling (six years Primary and
three years Junior Secondary education). It serves as both a final/terminal
certification examination and a means of selection and placement, of those who are
able to qualify, into the Senior Secondary Schools (SSSs). The second type of

standardised/nationwide test is the Senior Secondary School Certificate
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Examinations (SSSCE), which are taken by those who have undergone three years of
education in the SSS. This also serves as a means of final certification and selection
and placement, of those who are able to qualify, into tertiary institutions, consisting
of the universities, polytechnics and other profession oriented colleges (Teacher

Training, Nursing, Agriculture and Forestry among others).

The new assessment policy demands that students’ assessment records, gathered
throughout their time in school (also known as continuous assessment records)
should be made to form part of their final assessment and thus integrated into their
final grades at the end of their programme of study. Thus for pupils sitting for the
BECE, all their assessment records, compiled over the nine years of the basic
education, are aggregated and sent to the WAEC to be added to their scores on the
BECE. The proportion of the continuous assessment scores in the final scores and
thus grades of the pupils is 40% of the total. In other words, the ratio of internal
assessment scores to the external assessment scores, in the final grades of pupils 1s
2:3. The above ratio, of internal assessment scores to the external assessment scores
in final examination grades, used to be the same for candidates of the SSSCE, who
have completed three years of senior secondary education in Ghana. This
arrangement was however changed for SSS students in 1998 into a ratio of 3:7. That

is continuous assessment scores now form only 30% of the final assessment grades
while the SSSCE scores form 70%.

In most of the syllabi of subjects for the new educational system in Ghana, new and
alternative forms of assessment were recommended to teachers to enable them to
gather more comprehensive data on students’/pupils’ learning. That 1s, the
assessment data to be gathered were to include learning outcomes in all the domains
(cognitive, affective and skills) of the curriculum. Thus techniques, such as
observation, interview, project and attitudinal scales were recommended to teachers
to employ in assessing the learning outcomes of their students/pupils. Teachers were
also encouraged to use letter grades (A, B, C etc.), instead of scores, for outcomes in
especially the affective domain. However the emphasis on scores, by the WAEC,

placed on teachers the pressure to dutifully present the same to the WAEC as
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cumulative records of their students/pupils. That is since the WAEC, by the nature of
their examinations, was producing only scores for candidates it also demanded the
same from the schools in order to make for easy integration of the two sets of data
for the final grades. The WAEC, thus, was only interested in students’ scores from

the schools and not grades.

The effect of this practice was, teachers were soon concentrating on the form of
assessment and emphasising the curriculum domain that can best produce the scores
demanded by the WAEC for the final grading of their students. This means teachers
are deliberately mimicking WAEC’s examinations in order not to fall foul of the
demands made on them, by the WAEC and other stakeholders in the educational
enterprise 1n Ghana. The question we may ask is whether teachers, in employing the
traditional form of assessment which is able to produce the scores needed by the
WAEC, are also able to effectively assess learning outcomes in other domains where
they were originally encouraged to use the alternative forms of assessments to assess.
This question becomes even more pertinent in the case of Social Studies, in Ghana,
where learning outcomes in the affective and skills domain are held to be equally
important as those in the cognitive domain, if not the most important. That 1s, can
Social Studies objectives, which focus on the learners’ acquisition of skills, positive
attitudes and values to solve problems of human’s survival, be adequately assessed in
this context? The foregoing becomes compounded if we are to accept the notion that
teachers, invariably, teach-to-the-test and even more so when one is to analyse the
items used, by the WAEC in the SSSCE, to assess learning outcomes in Social

Studies.

1.1.4 WAEC’s Assessment of Social Studies Learning Outcomes in Ghana
The external assessment (SSSCE) of learning outcomes in Social Studies in Ghana’s

senior secondary schools began in November, 1999. Before this date teachers of

Social Studies in the SSSs had been conducting internal/continuous assessments of

their students, in respect of their learning outcomes in the subject, since it was
introduced in the SSSs. As previously indicated, the WAEC solely employs the

traditional form of assessment in conducting assessments at the SSSCE and Social
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Studies assessment 1s no different. Usually the WAEC depends on subject panels
(consisting of representatives from the subject association, subject experts from
university departments in the country and some WAEC appointed subject examiners)
to ensure the quality of assessment items before they are administered on candidates
during the SSSCE. However, one can not be too sure of the composition of the Social

Studies panel and how it is ensuring the quality, and thus the validity, of items 1in the
SSSCE.

There are several reasons that lead one to question the composition of the Social
Studies panel, as intimated above, and the kind of items they are accepting as valid
for the assessment of learning outcomes in Social Studies. Firstly, at the time of the
first ever SSSCE in Social Studies, the only teachers involved in the teaching of the
subject in the SSSs were either UCC trained Social Studies graduates or graduates of
other social science and humanities disciplines. Moreover these teachers were the
same people who were involved in the teaching of Life Skills, which Social Studies
came to replace, and thus, naturally, transferred the methods and procedures of
teaching and assessing the former to the latter. This implies that any representative
from this group on the subject panel at the WAEC cannot be said to be adequately

representing the interest of Social Studies, 1n its new form.

Secondly, and related to the above, there is no functioning Social Studies Teachers’
Association in Ghana now, from which the WAEC could have had a representation
on the panel. Thus whoever is on the current Social Studies panel at the WAEC, in
the name of the subject association, could be representing his/her interest rather than
that of the association. Another reason is the fact that nobody is on the panel
representing the Social Studies Education department of the UEW, which is the only
place where teachers are being prepared to teach the subject with the new curriculum
in mind. It can therefore be deduced, from the reasons indicated above, that it is
almost certain that members of the Social Studies Panel at the WAEC are either from
the UCC, UCC trained or specialised in other subjects apart from Social Studies. In
this case we cannot say that the panel, in its current composition, is well disposed to

ensure that only valid items are employed by the WAEC to assess Social Studies
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learning outcomes at the SSSCE. This i1s because such persons, on the panel, are
more likely to be disposed to the methods and procedures of instruction and
assessment in the traditional social science disciplines and thus carry them over to

the teaching and assessment of Social Studies.

The above discussion is supported by evidence gathered in the study, which proves
that the SSSCE items in Social Studies are all in the cognitive domain and that some
of these items have no relevance to the subject, in respect of its curriculum goals and
objectives. On the whole it was clear that the SSSCE does not adequately cover the
SSS Social Studies curriculum in Ghana, especially because it does not include items
which can assess students’ learning outcomes in the affective and skills domains.
Without going into many details, in this chapter, a perfunctory analysis of the said
items will indicate that they very much resemble items from the traditional social
science disciplines and have very little relation with Social Studies, in that they do
not even address the problems that have been defined under the respective topics in

the syllabus.

For instance Item 1 of the July 2001 SSSCE Social Studies Paper 2 states, “Discuss
the importance of the bride price in customary marriage”. This question falls under
the “Procreation’ section of the Syllabus. It also comes directly under the unit/topic,
‘The Institution of Marriage’. As was intimated earlier on, this topic has a problem
defined under it and is supposed to guide teachers as to what goals and objectives to
emphasise on in their instruction and assessment. The problem, for this topic, 1s
specifically defined as:

“The process of getting married in Ghana has undergone a lot of
changes. Thus, the preparation needed in the selection of a future
partner has been misunderstood and this has resulted in wrong
pairing with its attendant problems. People do not want to take up
the responsibilities attached to marriage and this has weakened the
institution of marriage” (CRDD, 1998: 1).

The goal here is to make students appreciate the value of marriage as a social

institution and the fact that there is the need for careful preparation towards it. They

are also to acquire the knowledge and be attitudinally disposed to the fact that
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marriage comes with certain responsibilities and whoever enters into it must accept
and fulfil those responsibilities. It is a fact that the main intent of the item,
importance of bride price, does not match that of any of the seven instructional
objectives provided in the syllabus. Moreover, the importance of bride price cannot
be said to fit into the goals intended for this topic and as defined by the problem.
Payment of bride price itself is being seriously questioned as it has apparently
become outrageous in some parts of the country and seen as becoming an
impediment in the way of would be couples. The controversy surrounding the
payment of ‘bride price’ is also premised on the notion that some men are wanting to
interpret their paying this price to mean their ‘ownership’ of their wives and thus
subjecting them to all kinds of inhuman treatment. In this case, therefore, 1t will be
disingenuous to say that the payment of bride price is a very important issue, within
the context of the problem defined under the topic, which should become a value that

must surely be acquired by leamers.

In the syllabus the term ‘Discuss’, which is the performance indicator in the item, is
said to belong to higher order thinking skills, involving cognitive skills like
analysing, comparing, contrasting and making judgement. If that is the case then the
item should, at best, have read, “Discuss the payment of bride price in customary
marriage”. In this case students will be made to come to their own judgement, as to
whether the practice of paying bride price should be continued as it is, modified or
thrown out altogether, after analysing the facts surrounding the issue and juxtaposing
the conclusions with their personal values and that of the society. The item as 1t
stands now has no validity so far as the goals and objectives of the subject and,

particularly, the topic are concerned.

In another instance Item 2 of the July, 2002 SSSCE Social Studies Paper 2 states,
“Why do countries conduct periodic population census™? This item is also related to
the ‘Procreation’ section of the SSS Social Studies syllabus and comes directly under
the third year topic ‘Population Issues’. The problem, as defined under this topic 1s as

follows:

“The importance of taking population dynamics and characteristics
into account in national planning was for some time over-looked
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unttl the Ghana Population Policy of 1969 was launched. Both the
government and the nation hardly related population to national
resources. Thus very little attempt was made to minimise the high
rate of population growth. This has had negative effects on the

socio-economic development of the individual and the nation”
(CRDD, 1998: 49).

It 1s clear from the above that both instructional and assessment emphases should be
on learners ability to relate population growth rate and or structure to resource
availability and national development. Instruction and assessment should also lay
emphasis on learners’ ability to examine the implications of rapid population growth
and a youthful population structure on the socio-economic development of the
country, and thus the need to take the population policy of the country seriously in
planning for the development of the country. The foregoing clearly suggests the
incompatibility of the item, as stated above, to the goals and objectives of the SSS
Social Studies curriculum. Actually, the main intent of the item ‘reasons behind
periodic population census’ could not be matched with any of the seven (7)
instructional objectives, listed, in the syllabus. The item cannot, therefore, be said to
be a valid Social Studies item in Ghana. It could, at best, be a Geography question,
since the Geography curriculum in Ghana’s SSSs also has Population as a topic and

population census is treated as a major objective under this curriculum.

Unfortunately SSS Social Studies teachers in Ghana, for reasons stated above and
fully discussed in chapters five and six of this thesis, have also resorted to the use of
this same mode of assessment and similar assessment items, as the WAEC, at the
expense of the alternative methods of assessment available to them and the adequate
coverage of the curriculum goals and objectives. The discussions, so far, suggest that
teachers of Social Studies in Ghana’s SSSs are teaching and assessing to the nature
and coverage of the SSSCE and thus the WAEC, through the SSSCE, is controlling
what students should learn in Social Studies to the detriment of the attainment of the
goals and objectives of its curriculum. It is actually a fact that the WAEC always
prepares its own examination syllabi, which are different, in scope and details, from

the teaching syllabi prepared by the CRDD.
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It also implies that as the WAEC is not assessing objectives or learning outcomes in
the affective domain of Social Studies, teachers are also neglecting these outcomes in
both their instructional and assessment practices. There are some teachers who argue
that students are more likely to deceive teachers, as paper and pencil items that seek

to clarify/measure the affective domain may not be able to assess what really

students have acquired in that respect. They also argue that the cumbersome nature

of observing attitudes of students, especially in Ghana where classes have
particularly large sizes, can equally produce an untrue data; reflecting students’
behaviour if they are aware of being observed for purposes of assessment. In any
case who said assessing knowledge and application in the cognitive domain through
paper and pencil test is fool proof? The fact that students score high marks in such
tests is no indication that they can effectively apply and transfer such knowledge in

their daily lives. Such behaviours are rather assumed or inferred from their scores.

It is therefore obvious (in the Ghanaian experience) that teachers of Social Studies do
not even want to develop paper and pencil tests, which can effectively be used to
assess learning outcomes in the affective domain. This is not an issue of the difficulty
or inability to assess affective outcomes using the traditional method of assessment,
but because of the stranglehold of the SSSCE on teachers and the curriculum. The
above statement is supported by the belief that many affective outcomes can be
attained, at least partially, through the application of cognitive processes, since affect
and cognition are not independent aspects of the human personality (Ebel & Frisbie,
op cit). It has also been, strongly, suggested that it is still possible to assess for
affective outcomes through cognitive means, by approximations (Mager, 1990). That
is simulating or approximating the condition, of the assessment task, as close as
possible to the condition stated in the objectives and assumes that learners can do the
real thing if it is not possible or dangerous to achieve the criterion/objective under
the same conditions as indicated in the curriculum. From all the indications discussed
above we are left in no doubt about the fact that there exists a wide gap between the
conception of Social Studies and the strategies for its implementation, in Ghana, and

the reality of practices in the classrooms by teachers and its assessment by the
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WAEC. This gap has come about as a result of certain avoidable constraints facing

the implementation of the Social Studies curriculum in Ghana.

1.1.5 Constraints facing the Implementation of the Social Studies Curriculum in
Ghana.

The constraints or challenges facing, and thus impeding, the smooth and effective
implementation of the new Social Studies curriculum in Ghana are of two main
kinds. The first, of these constraints, has to do with the system within which
implementation of the new Social Studies curriculum is being carried out and thus
can be said to be a systemic constraint. The other kind of constraint can be directly
traced to teachers of the subject in the SSS and is also related, to some extent, to the
systemic constraint(s). The first major constraint, posed by the system, is the “what 1s
‘significant’ debate/politics of content selection™ (see Pratt, 1994: 2-3) for the new

Social Studies curriculum in Ghana.

This debate, as discussed above, has been going on since the introduction of the
subject in Ghana. Unfortunately it has been held only at the level of policy making,
involving academics and seasoned educators who consider themselves to be at the
cutting edge of knowledge in Social Studies to the total exclusion of many other
constituencies or stakeholders of the educational enterprise in the country. Thus
groups like teachers, who will be implementing any such curriculum innovation
arising out of the debates; parents; employers; civil society groups; educational
managers and politicians, are all left out of the process of curriculum debates and

change. This exclusion is taking place even though members of the excluded groups

consider themselves as legitimate voices in the process of knowledge selection and

thus curriculum development (Coulby, 2000).

The situation as described above is one of the significant causes of the creation of the
gap, mentioned in the last paragraph of section 1.1.4 above, and thus resulting in the
creation of barriers to the smooth implementation and attainment of new curriculum

goals and objectives. Accordingly, it has been noted that (see Gross, Giacquinta &
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Bernstein, 1971) these barriers do arise, within the context of centre-periphery
approach of curriculum design and dissemination, as a result of the following:
1. Teachers’ lack of clarity about the innovation, since they were neither

involved nor consulted in the design of the curriculum and thus may not be

aware of or understand the premises of the innovation;

2. Teachers’ lack of the kinds of skills and knowledge needed to conform to the
new curriculum model, as they might have not been adequately prepared to
handle the demands of the new curriculum;

3. The incompatibility of organisational arrangements with the innovation.
Particularly, in the case of Ghana, the arrangement for the assessment of
learning outcomes in this new curriculum, as provided in the syllabus, 1s
faulty in the sense that assessment of affective and skills outcomes are made
the preserve of internal assessment. This arrangement is being maintained
irrespective of the fact that it is the demands of the external assessment that
drive teachers’ classroom practices and also the fact that internal assessment
contributes only 30% to the final grades of students; and

4. The unavailability of required instructional materials, even up until this date.

Another example of the incompatibility of the organisational arrangements within the
system with the curriculum innovation is the appointment of teachers from the broad
social science and humanities disciplines to teach Social Studies in SSSs 1n Ghana.
This has led to the situation where the number of qualified Social Studies teachers,
trained within the context of the new curriculum orientation, is currently inadequate
in the SSSs as they are being made to vie for positions with teachers trained in the
old dispensation and those who specialised in other subjects. Thus many of the
teachers of Social Studies in the SSS, having been trained in the traditional
disciplines, tend to resort to the methods and procedures of the traditional disciplines
in the teaching and assessment of the new curriculum. The teaching of Social Studies
has thus been reduced to the dictation of copious notes and emphasis on facts and

concepts that are often unrelated to the goals and objectives of the new curriculum.
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In relation to the above is the orientation of 1items constructors for the SSSCE Social
Studies. As explained by officials of the 