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Abstract

Despite open access to both primary and junior secondary school (JSS), non-enrolment and drop-
out have been countrywide problems in Ghana. This thesis investigates the nature of student drop-
out from JSS in one district in the country, through four main questions. What is the relationship
between drop-out rates and school characteristics of JSS in K.E.E.A. district? What are the factors
causing students to drop out? What are the processes of dropping out? What are the consequences
of dropping out?

The thesis investigates the above questions in two phases: the first on a macro level, by means of
a school survey of all 39 schools in the district; and the second on a micro level, by means of an
in-depth study of drop-outs from four schools. In the school survey, among the school factors
included in the current study, few showed significant association with the drop-out rates.
(However, in subsequent in-depth study, the school characteristics were found to exert some
influence; for example, the schools with low drop-out rates had stronger teacher commitment).
In the school survey, drop-out rates were clearly associated with gender. The in-depth study of
32 drop-outs from four schools suggested that the cause of drop-out was predominantly finance
for males and pregnancy for females. In a comparison of 32 drop-outs and 32 stay-ins, where age,
gender, academic achievement and economic status were matched, few differences were found
in family composition and school experience. In the examination of matched pairs, drop-outs
tended to display particular characteristics, such as belonging to a minority language/ethnic group,
or having a slight physical handicap. Parental divorce was common among both drop-outs and
stay-ins.

The investigation of the process of leaving school revealed that the problem was more complicated
than the surface cause might suggest; there were often multiple causes leading drop-outs to
abandon their education. When problems such as parents’ divorce, belonging to a minority
language/ethnic group, or having a slight physical handicap were coupled with poverty, the
combination of these factors could cause students to leave school. Although a cause might not be
serious enough to effect drop-out by itself, many students were already on the verge of dropping
out; thus very little pressure was necessary to cause them to discontinue their schooling. Girls
were more vulnerable than boys. Girls in general showed fewer risk factors yet more girls than
boys dropped out. In some cases girls would not have dropped out if they had not become
pregnant.

After leaving school, most drop-outs engaged in economic activities. Only a few drop-outs wished
to go back to school, and almost all wished to undertake an apprenticeship to lead to self-
employment. The occupational skiils learned in apprenticeship were gender-specific, and women
had fewer choices.

Inequality was evident at every step; girls were disadvantaged in enrolment, retention, examination
results, and in economic activities after leaving school. Education can be an effective tool for
empowering the disadvantaged population. However, schooling in rural Ghana was not always
meeting the strategic needs of the disadvantaged. Drop-outs, therefore, searched for other
alternatives in which they could be successful, such as self-employment in microenterprises.
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Preliminary Notes

1y

2)

3)

In this thesis, all the terms in local languages (mainly Fanti) have been italicized.
Their meanings are indicated in the parentheses following.

Verbal quotations from interviewees are attributed using a code, e.g. AD3M.

Codes convey the following information:

- The first letter indicates the code of the school, school A, B, C, or D.

- The second letter or letters indicate(s) the category of the person
interviewed; D for drop-outs, ST for stay-ins, DP for adult family
members of drop-outs, DST for adult family members of stay-ins, C for
community leaders, and T for teachers.

- The third number indicates the ID number of the interviewee.

- The last letter denotes male or female.

Amounts in cedis are stated in pounds sterling, at the rate of exchange in January
1994, viz. 1200 cedis to one pound sterling.
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1 Introduction - Background and the Nature of the
Study

1.1 Introduction
In this chapter, the issue of drop-out in the context of education and development will be
discussed. The definition of terms used, the rationale for the research orientation, and the

focus of the thesis will also be addressed.

1.2 The Problem

I became conscious of the problem of school drop-out while teaching in rural secondary
schools in the western province in Kenya and in Mashonaland in Zimbabwe. In both
countries, I taught General Science and Mathematics at schools which provided education
for the disadvantaged population in the country. Many of my students were the first
generation in their families to receive post-primary education. Most of the students at
school were children of subsistence farmers. People sacrificed a great deal in order to
send their children to school. Education was something which had been sought after for
a long time. Especially in the case of Zimbabwe, people had been deprived of education
under the colonial regime and it was one of the strong incentives for the liberation
movement which led to independence in 1980. Working in these schools was an eye-
opening experience for me, teaching me the value of education. Students had high
aspirations and motivations. Schools had very little equipment and few resources, but
students were eager to learn. One of the most difficult situations we encountered while
teaching in these rural schools was the problem of drop-outs. - We felt helpless when
students stopped coming to school. The reasons varied. Whatever they were, in most

cases we were unable to bring these students back to school.

Enrolment trends and projections by UNESCO (1993) verify impressive growth in
enrolment made in the last three decades. In 1960, 437 million or 14% of the world's

population were enrolled at first, second or third level of education and in 1991 the figure
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increased to 990 million comprising 18% or the population. While in industrialised
countries the increase is found in secondary and tertiary education, in developing countries
the marked increase is in first level education. However, a close examination of the
enrolment statistics of some countries indicate stagnant growth patterns in the more recent
period. In sub-Saharan Africa, the momentum gained in the 1960s and 1970s was not
maintained in the 1980s. In 19 countries, including Ghana, the gross enrolment ratio
declined slightly, between 1980 and 1991.! One of the reasons for the stagnant growth
is rapid population increase where school facilities cannot accommodate the growing

school-age population. Another is school drop-out.

In the industrialised countries, school drop-outs are found at the secondary school and
university levels (Dejnozka and Kapel 1991). A drop-out is described as a student who
leaves the formal education system before completing studies required for a secondary
school diploma or a university degree, thereby forfeiting graduation (Psacharopoulos and
Loxley 1985). Most of the research into drop-out focuses on secondary schools and

colleges.

On the other hand, the problem of drop-out is evident in all levels of education in
developing countries. This is a reflection of the educational gap between the industrialised
nations and developing countries. While a six year old child in North America can expect
over 16 years of education on average, a six year old in some sub-Saharan African
countries can expect less than three years of schooling (UNESCO 1995). School life
expectancy® in Table 1-1 shows the disparity between developing countries and

industrialised countries. Among developing countries, sub-Saharan Africa lags behind.
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Table 1-1: School Life Expectancy in Selected Developing and Developed Countries*

male female
Developing Countries | sub-Saharan Africa 6.5 5.5
Arab States 10.2 9.4
Latin America/ Caribbean 10.7 10.8
Asia/Oceania 9.7 8.5
Industrialised Countries 13.8 14.0

* Countries for which the relevant data are available to UNESCO

(from World Education Report 1995: Table 2.2)

One of the most critical concerns is the level of drop-out from primary education. The
recent Mid-Decade Meeting of the International Consultative Forum on Education for All
(Amman report) states that “‘drop-out continues to be a major problem in all developing
regions, especially sub-Saharan Africa, Latin America and South Asia, where less than
four-fifths of all children who start Grade 1 reach Grade 4" (UNESCO 1996:19). Table
1-1 shows the percentage of pupils reaching grade 4, and reveals that sub-Saharan Africa

is disadvantaged compared with other regions.

Table 1-2: Percentage of Pupils Reaching Grade 4 (1987 and 1993)

sub-Saharan | Arab States | Latin America/ | East South Asia | Developing

Africa Caribbean Asia/Pacific Countries
1987 72.95 91.06 73.56 82.13 69.56 77.85
1993 75.13 94.44 80.00 84.00 77.00 82.11

(from UNESCO 1996 Mid-Decade Meeting of the International Consultative Forum on EFA: 20)

School drop-outs are the most likely candidates for unemployment. The International
Labour Organisation (ILO) released a report calling attention to the current high
unemployment rates worldwide. The report describes the current situation as the most

serious crisis since the world recession in the 1930s (Samoff 1994). Over 40% of people
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are unemployed or underemployed worldwide. The report suggests facilitating
international trade, and making more effort in training and education. However, education
itself does not create employment; rather, it can bring about a situation where education
creates higher vocational aspirations and hence creates the educated but unemployed

population (Saha 1992).

Drop-outs from post primary education have the potential for causing social unrest. They
tend to join the unemployed in urban areas. In the political tension before the first
majority rule election in the Republic of South Africa, the danger was clearly visible. In
the 1980s, it was estimated that each year 150,000 secondary school students dropped out
and a total of 400,000 completed school but without successful examination results.
Hartshore (1992) observed that these school leavers were feared to have formed an
explosive sector of society which could have disrupted the negotiation process. In the
longer term these youths are one of the most dangerous challenges to the political life of

a new representative government.

(They) became disillusioned about the value of education, suffered from a sense
of failure, became alienated from their communities and turned to violence and the
disruption of the society which had rejected them. Little has been done to rescue
them, to provide a second chance through various forms of further education and
training (Hartshore, 1992:80).

In other countries too, unemployed urban youth pose a political and social threat.
Drop-outs from secondary education are often the most disadvantaged in the job markets.
Being educated, their occupational aspirations and expectations are high. They are often
not satisfied with traditional occupations or engaging in production at subsistence level.
Moreover, their family members expect them to engage in salaried work to bring returns
to the investment that the family made (UNESCO 1984). While successful school leavers
have difficulties in obtaining employment, these drop-outs have an even more difficult task
in securing jobs. The unsatisfied and frustrated youths tend to come to urban areas for
possible work. Some of them are absorbed in informal sectors while others continue to

be unemployed and frustrated.
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Therefore, it could be said that the drop-out is not only an economic or pedagogical issue,
but also a social and political one. The issue of drop-out could also be referred to as an
1ssue of human rights as states fail to provide these children with the educational
opportunities to which they are entitled. There are eight international and five regional
conventions in force dealing with education (UNESCO 1993). The Convention against
Discrimination in Education was adopted in 1960 by international conferences of states
convened under UNESCO’s auspices. The Convention stresses access to education with
quality. More recently, the Convention on the Rights of the Child was produced by
UNICEEF in 1989; this emphasises the need for free and compulsory primary education and

development of secondary education.’

The problem of drop-out has often been discussed in the field of education and
development in the last two decades. It was first publicly cited as a problem after the
regional declaration for Universal Primary Education (UPE) made in each region in the
early 1960s. In 1971, UNESCO published its first research on the problem of wastage.
In Wastage in Education, a World Problem, UNESCO attempted to portray the problem
by comparing and contrasting the situations among countries in different regions. This
was the first attempt to depict the problem in a comparative perspective after recognising
that the issue is a world-wide phenomenon. Similar attempts have been made in the 1980s

to see the trends and patterns in repetition and drop-out (UNESCO 1984, 1987, 1990).

Many of these studies are motivated by economic considerations, such as the pursuit of
efficiency of educational systems. The problem of drop-out is considered as one element
of so-called ‘wastage’. The issue is examined in aggregate and processed statistically.
The problem has often been addressed collectively and not enough attention has been
given to individual cases. Similarly, the problem has seldom been discussed from the point

of view of the drop-outs themselves.

Economists introduced the concept of efficiency in education. For example, in calculating
the cost per child for schooling, Psacharopoulos and Woodhall (1985:167) state, “where
drop-out or repetition rates are high, the cost per graduate or school completer may be

more relevant than average cost per student”. In other words, the efficiency of education
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is counted in terms of those who complete - in this formulation, a drop-out is counted as

“a zero”.

The World Conference on Education for All (WCEFA) in Jomtien, Thailand, in 1990,
confirmed the importance of basic education. Since then numerous studies on basic
education in developing countries have been carried out. There has been a strong
emphasis on the primary cycle and adult literacy, but few studies have been carried out at
the post-primary level. Wastage is viewed as an obstacle to the realisation of Education
for All (EFA). Moreover, the international donor communities which value the concept
of efficiency keep a watchful eye on educational wastage. This applies especially to least

developed countries where many of the educational activities are often donor initiated.

Education has been considered as one of the most important driving forces for
development. This utilitarian view of education has placed a renewed emphasis on
education in developing countries. Education, especially education for women, is
recognised as one of the most effective tools to solve the problems of population and
primary health care. The mother’s education is frequently mentioned as the single most
important factor for child survival. Female education has undeniable effects on fertility
decline. In the World Population Conference in Cairo in 1994, education was treated as
one of the most important factors for population decline. In the world conference on
women in Beijing 1995, the importance of education was confirmed in the context of

gender and development.

WCEFA succeeded in mobilising a global commitment to increased access to basic
education. It renewed political commitment both by governments of developing countries
and donor agencies. With increasing donor interventions in the promotion of basic
education in developing countries, the problem of drop-out is likely to continue to be

addressed as one of the obstacles militating against achieving the universal education.

1.3 Definition of Terms

In this section some of the major terms and concepts used in this research will be defined.
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They are drop-out, drop-out rate, wastage, and junior secondary education. Then, some

of the problems associated with these definitions will be discussed.

1.3.1 Definitions

a) Drop-out

Drop-out is defined as premature termination of an educational cycle. A general definition
includes categories wider than formal education, including organised educational activities

and courses.

A term is used to describe individuals who leave an activity, a course, a
programme, or a school, before completing its requirements (Dejnozka and Kapel
1991:185).

However, the term is more commonly used in formal education and in the first or second

level, i.e. at primary or secondary schools. The term ‘drop-out’

most often designates an elementary or secondary school pupil who has been in
membership during the regular school term and who withdraws or is dropped from
membership (Good 1973:198).

The common definitions of drop-out agree in assuming the premature termination of a

cycle or stage. Some describe this

situation of‘pupils or students who leave school before completing a school year
or a particular level of studies (Ortiz and Basile 1982:56).

More often a drop-out is defined as the pupil or student him/herself who drops out.

A drop-out is generally defined as a pupil who leaves school before the end of the
final year of the educational stage or cycle in which he/she is enrolled (UNESCO
1980:13, Brimer and Pauli 1971:15).

A drop-out can be defined as a child who enrols in school but fails to complete the
relevant level of the educational cycle. At the primary level this means that the
drop-put fails to reach the final grade, usually grade V or VI (UNESCO 1987:2).
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Morrow (1987) describes different kinds of early school leavers as follows:

1) pushouts - undesirable students;

2) disaffiliated - students no longer wishing to be associated with the
schools;

3) educational mortalities - students failing to complete a program,;

4) capable dropouts - students whose family socialization did not agree with

school demands;

5) stopouts - dropouts who return to school, usually within the same
academic year (Morrow 1987:39).

There are a number of ways of leaving school which are not considered dropping out.
Death or transfer to another school is not regarded as drop-out (Good 1973). Some

define drop-out as leaving an educational cycle voluntarily (Dejnozka and Kapel 1991).

It is considered as drop-out whether it occurs during or between regular school terms
(Good 1973:198). Some studies point out that more drop-outs are observed during the

school holidays than during the school terms (Prather 1993).

The concept of school drop-out does not include students who complete one cycle and
do not enrol at the successive level of educational cycle. Brimer and Pauli (1971:15)
observe that “leaving school after the completion of a compulsory cycle without going on
to the succeeding cycle” does not constitute drop-out. After compulsory level education,
most commonly, the number of schools and available places at successive levels of
education decreases. It is not possible for all nations to retain all children throughout the
total range of provisions. However, once a student is enrolled in a system, he/she should
be able to complete. Brimer and Pauli (1971) suggest that the national aim should be to
retain all children recruited into a cycle until the objectives of that cycle have been

satisfied.

For the purpose of researching the problem of drop-out from JSS in Ghana, we will define
drop-out in this study as follows: The phenomenon of drop-out occurs when a student

who is once enrolled leaves the system before the end of the final year in the cycle. The
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term does not include those who completed primary schooling but did not enrol at JSS.
It does not include those leaving the school for transfer to another school or pupils who
die. Those expelled or suspended are also excluded from dropping out, something greed

upon by most authorities of drop-out.

b) Drop-out Rate

An index of drop-out is defined as the relation of premature leaving to the number of
children who are recruited at the beginning of each cycle (Brimer and Pauli 1971). It does
not consider the whole population of the age cohort, but the number of children who drop
out is compared with the number of children enrolled initially in the educational cycle. A

drop-out rate is defined as:

the percentage of pupils or students who leave school before completing a grade
or level. Also the percentage of students who leave a school year before moving
to a higher grade (UNESCO 1982:56).

Commonly a drop-out rate is calculated in one school year for a particular grade or level.*
On the other hand, the cohort drop-out rate is calculated as the number of pupils/students
dropping out before completing one educational cycle or unit’ In the school survey for
the current study, both rates were used; the cohort drop-out rate for JSS was used for
comparison of drop-out rates, and the drop-out rate for each school year was used for

comparison of drop-out rates among different grades in JSS.

c) Wastage
Educational wastage is a term derived from the economics of education. The broader

definition includes:

1) failure to provide universal education,
2) failure to recruit children into the system,
3) failure to hold children within the system,
4) failure to set appropriate objectives,
5) inefficiency in the achievement of objectives
(Brimer and Pauli 1971: 10-11).
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In the UNESCO study carried out on wastage in education in the countries of Asia and
the Pacific, the concept of wastage was extended to include non-enrolment, absenteeism,
under-utilisation of educational resources, and under-achievement of learning outcome.
It asserts that education enhances the learning of children, and if a child stays at school
without learning as much as he/she could have, it should also be considered as ‘wasteful’

(UNESCO/NIER 1989).

However, more commonly the concept of wastage includes only drop-out and repetition.
It 1s defined as a combined effect of repetition and drop-out. The formula used is the total
number of pupil-years spent by drop-outs before leaving school, and the total number of
pupil-years repeated by repeaters (UNESCO 1980). For example, if a student drops out
after year three with repetition at year two and three, this pupil has spent three years as
a drop-out and two years as a repeater. Therefore the wastage is calculated as five

pupil-years in total.

Some maintain that repetition is more wasteful than drop-out as it reduces the intake
capacity of school, increases unit costs and often leads to drop-out as well as widens the
gap in inequalities in the education system (Haddad 1979, Psacharopoulos and Woodhall
1985). On the other hand, numerous studies state the damaging effect of drop-out.
UNESCO stresses the seriousness of the problem of drop-out among the different aspects
of wastage. “Drop-out is perhaps the most critical form of wastage; that having enrolled
a child in school, the school fails to retain the child” (UNESCO 1984:1). The current
research recognises the seriousness of the problem and observes that drop-out is a major

part of wastage and most damaging.

d) Junior Secondary School (JSS)

Junior secondary education is characterised as the first stage of the second level education
which follows the completion of the first level educational stage or primary schooling.
UNESCO International Standard Classifications of Education (1976) defines this stage

to begin at age approximately 11 or 12 and it lasts for about three years.
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The objectives of the junior secondary school education are described as follows:

1) to meet the individual and unique needs of early adolescents;

2) to provide pre-vocational training and opportunities for exploration;

3) to make counselling and guidance services available; and

4) to develop good citizenship through active participation in the school
communities

(Dejnozka and Kapel 1991:302-303).

The concept of junior secondary (high) education was first developed in the USA after
World War I to provide an alternative to the then-existing 8-4 educational plan. The
junior high school was for the 7th to the 9th years of formal schooling. By 1940, in the

U.S.A,, the 6-3-3 organisational plan replaced the 8-4 plan.

In West Africa, Nigeria adopted this 6-3-3 plan in the 1970s and Ghana also followed the
same path in 1987, although the country had planned it as early as in 1974. The number
of countries which have the 6-3-3 plan is 32 out of the 170 countries which stated the
duration of first and second level of education. However, 140 countries have their second
level education divided into two stages.® Therefore, it could be said that the concept of

JSS is widely used.

The content of education varies in different countries and systems. In the great majority
of programmes in most countries, it continues the pattern of general education started at
elementary schools. The subject specialisation occurs and most of the subjects are
supposed to be taught by specialised teachers. However, subject specialisation on the
students’ part is merely a preliminary step in that general direction (UNESCO 1976). In
some countries, practical subjects are introduced at this stage, such as commercial,
agricultural, forestry, fishery, home economics, trade, craft, or industrial subjects from
which students specialisc. In a few countries, teacher education programmes for primary
schools occur at this stage (UNESCO 1976). However, this kind of arrangement has
become less common and teacher training has become more usual at post secondary level

education.

JSS in Ghana is the second stage of the 6-3-3 plan of education and is considered as the

latter part of the basic education, replacing the position held by middle school. The 1961
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Education Act specified ‘primary education’, consisting of primary and middle school
education, to be compulsory and free. Therefore JSS is categorised as an educational
stage with open access. This stage starts on completion of six years of primary schooling

and lasts for three years.

1.3.2 Problems Associated with these Definitions

a) Drop-out

Natriello et al. (1990) observes that universally agreed-upon definitions of dropping out
do not exist because standards of classifying drop-outs vary across context. While the
concept of drop-out itself is clear and unambiguous, the actual application of the concept
to the reality can pose a number of problems. One can argue that drop-out students do
not necessarily remain drop-outs forever. Sometimes students return to school the next
term or after a number of years. For example, students who could not continue their
schooling for economic reasons might resume their education after working for a few
years to save sufficient funds. Another example is of female students who become
pregnant during the course of a school year. They are often expelled from school. While
some countries never allow them to come back, others let them continue their education
after child-birth. These students resume their interrupted education often at different
schools. A study carried out in Botswana where the major reason for female students’
drop-out in secondary school is pregnancy, found that students tend to continue their
education at ‘downgraded’ schools. This means that if a student was leamning at a
government school before being expelled, she would be enrolled at a community school
or night school where the academic standard is not so high but where it is easier to be
accepted even during the middle of a term (Duncan 1988). These students could appear
as drop-outs as long as they stay away from school, but as soon as they return, they
should be considered as repeaters if they repeat the grade they had left. Therefore, it
could be argued that all drop-outs are potential repeaters. Others might take up a
correspondence course to complete the educational cycle. These students do appear as
drop-outs in official statistics as they never return to schools. However, they apparently

succeed in completing the educational cycle in which they were initially enrolled.
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Drop-outs are not the same in all cases. Some students do choose to leave school on their
own initiative, though the number is small. They might choose to work, comparing the
benefit of education with their immediate earnings. On the other hand, others do not wish
to stop their education, but are forced to abandon their schooling for various social
reasons including economic difficulties, conflict between schooling and religious or
customary beliefs, and family pressure. Some describe these drop-outs as “push-outs”
(Haddad 1979). There are students who discontinue their education as they are expelled
from school. These students might have already abandoned their education by acting as

being expelled, but this is different from the two groups of drop-outs already described.

There are exceedingly derogatory connotations associated with the term “drop-out”.
Whatever the reasons for dropping out, the term carries an implication of failure or lack
of success. Some studies point out that more appropriate words should be used to
describe the phenomenon or a person. This research will continue using the term

drop-out, although it is aware of the inadequacy of the term.

b) Drop-out Rate
Further problems arise in the computing of drop-out rates. Most of the problems stem

from the absence of well-managed registry systems.

Transferred students are sometimes considered as drop-outs at their former schools,
when students seek places in better-established schools, when their family move from one
place to another, or when students move from prestigious private school to less
prestigious schools for various reasons, such as failing to pay expensive school fees. At
the school receiving such students, there are cases where the enrolment figure does not
specify transfer-in students. This might result in over-reporting the number of drop-outs
in former school and under-reporting the number of drop-outs in the schools which
receive transfer students, as one transfer student into school could cancel one drop-out.
If a school registry system is well equipped, a student who transfers will be recorded.

However, in most rural schools, the system is not managed sufficiently well.
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The school-wise drop-out rates pose problems when the record of transfer is not kept
well. However, such problems could be solved when the figure is taken for a larger entity
including schools which students transfer to and from. However, in a study in Ghana,
Coleman (1994) states the problem of calculating accurate drop-out rates at regional
levels where drop-out rates might be inflated when students transfer from one region to

another.

It is a common practice in some countries for the initial enrolment to decide the
government resources made available to the schools. In such a case, there is a tendency
to over-report the enrolment at the beginning of the year. Then the drop-out rates could
be inflated if the number of drop-outs are calculated from the difference between the initial

enrolment and the actual enrolment at the end of the year.

In some countries, enrolment statistics are collected yearly but not accumulated during the
educational cycle. The number of students attending school at the end of the year is
compared with the number enrolled at the beginning of the year. This leaves students who
drop out during the holidays between school years uncounted. This leads, therefore, to

under-reporting the number of drop-outs.

Another issue is the number of students enrolled at the beginning of the cycle. It is
possible for the repeaters from the previous year to be included as new intake. Some

students enrol with different names, and it becomes more difficult to identify repeaters.

The only way of obtaining accurate information on drop-out rate in education involves the
collection of information for individual students (Deble 1980). By tracing individual
students, one can avoid most of the problems mentioned above. However, this
conscientious method requires considerable financial and human resources. Therefore,

such information is rarely available.

c) Wastage

The problem of the concept of wastage is its “depersonalising of what is essentially an
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individual growth process” (Brimer and Pauli 1971:9). Its numeric orientation fails to
recognise each pupil but equates schooling to industry where the ‘product’ is being

counted. Its focus is superficial and often fails to depict the nature of education.

UNESCO (1980) also questions the crude view which disregards the educational benefit
gained by drop-outs and repeaters. Brimer and Pauli (1971) argue that wastage ignores
both the educational benefits received by repeaters and drop-outs. Spending an extra year
in school as an repeater might benefit a child’s future more than being promoted to the
next grade as a low-achiever. Repetition can be seen as depriving another child of a
chance learning. However, it is difficult to compare the benefits of these alternatives.
Similarly, schooling that a drop-out student received before leaving the school should not
be considered as a total wastage. It is likely that these students have had a certain amount

of learning before leaving and the learning is likely to be an asset to them.

An extended concept of wastage, though more reasonable in its interpretation of wastage,
is difficult to measure. Concepts such as non-enrolment, absenteeism, under-
achievement, and under-utilisation of educational resources could be considered more
accurate representation of the wastage concept than a rather crude definition of a
combination of repetition and drop-out. However, these aspects are difficult to measure

and to quantify.

Some warn of a simplistic understanding that ‘drop-out’ is more wasteful:

Yet whether their ‘drop-out’ is indeed more wasteful than that of children leaving
at one of the established exit points is debatable. It is only so if the benefits of
schooling accrue not on a pro rata basis for each year attended, but if they are
more than proportionately bunched at the end of each particular cycle (Colclough
with Lewin 1993:148).

d) Junior Secondary School (JSS)
While the definition of junior secondary education is unambiguous, slight differences in

the system of schooling pose problems when international comparisons are made. The
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definition of JSS in the Ghanaian education system is clear but it poses problems in
comparison with other countries with different educational systems. In Ghana, JSS is the
latter part of the open access basic education cycle. On the other hand, it is included in
the second level education together with Senior Secondary Schools (SSS) when
comparisons with other countries are made, as for example, in the World Educational
Development Report. In its nature of free, compulsory and open access, JSS is closer to
primary education, but it is classified as a second level when the enrolment age is

concerned.

In comparing the internal efficiency of first level education, the survival rate of the first
four years i1s commonly used. In most countries, the age for starting primary schooling
is not very different. The duration of the first level education varies from four to nine
years, but as long as the survival rate for four years is taken, the data are relatively

appropriate for comparison.

On the other hand, comparison at the first stage of the second level education, equivalent
to junior secondary education, has problems. Due to the difference in duration of the first
level education, the age of students who are starting the schooling varies from country to
country. Although the majority of countries have their second level education in two
stages, the duration for the first stage of the level varies from two to six years.” It is
difficult to compare the internal efficiency of systems when their duration is not identical.
Even if one takes the survival rate of the first two years, it does not necessarily represent

the same educational level, as the previous level has a different number of years.

Both UNESCO and World Bank publications aggregate enrolment figures of the first and
second stages of second level education. Therefore, it is often difficult to separate the
enrolment, efficiency and other statistical data of junior secondary education from the

senior secondary cycle.

Junior secondary education under different systems and in different countries do not share
the same educational objectives and functions. Although, most of them are

general-education oriented, some others also have specialised vocational and practical
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aspects. Again, it is disputable whether these schools can be compared.

1.4 Rationale
In this section, the rationale of this research will be discussed. It will be examined from
the following four aspects, a) drop-out from JSS, b) drop-out in Ghana, and ¢) macro and

micro analyses of drop-out, and d) gender and drop-out.

1.4.1 Drop-outs from JSS
To date many studies have been carried out on the problem of school drop-out in
developing countries. The majority of these studies focus on drop-outs in primary schools

and relatively few studies focus on post-primary educational levels.

JSS follows immediately after completion of primary schooling in Ghana. It is the latter
part of the compulsory education and is considered as part of the basic education as
described 1n the previous section. Most industrialised countries and an increasing number
of developing countries have junior secondary schools as the latter part of compulsory
education.® As we have seen, Nigeria shifted from its previous GCE system to 6-3-3-4

in the 1970s and Ghana followed a decade later.

When the primary education system reaches a universal enrolment and high efficiency,
then the issue of drop-out is likely to shift to the next level of the educational system, as
observed in countries in Asia and the Pacific (UNESCO/NIER 1989). Once the enrolment
of children in primary schools becomes universal and the completion rate is high, the
concern becomes maintaining the achieved efficiency as well as preventing wastage at the
next level of education. But efficiency and wastage are not the only concerns. While
drop-out from primary education can perpetuate a non-literate and a functionally
non-literate population, drop-out from junior secondary education can generate a

population which has failed to attain the power to absorb new skills and technologies.
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1.4.2 Drop-out in Ghana

The rationale for research on drop-out in Ghana lies in its historical and current experience
in development of education. Ghana’s experience of initial development and subsequent
decline of its education system is not uncommon among other developing countries.
Ghana has a long history of a western type of school education, though it had been

directed at a small proportion of the population until the latter half of this century.

The country was the first colony in sub-Saharan Africa to gain its independence in 1957,
and to establish a mass education system. Strong demand for education was recognised
and independence brought political commitment to increased access to education. Then
the country and its education system went through hardships due to political instability
and economic decline in the 1970s. Economic recovery with the Structural Adjustment
Programme (SAP) included rehabilitation of social infrastructure. Education reform
which started in 1987 streamlined the previous system and aimed at increasing efficiency.
The reform has received financial and technical support from a number of donor agencies.
A number of characteristics in Ghana’s experience are likely to be shared by other
developing countries, especially in sub-Saharan Africa, as the country shows nemerous
characteristics observed in the study of education in sub-Sharan Africa (World Bank

1988).

Education in developing countries has increasingly been discussed in a wider context of
development, such as education’s role in facilitating economic and social development as
well as equity. Ghana is recognised to have achieved an initial stage of economic recovery
in the early 1990s. The Ghanaian economy between 1982 and 1991 grew at an average
rate of approximately 5 to 6 per cent, while the rest of Africa excluding Nigeria averaged
only 2.3 per cent between 1982 to 1991 (Herbst 1993:154). The country has been praised
as one of the most successful cases of countries accepting the prescriptions of SAP.
Therefore, it seems appropriate to investigate the issues of education in this country as a
similar economic recovery process is likely to be followed by a number of other
developing countries. The country’s education reform is one of the vital elements of the
second phase of the Economic Reform Programme(ERP). JSS is the centre of the

education reform, where a number of innovative activities have been initiated. This will
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be discussed in detail in Chapter 2.

A study on drop-out in primary education in Ghana was carried out by the Ministry of
Education and UNICEF, which will be discussed in Chapter 3. However, to date, such

research studies have not been done on drop-out from JSS.

1.4.3 Macro and Micro Analyses of Drop-out

Most research on the problem of drop-out in the context of education and development
is macro in its orientation, as Chapter 3 will show. Due to in part their policy- and
implementation-oriented nature, these studies tend to use quantifiable data in order to
produce strategies for interventions at the national level. While macro analysis is
extremely important in describing the magnitude of the problem, micro analyses can
generate insights about underlying causes not always uncovered by large-scale surveys.

This thesis combines macro and micro perspectives.

The macro aspect of the research in this thesis is based on the analysis of data derived
from a school survey where the drop-out rates were calculated, school characteristics
were examined, and the association between the two examined. The micro aspect of the
research in this thesis comprises an in-depth study of drop-outs and stay-ins from four
schools, especially subjective accounts provided by the drop-outs themselves. In
obtaining the subjective accounts, the micro-sociological aspect was emphasised and the

data were drawn from unstructured interviews and naturalistic observation.

1.4.4 Gender and Drop-out

The concept of gender has increasingly been recognised as a valid subject in development
discourse. Education has long been considered as one of the key components for
facilitating sustainable development. However, education and gender have complicated
interactive relations. Schooling can be perceived both as the tool for enhancing gender

equality and also as the source of gender imbalance.
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While the beneficial effect of female education, not only for females themselves but for
their families and society as a whole, has been widely recognised, the educational reality
is that women and girls remain disadvantaged. A gender gap in education at first instance
is apparent in access to education, especially in economically disadvantaged communities.
At home girls tend to bear more responsibilities in household chores. The limited
resources at home give priority to educating boys rather than girls as profitable investment
for the future. At school, both the content of education as well as the instruction are
male-oriented and the general school culture is described as even hostile to girls. As a
result, girls’ participation in education tends to diminish as educational level rises. These

issues will further be discussed in Chapter 4.

The gender gap in access to education is the direct outcome of non-enrolment and drop-
out. Therefore the analysis of the data from a gender perspective is useful. This study
originally did not intend to incorporate gender. However, the data collected in a school
survey indicated a strong gender gap in enrolment, drop-out rates and academic
achievement. It was then decided to incorporate gender as one of the main aspects. The
study attempts to incorporate the issue of gender in the context of schools and rural

societies.

1.5 Scope and Limitations of the Study

1.5.1 Scope and Limitations of the Study

The thesis focuses on the problem of drop-out from junior secondary education. It
focuses on conventional JSS and does not include non-formal education which might
‘provide the equivalent content of education. The thesis is based on fieldwork which was
carried out in K.E.E.A. district in Ghana. As such it does not attempt to draw conclusions

generalisable to Ghana as a whole.

The study emphasises the micro-sociological aspects of the phenomena rather than more
macro-level factors, such as economics, politics and educational reforms. The study does

not ignore these factors, but rather recognises their importance when they are internalised
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and influence people's perspectives.

1.5.2 Aims and Objectives

The study aims at disclosing the nature of drop-outs in JSS in a surveyed area. It
concentrated on one district in Ghana for data collection. It attempted to acquire accurate
enrolment statistics for the two cohorts in all schools in order to acquire accurate drop-out
rates of all schools in the district. As a distinct case study, it examines the characteristics
of JSS. It then examines the relationship between the drop-out rates and school
characteristics. The survey was also used in order to select schools for further study.
Four schools were selected from which 32 student drop-outs and 32 stay-ins were chosen
to examine student factors and home factors on drop-out. The process of dropping out,
drop-outs' subsequent activities and future prospects were further explored through

interviews and observations.

The thesis does not attempt to generalise findings from one district to Ghana as a whole.
Rather it aims to provide a new perspective in examining the phenomena of drop-outs by
combining the objective and subjective accounts and by looking at the process of dropping
out rather than its causes. For this purpose, the research attempted to carry out a

systematic inquiry in the limited geographical area.

The thesis is not policy-led. The results might have some bearing on policies of the
current education reform, but it is not the initial aim of the study. The thesis inevitably
addresses the influence of the policy of the education reform at the micro level, or how
the new education system affected the people in the researched area in rural Ghana, but

the orientation is not to focus on the policy itself.

1.5.3 Research Questions
In order to address the above mentioned aims and objectives, the following broad
questions were considered.

a) What is the relationship between drop-out rates and the characteristics of JSS in
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K.E.E.A. district?

b) What are the factors causing students to drop out?
c) What are the processes of dropping out?
d) What are the consequences of dropping out?

These questions are developed with the literature review of Chapter 3 and 4, and are

presented in more detail in Chapter 5.

1.6  Methods Adopted

The study aims at examining the research questions by means of a case study. The
majority of studies reviewed conducted their analyses at macro-level as will be reviewed
in Chapter 3. The current thesis focuses on the issue at micro level. The first part of the
study concentrates on all the JSS in K.E.E.A. district which existed in 1987, when the
education reform started in Ghana. This comprises 0.81 per cent of all the existing public
JSS in Ghana. Within the district, the school survey led to the selection of four schools
for the in-depth study. In these four schools, a total of 32 drop-outs and 32 matching
stay-ins with similar academic and socio-economic background were chosen for the study.

The original proposition reads as follows:

School drop-out is associated with both school factors and socio-economic factors
and the latter are expected to have a more prominent influence on school drop-
out. The problem of student drop-out from junior secondary education in
K.E.E.A. district is closely associated with socio-economic factors.

The issue of drop-out is perceived differently by students, teachers, educational
administrators, parents and community leaders.

The fieldwork was planned in two stages to collect data on school factors as well as
student/home factors, as follows:
1) The purpose of the first phase was twofold. First, to investigate school factors
and some of the student/home factors through a school survey. Second, four

schools for the in-depth study were identified from the results of the survey.
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2) The second phase examined some of the student/home factors from an in-depth
study of drop-outs in the selected four schools, as well as the processes of
dropping out, and examined the variety of opinions about drop-out among the

different people.

The initial plan was to examine the relationship between school factors and school drop-
out rates in the school survey and the student/home factors in the in-depth study. The
results of the school survey were intended to be used in the selection of the schools for
the second part of the study. The school survey was expected to show strong association
between drop-out rates and some of the school characteristics, from which a linear
association would be formed between the combination of these factors and the drop-out
rates. From there two schools with high drop-out rates and two with low drop-out rates
were to be selected. Within the two high drop-out rate schools, one school (A) would
have a number of school characteristics associated with high drop-out rates and another
school (D) would not have many of such characteristics. Thus School A would have an
expectedly high drop-out rate while School D an unexpectedly high drop-out rate. Within
the two low drop-out rate schools, one school (C) would have few school characteristics
which are associated with high drop-out rates and another school (D) would have a
number of such characteristics (B). Therefore, School C has an expectedly low drop-out

rate while School B has an unexpectedly low drop-out rate (see Figure 1-1).

sajes no-doip |enjoe

expected drop-out rates

Figure 1-1: Association between School Characteristics and Drop-out Rates
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However, the collected data did not show enough significant association between the
school characteristics and the rate of drop-out of each school although there was a

variation in the rates of drop-out among schools.

Instead, a marked gender gap was observed in the rates of drop-out. Gender disparity
was evident not only in drop-out rates but also in enrolment and examination results.
Average drop-out rates among girls were significantly higher than among boys. All
schools except two had girls’ drop-out rates higher than boys’. Moreover, gender
disparities were evident in initial enrolment in JSS as well as in the examination results.
The initial enrolment showed a significant difference between male and female students.
The enrolment and retention among female students showed an acute disadvantage; while
a smaller number of girls enrolled in JSS, a larger number of them dropped out. The
examination results also showed a gender disparity where girls scored significantly lower
than boys. It seemed appropriate for the analysis in the second phase of the intensive
fieldwork to focus on gender. In preparation for this, a review of studies in gender in
education and development was undertaken in order to revise the research propositions
which provided the focus for the detailed field study. These revised research propositions

will be presented in Chapter 5.

1.7 Organisation of the Thesis

The thesis is organised in the following way. Chapter 1 presents the nature of the study
and its orientation. Chapters 2 to 5 place the study in perspective by presenting literature
survey and the formulation of research questions and propositions. Chapters 6 to 9 are
based on the fieldwork in the K.E.E.A. district in Ghana. The synthesis and conclusion

will be presented in Chapter 10.

Chapter 2 discusses the educational development in Ghana. The development of formal
schooling is outlined in order to illustrate its influence on the current educational status
of the country. The nature of indigenous education and systems of apprenticeship are also
discussed. Chapter 3 discusses research studies done on the problem of drop-out.

Chapter 4 investigates the issue of gender in education and development. Chapter 5
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presents a set of research questions and propositions, and then analyses the issue of
research methods. Then it presents the field methods adopted in the fieldwork carried out

in the study.

Chapter 6 analyses the result of the first phase of data collection, during which all the JSS
in the district were surveyed. From the survey, four schools were selected for the in-depth
study of drop-outs. The issues derived from the comparison of the drop-outs and stay-ins
in these schools are discussed in Chapter 7. Chapters 8 and 9 compile the narrative
accounts given by drop-outs. These two chapters depict the process of dropping out and
the subsequent activities and aspirations of the drop-outs. Chapter 10 presents a synthesis

and conclusion drawn from the case study and the review of literature.
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2  The Development of Education in Ghana

2.1  Introduction

In this chapter, the development of education in Ghana will be discussed in order to
understand current education in its historical context. Western-style school education was
introduced by European traders and missionaries from the 1500s, and subsequently
developed by missionaries and the colonial government. The recent educational reform
was carried out within the framework of an economic recovery programme requested by
donors. On the other hand, non-formal indigenous education existed long before the
introduction of school education, and has continued as formal education has developed.
There are two main types of indigenous education - traditional and apprenticeship.
Indigenous education plays a significant role in a contemporary society by providing

vocational and technical skills to youths.

2.2 Indigenous Education

2.2.1 Traditional Education

In the discussion of the development of education, traditional education has not always
_ been recognised as a legitimate educational process. A prime example of this is the way
in which the history of education in Africa is examined. As Hilliard (1957) states,
education is considered to have started with the arrival of Europeans in the late fifteenth
century. However, this view of an educational vacuum prior to European contact has
since been challenged, and traditional education has begun to be recognised as a vital
element of the socialisation process for a child. Antwi (1992) points out that the use of
the word ‘education’ in a restricted sense to equate it with formal instruction in European-
type schools is no longer accepted. This change of view seems to have occurred with the
rise of nationalism in the 1960s. Significantly, the new edition of The Development of

Education in Ghana by McWilliam and Kwamena-Poh, published in 1975, added a
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chapter discussing informal education in the traditional society, which was not in the

original 1959 edition.

Foster (1965a) characterises traditional education as education in a homogeneous society.
“The pre-eminent function of the informal pattern of indigenous education was the
transmission of an essentially common culture and the maintenance of social cohesion”
(Foster 1965a:33). Dr. Aggrey, one of the early Ghanaian educationalists, maintains that
traditional education played an important role in “handing on to the fresh generation the
accumulated experiences of the past” (Smith 1929:30). Evidence of traditional education
is extensive throughout the country, although relatively little is formally documented.
There are few documents available on the southern part of the country, but J.Aggrey
provides an exception by presenting detailed accounts and analyses of the regimental
training given in asafo companies, local youth groups in coastal Fanti speaking areas

(Aggrey 1982).

Traditional education is characterised as an integrated way of education which emphasises
the social and cultural dimensions. McWilliam and Kwamena-Poh (1975) describes
traditional education as the transmission of culturally bound professional knowledge, skills
and techniques for character building, all of which is set informally. The content of
education includes character building, promotion of health, knowledge of the nation’s
history, beliefs and culture, and professional training for priests, chiefs, hunters, state
drummers and craftsmen. It takes place at home and in communities where the young

can obtain training for the future from the old.

The methods of this traditional education vary but it always takes place in an everyday
setting. Educational activities which take place through interaction between members of

the communities and children are described as follows:

The learning and teaching of history or rudimentary geography, of
customs and the various beliefs of the community, were usually done
through the conversational method. The cool and pleasant atmosphere of
a moonlit evening around the village fire provided the best forum. The
children would usually gather in the compound with one or two old men
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or women answering the various questions put to them (McWilliam and
Kwamena-Poh 1975:4)

In addition to the transmission of culture and heritage, ‘moral education’ is an important
component of traditional education. “Traditional education had and still has the sole
purpose of introducing society with all its institutions. taboos, mores and functions to the
individual and of making the individual a part of the totality of the social consciousness”

(Antwi 1992:23).

Traditional education once met the economic, political, social and cultural objectives of
traditional societies by satisfying all the needs of individuals in the society. There was no
need for additional fora for education. However, some maintain that this could not remain
sufficient for the continuing development of the country. McWilliam and Kwamena-Poh
(1975) claim that the weakness of traditional education is its inability to adapt to a
changing society. For example, traditional education did not provide literacy and
numeracy which were essential tools for young people to develop their careers in modern
westernised society. However, it should also be noted that some scholars claim the
opposite. For instance Fafunwa (1988) asserts that traditional education had succeeded
in changing to accommodate social and political changes in the past. He stresses that
there is much that the current educational system can learn from traditional education.

That it has been undervalued is due to the bias of western educational culture.

Traditional education provided moral, practical, cultural and social orientation which is
one of the major objectives that the current education reform aims to achieve. Policy
makers are aware of this, and the reform policy states the importance of cultural identity
(Ghana 1992). If these values had been incorporated into western education from the
outset, education in Ghana would hz(ve been more adaptable and sustainable. While
elements of traditional education survive in formal education, a more original form of
traditional education is found in apprenticeship. The following section will analyze
apprenticeship, one type of indigenous education sustained and developed by meeting

changing needs arising from the changing society.
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2.2.2 Apprenticeship

Apprenticeship is a common system of learning skills in West Africa. “An apprentice is
defined as someone bound by an agreement to serve an employer for a specific period in
order to learn a trade or business” (Fluitman 1994:221). It is described as “a remarkable
blend of work, practical training and moral upbringing” and “a main avenue to self-
employment in micro-enterprises and thus a cornerstone of informal sector development”
(Fluitman 1992:1). The modern apprenticeship is differentiated from family/kinship based
training in family business, and has emerged and continued in the urban centres of coastal

West Africa (Goody 1982).

Apprenticeship was a common way of learning skills in guilds and guild-like organisations
in Europe and elsewhere for centuries before governments initiated vocational training.
In developing countries, however, the original form of apprenticeship has remained until
today since government interventions were limited both in the scope and the number of
recipients (Birks et al. 1994, King 1977). The reasons for the lack of development of
vocational education in developing countries are also related to consumers’ preference.
Foster (1965b) presented the “fallacy” of vocational schools by claiming that vocational
schools are considered as a second-rate education, that those who enrolled tend to aspire
to go back to the academic stream, and that, in general, graduates from the vocational
schools do not engage in the work they are trained for in school. The academic
curriculum is much preferred, due to employment prospects in the modern industrialised
sector. Therefore, practical skills and craftsmanship have been learned through the system

of apprenticeship.

Crafts taught through a traditional apprenticeship were mat-making, wood-carving,
building, leatherwork, blacksmithing, goldsmithing, jewellery making, weaving, and
pottery making, with different varieties in different geographical areas (Callaway 1964,
1983). More recent activities include photography, radio and TV repair, car mechanics
and different kinds of trade, including small scale import businesses (Callaway 1973,

Fluitman 1992).
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Numerous studies have been compiled on these modern forms of apprenticeship in urban
centres in West Africa. Earlier studies in Nigeria include Lloyd (1953) and Callaway
(1964, 1973). Peil’s (1970) study of apprenticeship in Accra was followed by McLaughlin
(1989), who documented the skills acquisition of wayside mechanics. Callaway (1973)
further asserted the profitable nature of small-scale enterprises in his study of micro-
enterprises in Ibadan. Bas (1988) examined jewellery workshops in the Cote d’Ivoire.
Fluitman and Sangere (1989), Fluitman and Oudin (1992) and Fluitman 1992) examined
apprenticeships in small scale businesses in Francophone African countries. It is often
believed that apprenticeship is very characteristic of West Africa. Fluitman (1992) argues
that this could be the result of the abundant documentation, and that equivalent systems
exist in other developing countries. King (1977) confirms this by documenting similar,
though less formally organised, activities in Kenya. Apprenticeship as developed in these
areas is based on the extension of family/kinship instruction in business. It is also
characterised by the private nature of its development. In its history, governments seldom
intervened but, on the contrary, these training initiatives were started by entrepreneurs and
supported by apprentices and their family members. Fluitman (1992:1) recounts that
numerous young people are trained “without any involvement of government and at no
cost but to themselves or their parents”. It is quite remarkable that this system has been

sustained with little government cost.

The system of apprenticeship has many advantages such as clear educational objectives,
culturally congruent learning environment, and the direct connection between skills
acquisition and jobs. Among the disadvantages is the fact the cost of education is borne
solely by learners and the state does not contribute enough. There is no standardization
of the instruction and the quality of instruction varies from one master craftsman to
another. Another disadvantage could be a smaller range of kinds of apprenticeship
available for girls. These points will be further developed in Chapter 9 in the context of

drop-outs’ subsequent activities.

Obviously apprenticeship does not necessarily cover all kinds of skills. Certain trades are

much better acquired through training in formal vocational institutions. The distinct
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shortcomings of apprenticeship stem from its mechanism. Birks et al. (1994) summarise
the shortcomings as 1) its closed nature, 2) the passive learning system, and 3) the limited
nature of skills. Craftsmen/women are not necessarily good teachers and the instruction
might not be effective. Callaway (1973) also points out that training is limited by the skills
known to the master. As the work is taught during production, one cannot always expect
systematic instruction. Hence it may require much longer duration than formal vocational
schooling. In addition, most ‘masters’ attempt to keep apprentices as long as possible as
obedient cheap labour. Goody (1982) reports that a number of apprentices had difficulty
when they wished to move out to become independent. He cites the example of one barber
who continued carrying out his chores for the master and surrendered half of his earnings.
Goody (1982) claims that this was a more serious problem when the master was a
kinsman. What are perceived as shortcomings in the apprenticeship system could justify
governmental intervention in training (McLaughlin 1989), but such intervention should
be delicate and carefully targeted (Birks et al.1994) in order not to lose the existing

advantages.

Despite these shortcomings, in certain skills, apprenticeship compares favourably to
formal vocational schooling, not only with regard to the cost incurred by both learners and
the country, but also in ensuring employment after training. Bas (1988) compared
apprenticeship and formal vocational training in West Africa; the round table of young
jewellers trained in the informal sector and their vocational school graduate colleagues
held in Abidjan, Cote d'Ivoire, summarised some of the advantages of the system.
Training through an apprenticeship can include all aspects of the profession and offer a
better chance of getting work. In addition to learning skills, it also enables apprentices
to form useful contacts with customers and to acquire management skills in the course of

training.

One can recognise the influence of formal schooling on apprenticeship. Callaway (1973)
found that unschooled youth tend to engage in more traditional occupations such as
blacksmithing, stripweaving or designing batik, while school leavers are found in more

progressive and new trades, such as transport, building and printing. Reflecting an
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increased enrolment in basic education, recent apprentices have been increasingly more
educated. Bas (1988) observes that it is becoming the norm for apprentices to have more
years of formal schooling than their master craftsmen. As a result younger craftsmen are
likely to be more educated, and they show the effects of their school education in the way
they carry on their business and instruction. More systematic instruction is observed in
such situations. It is noted, however, that even the less educated master craftsmen are still
highly respected by the more educated apprentices; a high degree of discipline and
obedience is not affected by the imbalance of schooling between the craftsmen and their

apprentices.

The importance of apprenticeship is likely to increase in future. In the 1960s Callaway
(1964) reported that over two million youths were working as apprentices in Nigeria,
which was four times more than those employed in the formal sector. The trend has been
sustained and is expected to continue in the future, especially in West Africa.! The annual
employment growth rate in microenterprises is projected to be 6.0% between 1990 and
2020, much higher than agriculture and modern waged sectors, as it is shown in Table 2-
1. It is clear that only a fraction of the new workers would be able to find wage
employment in the modern sector. 206 million people are projected to be engaged in the
sector, while only 32 million are estimated to be engaged in the modern waged sector in

the year 2020.

Table 2-1: Indicative Projections of Employment in Sub-Saharan Africa, 1985-2020
(millions of persons unless other wise specified)

1985 1990 2000 2020 Annual growth
rate, 1990-2020.
Agricultural sector 131 148 190 311 2.5%
Modern wage sector 10 12 17 32 3.4%
Small and 27 39 73 206 6.0%
microenterprise

(Source: World Bank 1989, Sub-Saharan Africa, From Crisis to Sustainable Growth, p.41)
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2.3 Early Education (1500s - 1700s): Castle Schools

Western-style school education started with schools in the castle forts built by European
traders. The first fort was erected in Elmina in 1482 by the Portuguese. This was
followed by Dutch, Danes, Swedes and British forts. In some of these castles, small
schools were created. Although various attempts were made towards their permanence,
these schools proved to be short lived since they were dependent on the personal interest
of individual officials and merchants (McWilliam and Kwamena-Poh 1975). Antwi
(1992:29) explains that because these schools were started for the purpose of evangelism
and did not respond to any “pre-existing demand for education” they therefore had less
chance for long term survival and development. Most of the schools did not have much
direct influence on the development of school education in the following centuries.
However, these first attempts at schooling produced some prominent local educationalists

such as Philip Quaque (McWilliam and Kwamena-Poh 1975).

The first school was founded by the Portuguese in Elmina Castle in 1529 with the aim of
converting the people of Elmina to the Catholic faith (Graham 1971, McWilliam and
Kwamena-Poh 1975, Antwi 1992). The Portuguese teacher was well paid but his salary

depended on the number of pupils enrolled:

The teacher was to be paid 240 grains of gold a year for each pupil he taught, up
to a maximum of fifteen. If the enrolment rose above that number he was to
receive no higher remuneration, but if a pupil died or cut short his schooling, then
the teacher was to receive a corresponding reduction in salary. (R.M.Wiltgen,
Gold Coast Missionary History, 1571-1880:14-17 quoted by Graham 1971:1, also
quoted by McWilliam and Kwamena-Poh 1975:17).

The school provided education mainly for mulatto children and remained small in size.
The Protestant Dutch seized Elmina Castle in 1637 and they also continued education of

youth (McWilliam and Kwamena-Poh, 1975).

In the second half of the seventeenth century, the Danes established their trading activities
eastward of Accra and since 1722 they too had schools for mulatto children to “bring

them up in the Christian way of life” (McWilliam and Kwamena-Poh 1975:19). Around
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the same time the British set up their trading headquarters in Cape Coast. The first
missionaries were sent and a school was started in the Castle (Hilliard 1956, McWilliam

and Kwamena-Poh 1975).

Graham (1971) points out that the Cape Coast Castle school took in both mulatto and
African children, both boys and girls, contrary to the belief that castle schools had
provided education for mulatto children exclusively. In 1740, for instance, the school in
Elmina Castle had 45 pupils, of whom four were mulatto boys, seven were mulatto girls,
29 were African boys and five were African girls (The Hague Archives, Letters and
Despatches to and from the Dutch West Indian Company 15.2.1743, quoted by Graham
1971:6). Graham notes that “in Cape Castle area African and mulatto children were given
equal education opportunities at this time. Equally revealing is the fact that girls’
education was in no way lagging behind” (Graham 1971:7). It is worth noting that while
education in Castle schools was not exclusively for mulatto boys, there was still a

discrepancy between the number of boys and girls at the school.

Castle schools, the first western schools, were limited in their numbers and size, and they
were often run at the whim of merchants and missionaries. These schools could serve
only limited areas along the coast, and therefore their efforts did not benefit the wider
population in the country. However, current school education in Ghana is influenced

strongly by missionary education which started in the 19th century.

24 Missionaries (1800s)

In the nineteenth century, Christian missionaries intensified their evangelical activities
which included the ‘education of indigenous people’. The Basel missionaries and
Wesleyan Methodists as well as Breman missionaries and Catholics established many
schools. In the middle of the century, the majority of schools were run by missionaries,
as shown in Table 2-2. The British government also had a few schools such as the
Colonial School in Cape Coast, but the number was small. The total enrolment at the time

was estimated to be 5,000 (Antwi 1992:32).
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Table 2-2: Schools in the Colony in 1880-81

Controlling body Number Enrolment Number of
of schools teachers
Colonial government 3 507 16
Basel Mission 47 1285 79
Wesleyan Methodist 84 3057 106
Breman Mission 4 not not
available available
Roman Catholic 1 150 3

(from Graham 1971:103)

Mission schools laid the foundation for the later development of schools in Ghana and had
a significant influence on the development of education. There is no doubt that the
devotion of these missionaries facilitated their development. On the other hand, some
seeds of problems in education were sown by these missionaries, such as the schools’
detachment from local culture. Moreover, the existence of a western-educated minority
in the urban areas affected the status of traditional rulers (Foster 1965a). Most
missionaries at the time were not sympathetic to the traditional African way of life. It
was considered to be a ‘pagan’ influence which should be kept away from Christian
communities. Missionaries recognised that African religion, art, music and other social
activities were closely linked with one another, and banned African dancing and music
from the school curriculum (McWilliam and Kwamena-Poh 1975). They tried to create
a different world in schools, a so-called ideal Christian community. This alienated schools
from communities and created two separate worlds which children had to straddle. The

discrepancy between schools and communities created by these missionaries continued to

pose problems in the education system for subsequent generations.

The medium of instruction was another issue on which missionaries had quite different
views from contemporary educationalists. Although some missionaries, such as the Basel
missionaries, attempted to teach in the vernacular or indigenous language, the majority of
schools used English as the medium of instruction from the initial stage of schooling. The

educational value of the use of the local language was seldom recognised at that time.
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McWilliam and Kwamena-Poh (1975:31) describe these schools as “An English Kingdom
of God”. Some Wesleyan missionaries learned Fanti, the local language spoken in the
Cape Coast area and created a Fanti-English dictionary in 1886, as well as translating
some books into Fanti. However, there were criticisms of these attempts even by their
own Wesleyan missionaries who were ‘“calling for a greater use of English and the

abandonment of Fanti in school and church” (Graham 1971:127).

While the attitudes of the providers of education changed, those of the consumers also
changed. In the first half of the nineteenth century, missionaries made a great deal of
effort to persuade some chiefs to appreciate the need for schools. However, in some
areas, the demand for education was already high. Graham (1971) suggests that the
demand exceeded the available resources in some areas by citing the report made after
visiting a number of villages in 1841 which says that “...the chiefs and peoples all around
have expressed the desire of getting teachers. Delay in answering this call is dangerous”

(de Graft to Secretaries Nov. 1841, cited Graham 1971:56).

The expansion of education by missionaries was facilitated by the colonial government’s
sharing of similar interests. “British political expansion helped in clearing the way for
missionary activities, which in their turn gave a filip to educational expansion” (Graham
1971:48). Responding to the notion of agricultural activities as the key to economic
development in the region, the Basel Mission developed agricultural and technical
education. The attempt was “‘unrivalled in any other time in Africa” (Foster 1965a:145).
Until the time of the nationalist government, missionaries continued running the majority
of schools. Missionary education continues to the present day. Churches still run a
number of schools, especially highly regarded secondary schools, throughout the country,
which are assisted by the government and conform to government rules and regulations.
Schooling continues to be considered an effective means of evangelism and also a service
to the people. It should be noted that the education of girls was mentioned as an effective
means of increasing the welfare of family and community (All Africa Conference of

Churches 1963).
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2.5 Colonial Government Education (1852 - 1950)

The colonial government facilitated education because they saw in it an effective tool for
colonial administration. “As British political interest widened, an attempt was made at
enroling some of the chiefs into schools so that on completion of their course they might
look after British interests” (Graham 1971:43). The Dutch also sent some African youths

of royal origins to study in Holland for similar reasons (Graham 1971).

The colonial administration introduced the first Education Ordinance in 1852 so that
education in Ghana would follow the British system. Another ordinance of 1882 was
introduced and amended two years later which continued until the governorship of
Guggisberg in 1925. The latter ordinance detailed the management of schools so that all
schools in the colony were run under one set of rules. The rules stated that the schools
“should be open to all children, regardless of race or religion, that they should have an
average attendance of at least twenty pupils, that the teachers should hold the board’s
certificate (either honorary or by examination) and that the subjects taught had to include,
" ‘Reading and Writing of the English Language, Arithmetic and, in case of females, Plain
Needlework’™ (McWilliam and Kwamena-Poh 1975:40). Optional subjects included
English grammar, English history and geography (Antwi 1992).

Efforts to establish an administrative system for education were made by the colonial
government. A Director of Education was appointed in 1890, and the Directorate later
became the Education Department, which became the Ministry of Education in 1956
(Antwi 1992). '

In 1901, Asante came under British control after the Asante war. Around the same time,
the Northern Territories also came under British rule as the Northern Territories
Protectorate. This tripled the population under the Governor of the Gold Coast, but the
resources for education did not increase correspondingly (McWilliam and Kwamena-Poh
1975). A large section of Ghana’s education was still dependent on missionaries. At that
time, the colonial government had seven schools of its own and was assisting 117, and the
education budget was 1.75% of the total government expenditure (Fage 1959:106, quoted
in Antwi 1992:33).
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The Wesleyan church developed its education activities in Asante region. At the end of
the First World War, the region had four government schools and 19 assisted schools
attended by 2,500 children which comprised 10% of the total enrolment of 25,000 in the
country at that time. Roman Catholics and Muslims worked for education in Northern

territories (McWilliam and Kwamena-Poh 1975).

Guggisberg, the governor of the Gold Coast from 1919 to 1927, who was probably the
most active in developing education, attempted an educational reform. He recognised the
importance of education in implementing government policy and set up an Educationalists’
Committee in 1921 to investigate past educational efforts (Graham 1971). The report
recommended the provision of more government middle schools, secondary boarding
schools, training colleges and increased financial provision. In 1923, he increased the
education budget to £120,000, 12% over the previous year’s budget (Antwi 1992). He
emphasised character-building as an important element of education, in order to produce
good citizens who are industrious, punctual, obedient and honest. Boarding schools with
a prefectorial system were viewed as a place for students to learn the virtues of civic
responsibility, and respect for law and order (Antwi 1992). His aim was clearly to
produce personnel who would facilitate colonial administration, and education was

considered an effective means to achieve his goal.

In Guggisberg’s time, the majority of schools were run by missionaries, with a few being
administered by the government as shown in Table 2-3. The enrolment of government
and assisted schools was just under 30,000 (Antwi 1992). The enrolment was stable and
there was no increase between the years 1925 and 1927. Despite the increase in the
education budget, ‘the number of schools did not increase. Antwi (1992) explains that this
was due to Guggisberg’s emphasis on the quality of education. During his term of office,
he closed down 150 schools which were considered to be failing to achieve the

government specified standard.
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Table 2-3: Government and Assisted Schools in the Gold Coast 1925-27

Types of schools 1925 1926 1927
Government 17 17 18
Anglican 6 6 7
Presbyterian* (former Basel missionaries) 98 96 99
Ewe Presbyterian** (former Breman missionaries) 22 31 36
Wesleyan 47 48 49
Roman Catholic 29 29 32
Non-denominational 1 1 1
AME Zion 7 7

Muslim -- 1 1
Secondary 2 2 2
Total assisted schools 212 221 234
Total 229 238 252

* Currently called Ghana Presbyterian.  **Currently called Evangelical Presbyterian.

(Gold Coast, Report on the Education Department 1928 quoted in Antwi 1992)

During this time, teacher training was a matter of serious concern to both government and
missionaries (Graham 1971). In 1927, teacher training was done in three teacher training
colleges, Akropong Presbyterian, Wesley College in Kumasi and the government-run
Achimota College. The three teacher training institutes produced around 120 teachers
each year. Moreover, these colleges were only for male students. Only the Roman
Catholics provided training for 12 female teachers annually at the School of Our Lady of

the Apostles at Cape Coast (Antwi 1992).

The world recession in the 1930s followed by the Second World War affected the
economy of the Gold Coast, including its activities in education (Graham 1971).
However, the financial constraints did not slow down the process of expansion of
education. Although the policy restraining the expansion of education at all levels existed,
it could not stop the increasing demand for education. A number of individuals

established schools, and a spirit of self-reliance was generated. Secondary education
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showed marked progress despite the negative financial situation. This spirit of
self-reliance influenced the production of teaching materials so that textbooks in
geography and history with local background materials were produced for the first time

in the 1930s (Antwi 1992).

Ghanaian elements in education at this time also included the use of Ghanaian languages
as part of the secondary school curricula. In 1932, Twi and Fanti were accepted by the
Cambridge Local Examination Syndicate as examination subjects. In 1935, Ewe and Ga

were added.

In 1937, an education committee was appointed to conduct research into the development
of education. Responding to the recommendations made by the Education Committee
Report of 1937-41, several grants were dispensed for the improvement of schools and
provision of scholarships. A Central Advisory Committee on Education was established
to advise the government, and it continued formulating proposals until its abolition in

1959 (Antwi 1992).

In 1950, 10% of the total colonial budget was spent on education. The total enrolment in
primary schools was 271,954 in 2,904 schools, of which 41 were government and 1,551
were assisted. The number of secondary schools also increased to 57, of which two were
government and 11 assisted (Nimako 1976). In the same year, 19 teacher training
colleges were training 1,800 students. In 1948, the University College of Gold Coast was
established to provide degrees in humanities and sciences. Then in 1951, the College of

Arts, Science and Technology was founded in Kumasi.

Educational facilities continued expanding, although access to education was still limited
to a relatively small proportion of the population. It should be noted that promoters of
education at this time, namely missionaries and the colonial government, were both
interested in education to pursue their own objectives. Missionaries saw schools as one
of the most effective means for evangelisation. The colonial government aimed at
producing educated young people who would be beneficial for the colonial government.

Education was not perceived as a right for the 'people, nor as an end in itself, but as a
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means to achieve the political aims of the outsiders. At this time, the base for the demand
for more western academic-type schools was created, as Foster (1965a) points out. More
Jjobs were available in the clerical and commercial fields, and technically trained people had

less chance of formal employment.

2.6 Nationalist Governments (1951- present)

2.6.1 First Nationalist Governments

In 1951, the nationalist government took over from the colonial government prior to
independence in 1957. After that came a series of governments, most of them short-lived.
Due to the short duration of each regime, the education system suffered from lack of
continuity, although all the regimes, both military and civilian recognised the importance

of education.

The school system in Ghana, then, is described as comprising “a relatively small group of
highly selective secondary schools superimposed upon an expanding but still limited
primary school sector”” (Foster 1965a:182). There were rural-urban disparities as well as
regional inequalities in availability of educational facilities. Moreover, there was a

difference in access of various ethnic groups to the system.

Kwame Nkrumah assumed office in 1951. It is noted that “one of the most outstanding
features of African leadership in the newly independent states has been the overwhelming
emphasis placed upon programmes of educational expansion” (Foster 1965a:183).
Nkrumah was the first African leader to recognise and proclaim the importance of
education for the development of an independent country and to set an example for other
nations. He introduced the Accelerated Development Plan for Education, the
implementation of which started in January 1952. The plan aimed at the quantitative
expansion of education at all levels, and basic education was particularly emphasised.
Free primary education of six-year primary school plus four-year middle school was
introduced. The old four-year senior primary schools were transformed into middle

schools which were originally designed to provide non-academic courses in addition to
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the academic curriculum. This was in order to benefit the majority of students who
terminated schooling at this stage. Foster describes the position of the middle schools as
‘ambiguous’ because they were supposed to provide terminal courses for the majority of
students while acting as feeder schools to the secondary schools (Foster 1965a). Figure
2-1 illustrates the education system at the time. This shows that middle school education
was a transitory stage to secondary school education for those who continued their

education.
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Over the years, these middle schools evolved into something more academically-biased
than the original objectives had suggested. Although there had been a number of attempts
to incorporate vocational/technical subjects, these attempts did not achieve full
recognition. It should be noted that the current JSS have the same dual objectives of

catering for both continuing and terminating students.

The government continued to assist mission schools. Both missions and local councils
were encouraged to establish new schools to meet the demand for education. Within the
period from 1952 to 1957, primary and middle school enrolment tripled (Antwi 1992).
The expansion created a critical shortage of teachers. Many of the primary school classes
were taught by ‘pupil teachers’ who were untrained. In 1953, an Emergency Training
College was opened in Saltpond to conduct six week training courses for these ‘pupil-
teachers’. Based on this experience, ten centres started in various parts of the country and
each ran six courses a year. After two years, they gradually closed as the need passed

(McWilliam and Kwamena-Poh 1975).

The Education Act of 1961 introduced free and compulsory primary education which
included education at primary and middle schools. The enrolment ratio for the first level
of education for the age group between six and 15 rose from 38% in 1960 to 69% in 1965
(Antwi 1992). This was the foundation of the present education system. This act 1s still
in force today and in theory makes primary and junior secondary education free and

compulsory.

The expansion of education affected its function. From the initially single-track structure
for basic education, a classical ‘dual’ system emerged when the government decided not
to allow fourth year middle-school pupils to sit the Common Entrance Examination,’
which was the entry to secondary school. While a larger proportion of students entered
secondary schools from the lower forms, those who completed four years of middle
schools were considered a group of “non-successful students” (Foster 1965a:195).
Teacher training was one of the few forms of continuing education that these middle

school completers could succeed to.
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In 1969, a pilot scheme of continuation classes started. This comprised a two year course
to provide vocational skills for those who terminated their education at middle school.
As shown in Figure 2-1, it started after the second or third year in middle school. The
practical courses taught included agriculture, woodwork, home science, tailoring and
dressmaking, masonry, leather work, metalwork and pottery. The government and donor
agencies such as UNICEEF provided grants. The initial pilot scheme had eighteen schools
and the number kept growing. In 1984, over 1,200 schools took up the scheme.
However, the government decided not to develop this scheme any further as it was

evaluated and found not to benefit pupils proceeding to jobs (Boakye 1986).

The expansion of the primary and middle schools system “created an expanding demand
for secondary education and enhanced the role of the latter as one of the most crucial
components in the whole process of social mobility” (Foster 1965a:198). The number of
secondary schools rose from 38 in 1957 to 59 in 1960. The rapid quantitative expansion
produced a fall in the standard of education, which was most apparent in primary and
secondary education. There was a critical shortage of trained teachers. Although the
government introduced a free textbook scheme, there were problems in implementation

as many schools did not have a sufficient number of textbooks (Antwi 1992).

Northern Ghana lagged behind in its access to education (Bening 1990). The Nkrumah
Administration set up a special scholarship scheme for northerners to proceed to
secondary and higher education. This scheme continued until 1980. People in the

northern areas perceived this as “compensation for past deprivation” (Antwi 1992:53).

The educational expansion also took place in higher education. Teacher training colleges
developed and the enrolment in universities increased. Government as well as the Cocoa
Marketing Board awarded scholarships for tertiary education, and many of these students
studied in Western Europe (Antwi 1992). Two existing universities were granted full
university status: the University of Ghana in Legon and the University of Science and
Technology in Kumasi both in 1961. In addition the University of Cape Coast was
established in 1962 in order to train graduate teachers for secondary schools, teacher

training colleges and polytechnic institutions.
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It was in this context that Foster pointed to the fallacy of vocational education. What the
policy makers intended and what the schools actually achieved were different. The
government was the “largest single employer of skilled labour” offering nearly half of
employment, i.e. 42% in 1951 and 51% in 1957 (Foster 1965a:156). Such work was
predominantly clerical and administrative. Menial vocational skills learned at school did
not help students obtain such jobs; academic education did. Vocational education did not

lead to a career as much as conventional academic education did.

In 1966, the Nkrumah regime was overthrown and the new military regime of the National
Liberation Council assumed power. Under this regime, the management of secondary
schools and teacher training colleges shifted from the Ministry of Education to the

regional and district authorities.

After the fall of Busia Administration (1969 - 1971), the National Redemption Council
of Colonel I.LK. Acheampong took over. The regime established a number of foundations
for the subsequent development of education in the country. In 1972, a committee under
the chairmanship of Rev. Dr. N.K. Dzobo of the University of Cape Coast was appointed
to consider the Ministry’s proposals for the betterment of education. The then existing
structure was complicated and uneconomical because of its lengthy pre-tertiary education.
The report of the Dzobo committee was then compared with the views of the Ministry of
Education and the general public. The final report, The New Structure and Content of
Education for Ghana was approved by the government and published in 1974. Although
the suggested reform did not materialise, the report became the backbone of the present

educational reform, whose content will be further discussed in 2.6.2.

The report suggested streamlining pre-university education from the existing 17 years to
13 years. The proposed new structure (see Figure 2-2) consisted of six years of primary
school, three years of JSS and four years of SSS, a total of thirteen years of education at
pre-university level . It also emphasised vocational, practical and technical subjects
throughout the pre-university course. The proposed curricula for the junior secondary

course included a number of practical subjects, such as woodwork, masonry, metalwork,

Chapter 2. The Development of Education in Ghana 62



pottery, crafts, dressmaking, etc. Each pupil was supposed to do at least two of the
proposed technical subjects. In 1976, nine experimental JSS were launched and the
number later increased. In 1985, shortly before the launching of the national reform, the
number of experimental JSS increased to 110, one school in each district, with a total

enrolment of 18,372 (Antwi 1992).

In 1974, the Ghana Education Service was established as the implementing agency for
educational activities. It was announced that all teachers at pre-university educational
institutions and supporting staff were to be civil servants in the Ministry of Education

under the Ghana Education Service.

Following two short-lived military regimes, the civilian administration of Hilla Limann
took over and started examining the cost of education. One of the targets was secondary
schools. User charges were introduced and more cost-effective non-boarding secondary

schools were introduced to replace boarding schools (Antwi 1992).

In this post-colonial era, education was recognised for the first time as a right for citizens.
The idea of free and compulsory education was introduced and quantitative expansion was
emphasized. Some efforts were made to reduce ethnic and regional inequality in access
to education. However, in view of the decline in the quality of education, it was during
this time that the needs for educational reform were recognised. The implementation
itself, however, had to wait for another decade for political stability, and internal and

external support. The external support was both financial and technical.
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2.6.2 Education under the Rawlings Administration - the 1987 Education Reform
(1981 - present)
In 1981, the PNDC (Provisional National Defence Council) led by Flight-Lieutenant J.J.
Rawlings assumed power. The implementation of the education reform was one of the
most important tasks on the agenda of the new regime. By 1983, the quality of Ghana’s
education system had deteriorated. A mass exodus of well-trained teachers in the 1970s
and 1980s left half the country’s teaching posts filled by untrained teachers. Increases in
enrolment at primary schools declined. From 1976 to 1983, gross enrolment in primary
education rose by only 1.5% annually (Ntumi 1993), which was considerably lower than
the population growth rate of school age children. The proportion of GDP spent on
education fell from over 6% to just 1% between 1976 and 1983. Most school children
did not have any learning materials and school buildings and furniture had deteriorated.
Most importantly, the education sector did not have reliable statistics or planning capacity
(Yeboah 1988). In 1983, the PNDC decided to take strong action and instigated more

focused discussions on policy and budget.

The education reform was considered a vital part of the second phase of the Economic
Recovery Programme (ERP) since the success of ERP depended on the type and quality
of human resources available for originating, implementing and managing economic
development programmes. Therefore education reform was perceived as one of the most

important elements of the comprehensive economic reform.

In October 1986, outlines for the education reform were announced by the Ministry of
Education. Firstly, it aimed at providing increased access to education especially in areas
where access to basic education lagged behind, such as the northern areas. The reform
was designed to provide nine years of basic education (six years of primary education and
three years of junior secondary education) to all children, to make senior secondary
education available for 50% of JSS leavers, and to provide tertiary education for 25% of
the SSS leavers. Secondly, the reform aimed at increasing the relevance and efficiency of
the educational system. The curriculum for basic education was expanded to provide

academic, cultural, technical, vocational and commercial subjects. Thirdly, the reform
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aimed at improving cost-effectiveness and cost-recovery within the educational system.
Subsidies to government boarding senior secondary schools and grants for university

students were cut. Salaries for non-teaching staff in schools were also reduced.

The major elements of the reform are derived from the Dzobo report presented in 1974
which encompassed all forms of learning including non-formal education. In formal

education the new structure proposed was as follows:

1) Basic First Cycle Education: This includes six years primary plus three years junior
secondary education. This cycle is compulsory and free, though there are user charges
to recover part of the costs. In the Dzobo report plan, JSS were to offer thirteen practical
subjects of which each student was supposed to choose two subjects. The revised
curricula still emphasise the vocational and technical aspects of education; they focus on

providing basic technical skills but do not offer an extensive selection of technical subjects.

2) Secondary Cycle Education: The three years of secondary education are intended to
build on the basic education to develop “qualities of responsible leadership capable of
fitting into a scientific and technological world and able to contribute to the
socio-economic development of their own areas and the country as a whole” (Ghana, GES
1992). In the original Dzobo report proposals, the senior secondary stage was planned

for four years but the implementation plan shortened it to three years.

3) Tertiary Education: Tertiary education starts on completion of senior secondary
education. This includes university degree programmes, teacher training, polytechnic and

other training schools for the duration of two to four years.

The current reform includes fundamental changes in both the structure and content of
education. The country adopted the 6-3-3-4 system comprising nine years of basic
education; pre-university education was reduced from 17 years to 12 years; and the
content of education was reconstructed to be more relevant and consistent with the

development needs of the country.
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The reform streamlined and simplified the pre-existing educational system. Figure 2-3
illustrates the new system. For example, the former system had teacher training starting
after middle school as well as after secondary school. The programmes ran either for two
or three years. With the new system all teacher training starts on completion of senior
secondary school and lasts for three years. This is an even more simplified structure than
the teacher training programmes proposed in 1974. The Dzobo report had two year
programmes for teacher training and specialist teacher training, and a three year
programme for handicraft teacher training. The entry points for teacher training varied.
There were post ‘O’ level which started after two years of secondary education, post ‘A’
level which started after two years of the upper sixth course, and handicraft teacher
training which started after technical/vocational/commercial school (Ghana 1974). The
new system has determined the entry point for all tertiary education to be on completion

of senior secondary education.

Table 2-4 illustrates the differences between the structure proposed in 1974 and the actual
plan adopted in 1987. The changes are observed in JSS, SSS and teacher education. The

new plan is further unified and simplified in structure.

Table 2-4: Comparison of the Structure of Education in Ghana Presented by the
Dzobo Report (1974) and the Education Reform (1987)
Dzobo Report (1974) Education Reform (1987)
JSS 3 years with elective technical/ 3 years with compulsory pre-
vocational subjects being taught vocational subjects being taught
SSS 4 years with ‘O’ level and ‘A’ 3 years with SSSCE aiming at the
level examinations level between ‘O’ level and ‘A’
level
entry post ‘O’ level, post ‘A’ level post SSS
Teacher post technical institutes and
training university
duration 3 years for technical subjects 3 years for all subjects
2 years for academic subjects
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Central government’s expenditure on education has been over 20% since the reform
started (World Development Report 1987-1994, Human Resources Development Report
1993, 1994). However, over 95% of this has been consumed as recurrent cost such as
teachers’ salaries. The need for operational costs for the reform was obvious. The reform
has been supported by a number of donor agencies. The World Bank provided two
Educational Sector Adjustment (EdASAC) credits, USS 38 million for 1987-89 and US$
50 million for 1990-1992 as well as US$ 45 million for tertiary education. The World
Bank, UNICEF and ODA collaborated on a six-year project on literacy and functional
skills and allocated a total of USS 32 million. UNICEF supported pre-school activities
and life skills curricula for primary schools to a total of USS 1.8 million. CIDA allocated
US$ 8 million for technical institutes. ODA allocated US$ 4.1 million for the period
1989-1993 to support JSS teacher education. The AfDB provided US$ 20 million for the
development of three universities and polytechnics for the period 1991 to 1997 (Ntumi
1993). USAID pledged US$ 35 million for the Primary Education Programme (PREP)
to complement the government’s effort at improving the quality of primary education.
The programme included the Equity Improvement Programme and the Criterion

Referenced Test (Manu 1993).

Gross enrolment at primary education increased slightly (see Table 2-5) although the

increase was uneven and there was a slight decrease in enrolment in 1988/89. The gross
enrolment rate increased from 73% in 1987/88 to 77% in 1989/90 (UNESCO 1991,

1993). At the JSS level, enrolment was steadily on the increase.
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Table 2-5: Enrolment in Basic Education

Enrolment in primary school Enrolment in JSS*
year total males females total males females
1987/88 1,625,137 899,675 725,462 180,855 105,138 75,717
1988/89 1,598,443 887,261 711,182 359,186 209,241 149,945
1989/90 1,803,074 939,010 764,064 521,288 304,971 216,317
1990/91 1,803,148 991,877 811,271 569,343 337,108 232,235
1991/92 1,796,490 979,985 816,505 591,301 348,263 243,038

*The enrolment in JSS does not include students enrolled at the old middle schools which were
phased out in 1990/91. Therefore the large increases between the years 1987/88 and 1988/89, as
well as between 1988/89 and 1989/90, are due to the fact that the 1987/88 figure includes only JSS1
class, and the 1988/89 figure includes only JSS1/JSS2 classes.

(calculated from Ghana, Ministry of Education 1994b)

The move towards greater equity is, however, not as satisfactory as the increase in
enrolment figures. Female enrolment at the primary and JSS levels showed only a modest
increase. In 1988/89, the proportion of female pupils was 44.5% in primary education
which increased to 45.5% in 1991/92. In ]SS, the discrepancy was even larger and so far
no improvement has taken place. In 1988/89 the proportion of girls in JSS was 41.7%
and was 41.1% in 1991/92 (Ghana Ministry of Education 1994b).

Rural-urban disparities are observed both in enrolment and completion rates. In rural
areas, only 54 % of children of school age are enrolled in primary school and only 87 %
of those who start school complete grade six. The figure is much lower than in urban
areas (Ntumi 1993). Regional difference is another issue in the problem of equity. Three
regions in the north, the Northern, Upper West and Upper East regions, are disadvantaged

in access to education.

Improvement in quality of education is difficult to measure. Ntumi (1993) attempts to

appraise the quality of the following factors: teachers, school physical facilities and
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instructional materials. According to Ntumi (1993), teacher quality is not satisfactory.

In 1988/89, only 51.1% of primary school teachers were trained, while in JSS, 67.3% of
teachers were trained. Gender balance 1s another issue for concern. In primary schools
female teachers comprise 39.8%, and in JSS the figure is even lower at 25.2%. These
imbalances are more acute in rural areas; the ratio of trained teachers is lower and the
proportion of female teachers is smaller. Regional differences are also observed. In
Greater Accra, the rates of trained primary school teachers are 74.7% for males and

93.6% for females while in the Northern region, they are 20.5% and 19.9% respectively.

However, trained teachers did not receive training in the new system. Orientation courses
for primary schools teachers have been organised but it is reported that “the orientation
provided valuable instruction on the education reform but did not give them the
substantive subject training they require to perform efficiently in their classes” (Ntumi

1993:24).

Teachers’ working conditions are said to be inadequate. Their salary is considered to be
low relative to other workers with the same level of education. Numerous teachers are
engaged in second or third jobs. In addition, rural teachers often do not have adequate
housing. More incentives both monetary and in kind are required to improve teachers’

performance.

Many teachers, especially in rural areas, do not have adequate professional guidance and
supervision. There are schools which have not had any inspection for the last fifteen years
(Spectator 20/11/94). Moreover, many teachers feel that they lack opportunities for
professional development (Spectator 20/11/94). Consequently, teacher mobility is high,

which reflects on teacher morale especially in remote rural areas.

Development and maintenance of schools’ physical facilities are the responsibility of
District Assemblies. Community involvement is encouraged and monitored by District
Assemblies. It is noted that many of the rural schools do not have adequate facilities for

educational activities. Many of the classrooms are poorly built and badly maintained.
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There is not enough furniture, and in many schools children are required to provide their

own furniture .

There have been attempts to improve supply of instructional materials. The Ministry of
Education reported that 50% of pupils had a full set of core textbooks in 1992. This is
a remarkable improvement from only 21% in the previous year. However, there is a
strong rural-urban imbalance in the availability of textbooks. In JSS, the supply of
textbooks is said to be more problematic. The government released a plan for printing
JS§S textbooks in Ghanaian languages after a workshop coordinated by the Ministry of

Education (People’s Daily Graphic 23/7/94). However the demands overwhelmed
supply.

One of the key elements of the reform was diversification of school curricula to introduce
practical subjects in JSS. It aimed to predispose students to technical/vocational skills and
provide the necessary foundation for further training and orientation to manual work. It
was hoped to prepare and orient them toward agriculture and other informal sectors, as
the formal sector does not have a large enough capacity to absorb all the youth who
terminate their formal education at JSS. There are two problems in the instruction of
practical subjects. First, effective delivery of such courses requires specifically trained
staff and a well-equipped learning environment. Even the present curricula which were
simplified into technical/ vocational subjects from the original proposal are said not to be
cost-effective. Secondly, these courses in basic education have little direct influence on
the labour market. Therefore, the skills learned at school are not likely to help them find

the jobs the curricula intended.

The reform also brought strict measures to rectify financial irregularities which had been
commonly observed in the previous years. The reform is described as having succeeded
in solving the problem of large-scale fraud involved in the resource allocation to
educational institutions (Antwi 1992). One of these measures was the creation of the new
post of inspectors. Monitoring assistants were placed in districts to inspect educational
facilities and report directly to the Ministry of Education. These inspectors’

responsibilities included monitoring the implementation of classroom pavilion construction
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of the PAMSCAD programme. The programme aims to compensate for the difficulties
caused by implementing the structural adjustment programme. It provides various means
to supplement welfare and benefits as well as to supplement reduced income for the
‘victims’ of the measures taken for structural adjustment. Construction of classroom

pavilions for rural schools was one of the activities initiated under this scheme.

Unit costs on education have been reduced drastically through various measures.
Government subsidies on secondary and tertiary education were cut. In basic education,
community Involvement in financing primary and junior secondary schools was
recommended and promoted. User charges such as textbook fees, sports fees and cultural
fees are paid by pupils. In each district, the District Assembly specifies the education
development fees to be paid and how they are to be utilised in improving educational

facilities.

In May 1994, the West African Examinations Council (WAEC) released the detailed
results of the 1993 Senior Secondary School Certificate Examinations (SSSCE), the
results of the first group of students since education reform started. The pass rate was
very low (see Table 2-6). Over half of the candidates passed 2 subjects or less. Less than

4% of the candidates qualified to take the university entrance examination.

Table 2-6: 1993 SSSCE Results

No of 9 8 7 6 5 4 3 2 1

subjects

%opassed | 4 () 4.0 4.8 5.8 7.4 9.4 11.1 12.9 | 19.5

21.1

(calculated from data obtained from the data from WAEC)

One of the indicators used by the mass media was the qualification for university entrance
examinations. There are discrepancies between various newspapers and government
documents. Out of 42,121 candidates who sat for the first-ever SSSCE, 1,130 qualified

to take the university entrance examinations (People’s Daily Graphic 12/5/94). The low
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pass rate attracted much public criticism of the education reforms These criticisms, when
spelled out, focused on the rushed implementation of the reforms. The duration of the
programme was said to be inadequate (Ghanaian Times 21/5/94, 9/6/94), and the
automatic promotion was also questioned (Ghanaian Times 25/6/94). Issues relating to
the implementation of the programme, such as inadequate facilities, lack of teachers,
inadequacy of teacher training to meet the needs required in the new system and lack of

textbooks were also raised.

The Minister of Education made a statement saying that the Ministry would organise
remedial courses for those who wished to resit SSSCE in November/December 1994 and
that these remedial courses and examinations would be free. He said that textbooks
would also be supplied on free loan to these students (People’s Daily Graphic 28/5/94,
Ghanaian Times 28/5/94). The measure was generally welcomed, but some criticised it
for the cost involved (Ghanaian Chronicle 23-25/6/94). The Ministry also placed a ban
on new SSS so that efforts could be concentrated on improving the existing schools

(People’s Daily Graphic 28/5/94, Ghanaian Times 28/5/94)

The release of the examination results opened up critical public discussions on the
problems of the new education reforms. The Ministry of Education has been active in
incorporating public opinion on the issue. In June and July 1994, a special forum focusing
on students’ views and another forum with donor agencies were held, and the Education
Reform Review Committee was formed. The Ministry organised a special one-day forum
on 20 June, 1994 for SSS students to express their views where students who were
“shocked and disappointed by their performance and bitter for having to contend with the
generally poor implementation of the programme, forthrightly attributed the causes to the
late supply of textbooks, inadequate teaching facilities and overloaded curricula”
(People’s Daily Graphic 21/6/94). In mid July, a four-day forum was held where
Ministry and donor agencies assisting the education reform programme were to prepare
the medium term programme to ensure effective educational activities at the basic
education level (Ghanaian Times 20/7/94, People’s Daily Graphic 21/7/94). The
Education Reform Review Committee was formed under the chairmanship of Professor

A.N. de Heer-Amissah. The first plenary meeting was held on 28 July 1994. The
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committee submitted a final report in October, 1994.

The SSSCE results were described as very poor and this brought considerable debate
about the education reform in the country. Criticisms were not confined to the SSS, but
first cycle education was also targetted. The Ministry of Education seems to be active in
considering the suggestions made for improving the reform programme, and this could be

described as a turning point for the whole education reform.

Many criticisms were targeted towards teachers’ performance and the Ghana National
Association of Teachers (GNAT) decided to hold a week-long strike in June 1994.
Grievances included the re-establishment of the Ghana Education Service Council, an
official negotiating body for teachers, and financial benefits for the teachers® (Ghanaian
Times 1/6/94, 2/6/94, People’s Daily Graphic 27/5/94, 2/6/94). During the strike, the
Minister of Education appealed to teachers to resume work and sent his resignation to the

President (People’s Daily Graphic 6/6/94), which was rejected and he stayed on.

The completion rates in JSS are shown in Table 2-7. The rates were calculated from the
1987 intake and the number of students are those who completed JSS by sitting the Basic
Education Certificate Examinations (BECE). This accounts for those who drop out and
repeat during the final year in JSS. It shows the improved completion rates over the

years.
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Table 2-7: Completion Rates in JSS for the Cohorts of 1987/88 to 1990/91

cohort of intake in JSS1 | the number completion
who sat BECE | rate
1987/88 180,855 127,553 70.5%
1988/89 193,079 147,061 76.2%
1989/90 200,541 164,953 82.3%
1990/91 218,455 181,758 83.2%

(calculated from enrolment statistics from the Ministry of Education and WAEC)

A gender gap is observed in enrolment and achievement. The enrolment figures can be
analyzed on the scores of entry and retention. Enrolment statistics in basic education
illustrate girls’ lower entry to primary education and lower retention. As a result the gap
widens as the grades increase, reflecting higher drop-out rates among females. Gender
imbalance is also observed in the enrolment in tertiary education. In 1994, 1,232 pioneer
SSS graduates were offered admission to the country’s three universities. The largest
number went to the University of Ghana, the most highly regarded and oldest university.
Out of 866 SSS graduates who gained admission to the University of Ghana, only 168
were female, comprising a mere 19.4% of the total (Ghanaian Times 19/11/94, People’s
Daily Graphic 25/10/94).

2.7 Conclusion

Colonialists and missionaries first developed the formal education system. Then the
nationalist goVernment achieved the expansion of education. Access to education was
extended from a small elite to the masses. Subsequent regimes, both military and civilian,
set store on improving the education system but, due to political instability, education
suffered from lack of continuity. The need for radical changes in the existing education
system was recognised by successive nationalist governments and the reform has been

carried out under the current Rawlings’ administration.
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The most recent education reform is characterised as a reform both in structure and
content. It is an innovative and ambitious plan requiring both internal and external
support. Six years after the reform started, the release of the first SSSCE results attracted
renewed public attention to the reforms. The ‘poor results’ led to criticism of not only
SSS but the entire education system. The reform must sustain public support by meeting
the needs expressed by the public. The tasks are many and difficult. However this could
be viewed as a rare chance for education reform in Ghana to reap the fruits of constructive

criticism.

Alongside the development of formal schooling, indigenous education has gone through
development and changes, but in a more subtle manner. Apprenticeship is a common way
of acquiring skills and the system is extensive both in its number and kind in West Africa.
The system has its origin in indigenous education which had existed prior to the
introduction of school education. Although its history is long, the nature of
apprenticeship has changed in response to social and economic changes. Modern
apprenticeship added new skills responding to the needs arising in society.
Micro-enterprises are likely to provide the largest number of employment opportunities

in 21st century sub-Saharan Africa, excluding farming.

The origin of the current gender gap in education can be traced through in the history of
educational development. The gender gap in formal education has continued to widen as
the education system develops. The introduction of a European type of schooling did not
include girls on an equal basis. In the last c—entury when the education system developed,
it was also influenced by a Victorian concept of female roles; on average, girls received
less education than boys, and the emphasis was placed on becoming good mothers and
wives rather than professionals. The colonial social system also valued the comparative
usefulness of educating males as clerks and translators for the colonial administration,
hence emphasising education and training of men. Although some of the mission schools
for girls did produce highly qualified women and the tradition still continues, the number

is small and access is limited to a relatively wealthy sector of the population.

In traditional education which developed in a society where the division of labour was
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clearly defined, women have less choice of professional training, although the situation
could be considered less unequal than in the colonial era. In traditional education both
boys and girls follow the same general curriculum but later boys have a wider choice of

work-related training and education.

In contemporary formal education, inequalities are observed both in the enrolment and the
outcome of the education system. The enrolment of male students continues to
outnumber that of females. The trend becomes even stronger as the educational level
proceeds. The examination results also show a wide gap, indicating the limited

opportunities of females for further education.
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3  Research Studies on the Problem of School Drop-
out

3.1 Introduction

Studies on drop-out have been carried out in both industrialised and developing countries,
and most of them have been published since the 1960s. Studies in industrialised countries
focus mainly on post-primary educational levels, while those in developing countries
concentrate on primary education. This reflects their educational circumstances; while
student drop-out from primary school is not very frequent in industrialised countries, the
problem is universal in all school systems and all age phases in developing countries. A
number of studies describe the problem in developing countries as being the largest in

volume and causing most damaging consequences at the primary level.

The current study focuses on the problem of drop-out in JSS in Ghana. Chapter 1
discussed locating JSS within the different levels of the educational system. Although
JSS is considered to be the second level education as regards its enrolment age, the nature
of JSS education differs from that of the senior secondary school, the latter half of second
level education. In Ghana, JSS is part of the nine-year basic education with open access,
and a majority of the primary completers enrol in JSS. It is closer to primary school in its
administrative nature. Considering this mixed nature of JSS, research studies of drop-out
in second level education as well as first level education will be reviewed, with an

emphasis on studies from developing countries.

3.2 Research Inspirations and the extent of the Problem

3.2.1 Introduction
Drop-out research has a relatively recent history. First studies were carried out on drop-
outs from secondary education in the 1960s in the USA. Studies in an international

context, focusing on developing countries, started a decade later. Both cases were
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inspired by awareness of the problem following an expansion of educational systems. A
rapid expansion of the school system might be responsible for high drop-out and repetition
rates by drawing students from a ‘vulnerable population’ (UNESCO ROEPA 1984).
Similar assertions are also made by observing secondary school drop-out in industrialised
countries. Natriello et al. (1987) observes that when the universalisation of the school
system is established and regular attendance to a certain level of schooling becomes the

norm, the problem of drop-out becomes visible.

An increase in drop-out was observed under increased enrolment in a number of countries.
For example, after the introduction of the new Compulsory Education Law in China, the
drop-out rate had a sharp increase (UNESCO ROEAP 1984). Omari et al. (1982) also
observed that the introduction of UPE brought in factors which accounted for many drop-
outs, and the study attributed this to the inclusion of the ‘marginal group’ into the school
population. Zimbabwe witnessed an impressive expansion of secondary education in its
post-independence years, which brought a sharp increase in the gross enrolment as well
as high drop-out rates, according to the analysis of the data between 1982 and 1987

(Zimbabwe 1993).

3.2.2 USA and Other Industrialised Countries

Studies on drop-out from secondary education in the USA describe the phenomenon as
a threat to democratic society (Lichter et al. 1962 and Natriello et al. 1987:168). Lichter
et al. (1962) studied youths in Chicago secondary schools who were on the verge of
dropping out. The study was inspired by the fact that at that time 40% of all children in
the USA failed to complete secondary school. A more recent study states that about 25%

of students drop out of high school (Rumberger 1990).

The US General Accounting Office (1990) examines the high drop-out rates in high
schools in the USA and observes the need to compare the American high school education
with second level education in other industrialised countries. The study concludes that
other industrialised countries prepare the young people who do not proceed to universities

for employment, facilitating a smoother transition from study to working life. A number
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of studies are found in other countries, such as Denmark (Dohn 1991), the Netherlands

(Bos et al. 1990), Canada (Gedge 1991) and the UK (Stevenson and Ellsworth 1991).

3.2.3 Regional Educational Conferences on UPE and Developing Countries

In the 1970s drop-out studies in the international context started with UNESCO
initiatives. The first efforts were made in order to improve the statistical evaluation of
wastage in education in order to assess the progress of the regional educational goals of
UPE. Wastage, mainly drop-out and repetition, was considered as a serious obstacle to
the achievement of the ambitious educational plans followed by the regional educational
conferences in the early 1960s. UNESCO (1972) stresses the importance of an efficient
organisation of national educational statistics as an essential requirement for realistic
national planning. The study presents different types of cohort methods to show student

flow and to measure educational wastage.

Coombs (1968) shows concern about the high drop-out rates at the primary level in
developing countries and the lack of reliable statistical data. The 1970 IBE Conference
promoted collection of statistics on enrolment, enabling the rates of promotion, repetition
and drop-out to be calculated and to be compared regionally and internationally. The
UNESCO Office of Statistics published a number of reports specifically dealing with
wastage as well as organising regional seminars on collecting statistical data (UNESCO
1970, 1972, Brimer and Pauli 1971). The focus of these studies was primary education.
The quan'titative analysis worldwide in these reports revealed the magnitude of the

problems, and patterns of repetition and drop-out.

Brimer and Pauli (1971) claim that drop-out is more damaging than repetition since it
results in the larger number of illiterate or semi-literate individuals. Their study stresses
high drop-out rates in developing countries and observed the highest drop-out rates in
grade one. Wastage in secondary education was not high and the differences between the
regions were not very evident, though much of this may be “the result of a ruthless
selection by wastage at the primary level” (Brimer and Pauli 1971:54). Gender disparity

and regional differences were also recognised; in Asia and Africa, statistics showed high
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drop-out rates among girls, while no difference was observed in Europe and Latin

America.

Statistical data show the disparity in enrolment in primary education between developing
countries and industrialised countries (UNESCO 1984). This 1984 study observes
ineffectiveness of action to address the problem of educational wastage in developing
countries since the mid-1960s. Whilst educational budgets increased, the benefit did not
justify the input in a number of developing countries. Even when the rates of repetition
and drop-out remained stable, the number of pupils in absolute terms who dropped out
or repeated grades was reported to be higher than ever before, due to the increase in

school-age population.

A number of regional studies on wastage were also published with UNESCO initiative
(e.g. UNESCO 1975 for sub-Saharan Africa, UNESCO ROEAP 1984, 1987 for Asia)
In these reports, the significance of the problem at primary school level is emphasised.
While earlier studies focused on the magnitude of the wastage, the studies carried out later
attempted to emphasise factors relating to teachers and schools in order to identify

possible interventions.

Many sub-Saharan and South Asian countries have acute problems, where the rates of
drop-out for the entire primary cycle exceed 50%. Even with lower drop-out rates, the
problem cannot be underestimated, especially in populous countries. The grade-wise drop-
out rate for 1989 in China was around 5%, which suggests that as many as four million
pupils dropped out from primary school. The report confirmed the continuing nature of

the problem of wastage.

In this era, the achievement was the improvement in statistical information on enrolment
and wastage, and also the standardisation of the methods for obtaining drop-out rates,
enabling international comparison to a certain extent. These comparative studies are
useful in forming an overall view on the enrolment trend. However, local differences
within a country are not fully reflected in these studies. Other differences such as

variations between types of school and rural-urban disparities are not investigated. These
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analyses could be carried out in more focused studies both with regard to research

objectives and to geographical areas.

A number of UNESCO reports have emphasised the continuing nature of the problem,
defining its causes and offering a number of suggestions how to overcome the problems.
However, in the early 1980s, it became clear that the regional UPE targets made in the
1960s were not being attained (UNESCO 1983). This second wave of concern brought
about the World Conference on Educatin for ALL (WCEFA) in 1990, where basic
education, especially its relation to development and human rights, attracted renewed

interest.

3.2.4 More Recent Work prior to and after WCEFA

Thirty years after the regional declarations for UPE, WCEFA brought about a renewed
interest in basic education worldwide. The educational gap between industrialised and
developing countries became pronounced and the wastage in primary and general

secondary education, especially in LDCs, started to be recognised as a global issue.

Low internal efficiency in primary education is observed in Africa, Latin America and
South Asia, whereas over 95% internal efficiency is observed in industrialised nations as
well as in some Asian countries around the Pacific rim (UNESCO 1991). In first level
education, only 27 countries out of 52 in Sub-Saharan Africa have over 50% of the cohort

reaching the final grade (UNESCO 1991).

The high drop-out rate in primary education is mostly due to the excessive drop-out rates
in the early grades. The highest drop-out rates are reported from the first grade by
authors of a number of studies (e.g. Davico 1990, Shiefelbein 1992, Patrinos and
Psachalopoulos 1992). In the countries with high drop-out rates, more than one-fifth of
grade one pupils leave school within one year. Drop-outs can also be high in the last
grade of the primary cycle, due to failure in examinations and inability to continue to the
next cycle (UNESCO 1984, UNESCO ROEAP 1987). In most countries, the degree of

drop-out in post-primary education 1s reported to be smaller, but only when seen in
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relation to the high drop-out rate in primary education, and the drop-out from secondary

schools is still problematic (UNESCO 1980).

Rates of drop-out are not uniform. There are rural-urban disparity and local differences
(Khan et al. 1986, Martin 1994, Carr-Hill 1984, Davison 1993), differences in types of
school (Patrinos and Psacharopoulos 1992), and gender disparity (Ndubisi et al. 1983,
Duncan 1988, Ekstrand 1992, Davison 1993, Davison and Kanyuka 1993).

Repetition leads to drop-out. A related pattern of drop-out and repetition was observed.
The aggregation of the data showed that 68.8% of drop-outs were former repeaters
(UNESCO 1987). The UNESCO ROEAP report (1984) suggested that drop-out rates
among pupils who were non-repeaters, one-time repeaters and those who repeated more

than once were 21.6%, 31.6% and 82.8% respectively.

3.2.5 Conclusion

The problem of drop-out exists worldwide, but is more significant in developing countries.
Studies on drop-out show educational disparities between the North and the South, as
well as a number of inequalities within countries. In LDCs the first years in primary
school have the highest drop-out rates in general. In secondary schools, drop-out rates

improve, but the problem does exist.

33 Causes of Drop-out

3.3.1 Introduction

This section will introduce causes of drop-out examined in numerous studies to date.
Drop-out is associated with a number of causes and these causes can be categorised
under a number of headings, such as student-related and school-related, socioeconomic,

and educational.
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3.3.2 Research Orientations

Kelly (1994) describes how the problem of drop-out is viewed from two schools of
thought; one considers dropping out as an individual act due to student, family or cultural
reasons, while the other suggests that the education system makes schooling difficult for
some children and claims that drop-out is more accurately termed as ‘push-out’. The
latter claims that certain schooling practices ‘“stigmatize, discourage and exclude
children”, and are “functional to the reproduction of the capitalist order” by excluding a
certain group of children (Kelly 1994:5224). The former view is connected to sociology
and neoclassical economics, while the latter is associated with critical theorists such as
Bowles and Gintis (1976). These two views differ by attributing causes to individuals or

institutions respectively. Table 3:1 summarises the contrasting two views.

Table 3-1: Two Schools of Thought on Early Leaving of School

Term Drop-out Push-out

Causes of individual, family, cultural school practices exclude children
Dropping Out reasons

Responsibility individual school and society

Social theory social psychology, behavioral critical theorists,

attached psychology, neoclassical Marxist economics
gconomics

A majority of studies focus on student/family factors in their search for drop-out causes.
These studies focus on drop-outs’ individual characteristics as causes of dropping out.
The notion of at-risk children and vulnerable population indicate that the attributed causes

are retained by children, their families and communities.

On the other hand, Virshine and de Melo (1988) support ‘push-out’ in their study on
Brazilian schools, where they find that schools were largely responsible for children’s early
leaving. Similarly, Trueba et al. (1989) focus on society in the analysis of the drop-out
problem, and present a critical view of the “within-child deficit model”, which attributes

the problem to a lack of motivation, skills discipline, attitude or intelligence. The
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anthropological view of Trueba and his colleagues attempts to portray people’s behaviour
as a result of how they understand their own context, and therefore it places the focus on
school and society. Similarly Spindler (1989:150) focuses on schools in their relation to

a society which influences both school and children.

Schools exist within, and depend upon larger social, cultural, economic
and political environments that influence, often determine, whether
children stay in school or drop out.

The weakness of Spindler’s study might be the lack of systematic attention given to school
factors. Since social factors are well examined, the school factors could have been
discussed in relation to the social factors. However, the study does not present such an

examination.

While the categorisation of drop-out and ‘push-out’ as distinct concepts is theoretically
possible, in reality the two cannot be totally distinct. In the real situation, it is often the
combination of both factors, where individuals are “at risk” in schools which do not
provide for the needs of the pupils or are even hostile to them. A number of studies

recognise the interaction between student factors and school factors.

Natriello (1987) approached the problem with a framework incorporating both student
characteristics and school process, as well as a reciprocal relationship between the two
(see Figure 3-1). Minority students and students from economically disadvantaged

backgrounds are identified as more likely to drop out.

STUDENT

CHARACTERISTICS
™ DROPPING 5, CONSEQUENCES OF

OuT DROPPING OUT
CHOOL

PROCESSES

Figure 3-1: Key Elements for a Renewed Research Agenda on Dropping Out
(Natriello et al. 1986:169)
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A number of studies recognise the interdependent relationship between student
characteristics and school processes. African-American and Hispanic-American youths
drop out from New York City high schools, as they are “keenly aware of the contradiction
between their academic learning and lived experience” (Fine and Rosenbert 1983:259).
Stevenson and Ellsworth (1991:282) illustrate the situation as a “complex web in which
personal and social characteristics of the individual student interact with characteristics

of school”.

Wehlage et al. (1989) summarise the characteristics of at-risk youth who are likely to drop
out of school (see Table 3-2). Although the analysis is based on the situation in the USA,
there are some aspects which apply to other countries. These characteristics are not
independent of one another but are interrelated. Some characteristics may be caused by
other ones; school problems can be caused by family and social background and personal
problems. In addition, personal and school problems influence each other. Moreover,
children do not drop out because of these factors, but, in the authors’ opinion, it is the
school and the system which are responsible. “They fail, in part, because schools are not
responsive to the conditions and problems accompanying these personal and
socioeconomic characteristics” (Wehlage et al. 1989:51). Fine (1990) concludes that

students drop out as a result of mutual process of rejection.

Table 3-2: General Characteristics of At-risk Youth

Family and social Personal problems School problems
background
Low socioeconomic status Substance abuse Course failure
Minority race/ethnicity Pregnancy/parent Truancy
Single-parent home Learning problems Passive/bored
Low parental support Legal problems ' Disciplinary problems
Family crisis Low aspirations Credit deficient
Community stress/conflict Low self-esteem Retained in grade
Family mobility Alienation
Limited experience of dominant | Rejects authority
culture Mental/physical health

problems

(Wehlage et al. 1989:50)
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A number of studies attempt to examine causes of student drop-out. UNESCO ROEAP’s
workshop on drop-out (1987) grouped the causes in the five clusters of 1) pupil and
home-related, 2) teacher-related, 3) school-related, 4) community-related, and 5)
management-related (see Table 3-3). These factors and causes were derived from its

study in seven countries in Asia.
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Table 3-3: Factors/Causes of Drop-out
(from India, Pakistan, the Philippines, Nepal, Sri Lanka, Thailand and Viet Nam)

Categories Factors/causes

Pupil and Pupil ability and readiness

home-related Pupil’s age

Language at home

Pupil’s sex

Family’s financial status

Parents lack awareness of the value of education
Parents’ literacy

Attitudes of parents

Distance of home from school

Teacher- Unqualified/untrained teachers

related Low teacher motivation

Teacher’s attitudes toward pupils and teaching
Male/female teacher ratio

Inability to adapt the curriculum to pupil’s needs
Lack of understanding of pupil’s needs
Inadequate knowledge of teaching principles
Over-use of teacher-centred methods

Poor relations with pupils

Inability to relate with parents/community

School-related | Poor/inadequate resources

Location (distance) of school

Teacher-pupil ratio

Multiple grades in one class

Relevance of the curriculum

School schedules and calendar unsuitable to economic activities
of community

Ability/competence of school head to lead teachers

Lack of learning aids (books and equipment, etc.)

Community- Lack of community support

related Community attitude toward education

Seasonal activities

Topographic characteristics (mountainous areas, swollen rivers,
snowy peaks, etc.)

Climatic conditions

Cultural minorities (hill tribes, slum areas, caste, etc.)
Multilingual settings

Migration/mobility

Socioeconomic level

Management- | Poor supervision of teachers
related Examination and evaluation policies

(UNESCO ROEAP 1987:25-26)

Although quite extensive, this summary does not include some other common causes cited

in other studies, such as educational expenses, uniform, shoes and other necessary items.
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Repetition is also omitted from the list although it is thought to be a leading cause of
drop-out in some studies (UNESCO 1984, Patrinos and Psacharopoulos 1992). Paid or
unpaid work at home and outside the home are also common causes associated with

absenteeism, repetition and dropping out, but are not included in the list.

The study observed that factors/causes prevalent in all countries are the family’s financial
status, topographic characteristics, belonging to a cultural minority and particular socio-
economic level. Although the country-wide approach is helpful, it should not lead to a
simplistic understanding that the whole country has the characteristics shown in this study.
As discussed in the previous section, drop-out rates and patterns are not uniform within

a country. Often, a marked difference is observed at local levels.

Drop-out characteristics and drop-out factors/causes presented above can be re-classified
into ‘student- and home-related’ and ‘school- and school-system-related’ as shown in
Table 3-4. In the following section, causes of dropping out will be discussed in terms of

this twofold division.

Table 3-4: Drop-out Characteristics and Factors/Causes

Drop-out characteristics Drop-out Factors/Causes
(Wehlage 1989) (UNESCO ROEAP 1987)
Student- and home- -family and social background -pupil- and home-related
related -personal problems -community-related
School- and school- -school problems . -teacher-related
system-related -school-related
-Management-related

3.3.3 Student- and Home-related Causes

a) Financial Causes

The most common factor reported is financial. A number of studies state the relationship
between the rates of drop-out and financial problems, such as, poverty, low income, or
irregular/seasonal pattern of income as a major cause of drop-out (Brimer and Pauli 1971,

Schiefelbein and Farrell 1978, Rumberger 1987, Singh 1989, Taylor 1989, Wechsler and
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Oakland 1990, Kirui 1982, Patrinos and Psacharopoulos 1992, Palmer 1993, Martin 1994,
Ghana UNICEF/MOE 1994 and others).

The study in China revealed that the drop-out rate was inversely proportional to the
average per capita annual income of the area (UNESCO ROEAP 1984, 1990). Davison
(1993), in his analysis of drop-out in Kenya and Malawi, observes that 90% of drop-out
is for financial reasons. Financial reasons are linked with the educational expenses
mcurred. Many children drop out of school because they themselves or their parents are
not able to meet the necessary expenses. Kortering et al. (1992) found that children from
welfare-receiving families were at risk. A number of studies show that low income group
are more likely to drop out both in industrialised and developing countries (Davio 1990,

Wechsler and Oakland 1990).

On the other hand, some studies show that school attendance does not necessarily
correspond to income level (Ghana 1989). Hanushek and Lavy (1994) also point out that
it is parents’ mability to pay but not low income itself which leads to children leaving
school. A closer examination of studies reveals the difference between income and
parents’ ability or willingness to pay. Therefore, low income could be compensated for
by parents’ positive attitude towards schooling and willingness to pay. Financial causes

can be related to parental attitudes in order to measure the effect more accurately.

Low income has more serious effect on girls (Floro and Wolf 1990, Tietjen 1991, Chamie
1983, llon 1991 and others). Davison and Kanyuka (1993) found that school fees were

more problematic for girls than boys in southern Malawi.

Financial difficulties are also related to a government’s eéducational policies, such as
introduction of user charges. Samaroo (1991) considers that lack of political will is
responsible for causing drop-outs by making school attendance too expensive for the

economically disadvantaged groups in society.

b) Parental Attitude

Parental attitudes are also reported to have a link with drop-out (Jamison and Lockheed
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1987, Omari et al. 1982, Safilios-Rothchild and Whyte 1986, Davison 1993) and parents’
education is similarly linked (Ilon and Moock 1991, Jamison and Lockheed 1987). These
studies explain that parental education has a significant influence in their attitudes towards
schooling, as educated parents are likely to value education more than parents with little

or no formal education.

Parents themselves recognise their responsibilities and blame themselves. In a survey in
rural Malawi, 38.6% of fathers and 27.0% of mothers responded that negative and
uninterested attitude of parents towards educating girls is the most significant cause of
dropping out (Davison and Kanyuka 1993). A number of studies cite ‘parental ignorance’
or ‘parents’ disinterest in school’, but the same studies give little attention to parents’
observations on the quality of education. It might not always be the lack of understanding
of education, but their accurate evaluation of the schooling on offer which makes them

lose interest in available education.

¢) Work and Household Chores

Work and household chores can be causes of drop-out (Mbunda 1983, Omari et al. 1982,
Cann 1982, Palmer 1993). In a household with low income, children’s earnings are also
necessary and this hinders school attendance. Some children are expected to provide
labour in the family business (Omari et al. 1982) as well as helping farming (UNESCO
ROEAP 1984, 1987).

Household chores tend to affect girls more than boys, reflecting parental attitudes. In
addition to working for the family business, girls are expected to carry out household
chores and child rearing. A study in Ghana shows that a large sibling size has a negative
impact on girl’s education, since elder sisters are expected to rear the younger siblings

(Lloyd and Gage-Brandon 1994).

d) Gender

Gender is one of the significant factors in drop-out. In most countries rates of drop-out
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among girls are higher than those among boys. However, the pattern is not uniform. In
Bangladesh the average drop-out rate among girls was considerably higher than that
among boys throughout primary and secondary education. In China, the drop-out rate of
girls was higher than that of boys in primary school, but the pattern was reversed in junior
secondary school. Sri Lanka showed a slightly different pattern of drop-out from other
countries. It had an average grade-wise drop-out rate of girls (1.7%) lower than for boys
(2.1%), although the difference is rather small. When the gross enrolment rates are high
the gender disparity decreases (UNESCO ROEAP 1984, 1987). However, in Zimbabwe,
despite its high enrolment rates, girls’ drop-out rates are high both in primary and

secondary education (Atkinson et al. 1993).

Pregnancy and early marriage are gender-related dominant causes of drop-out from
second level education and the later stage of primary education (Obe 1980, Alhassan
1991, Kirui 1982, Ciano 1982, Mbunda 1983, Duncan 1988, Davison 1993). In
Zimbabwe, upper primary drop-outs due to pregnancy are reported to have been
increasing in recent years (Zimbabwe 1993, 1994). Alhassan (1991) in his study in

Nigeria observes that Muslim girls’ drop-out rate is high due to early marriage.

As has been seen, other factors, such as low income, household chores, and large sibling
size, have more negative effect on girls’ education than on boys’. The issue of gender and

education will be further discussed in Chapter 4.

e) Over-age

A number of studies state that over-aged pupils/students are more likely to drop out than
those who enrolled in appropriate age (UNESCO ROEPA 1987, Ilon and Moock 1991).
Over-aged pupils tend to have difficulties in adjustment. The problem is less evident in
junior grades, where being over-age could be an advantage. On the other hand, in senior
grades over-aged students are more likely to have difficulties in adjusting to peers and the

schooling process.

Age/grade distortion is greater in rural areas in developing countries; over-age and low
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family income are also strongly related (Patrinos and Psacharopoulos 1992, Ilon 1991).
Over-age is a result of late-entry, repetition or interruption of schooling. In a study
carried out in Peru, enrolment in appropriate age was positively associated with family
income and negatively associated with school costs (llon and Moock 1991). Glewwe and
Jaccoby (1992) found that over-age was associated with a number of negative factors

such as increased opportunity cost, lack of school places and malnutrition.

f) Learning Difficulties

A number of studies state students’ low academic achievement (Singh 1989, Kirui 1982)
as causes of dropping out. Abilities in reading (Kortering et al 1992) and mathematics
(Singh 1989), as well as learning style (Svec 1990), are said to be associated with drop-
out. These factors may result from the children’s ability and readiness to learn as well as
from other factors related to the education process and environment. Verhine and Melo
(1988) and Schiefelbein (1992) also found that students with learning difficulties are also

at risk of leaving school early.

Students’ loss of interest in school (Bray 1984, Ciano 1982) or lack of motivation and
achievement (Dohn 1990) are all associated with lower academic achievement and

dropping out.

While it seems rational to connect low academic achievement and drop-out, some studies
are more careful. Low academic achievement can be the result of loss of interest through
inappropriate learning content, ineffective teaching style, or other school factors. Low
income can bring about school absenteeism from the need to work, which could also result
in students’ low academic performance. When socioeconomic backgrounds are
controlled, significant difference in cognitive functioning is not observed among students

(Fine 1986, Svec 1990).

g) Ethnicity/Cultural Minority

Student drop-out in multi-racial/cultural societies has a strong relationship with ethnicity.
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A number of studies emphasise the high drop-out rates among the minority groups in the
USA (Rumberger 1990, Committee for Economic Development 1987, Wehlage et al.
1989).

Svec (1990) observed that the high rate of drop-out was associated with ethnicity and
poverty much more than academic performance, suggesting that the link between the high
drop-out rate and ethnic affiliation should be treated carefully. Suareq-Otrozco (1989)
presents empirical data illustrating lower drop-out rates among the recent immigrant
minorities than the long-staying minorities of Hispanic origin. The association of ethnicity
and drop-out is reported in studies in other countries, such as Asian immigrants in Danish
schools (Bos et al. 1990), the indigenous population in Guatemala and Bolivia (Patrinos

and Psacharopoulos 1992), and Maori in New Zealand (Meijl 1994).

Medium of instruction is an important factor affecting earlier drop-out (UNESCO
ROEAP 1987, lon 1991 and others). Young children might not be able to learn through
an unfamiliar language and this could lead them to lose interest in schooling or to lower

their academic performance, eventually leading them to abandon schooling.

h) Some Problems Associated with these Causes

In reviewing the literature on drop-out problems, it becomes clear that researchers’
perspectives tend to be closer to those of educational administrators. Very few studies
consider the problem from the students’ perspectives, as Bray (1984) and Trueba (1989)
point out. Drop-out is wastage and problematic from a government’s perspective, but for
a child and his/her family, going to school might be a problem. Bray (1984:2) observes
that dropping out might be “a very sensible response to particular situations” for both

students and teachers.

If children drop out because they are bored, because they needed to look after
their sisters and brothers, or because the teaches are harsh, to them dropping out
is a solution rather than a problem. Similarly, from many teacher’s viewpoints, the
term ‘throw-out’ might be more appropriate than drop-out. Sending children
away reduces the size of classes. It may also be a way to get rid of troublesome
pupils and raise the average academic achievement of classes.
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This observation does not necessarily justify dropping out, however. The situation where

dropping out is an answer should be recognised.

Expressions such as ‘parental ignorance’ of the value of education (Kirui 1982), leave
little room for the parents’ way of thinking. They might not see benefit in the particular
school education available for their children even when they fully acknowledge the value

of education.

3.3.4 School- and School-system-related Causes

a) Teachers

The teachers’ role is identified as a strong factor linked to drop-out (Odebunmi 1983,
Verhine and Melo 1988, Davico 1990, Davison and Kanyuka 1992). Teachers play a
significant role in raising students’ academic motivation (Davison 1993). Teaching quality
is often questioned. A lack of trained teachers results in low level performance of students
(UNESCO 1982). Verhine and Melo (1988) focused on teacher qualification and their
teaching. They concluded that in rural schools teachers were often less qualified than in
urban schools and they often did not follow the specified curriculum. In a study in
Liberia, half of the teachers in rural primary and secondary schools had only a high school

education or less (Coleman and Elman 1983).

Teachers’ morale is another problem. Carr-Hill (1984) observes in a study of primary and
secondary schools in Tanzania that teachers’ working and living conditions were quite
unfavourable; a considerable number of them had to supplement their income with other
work. Carranza (1984) focus on the role of teachers in retention of students in high
schools; teachers’ social adjustment as well as their recent experience, their performance

and mobility, were found to be associated with the retention rates.

Student/teacher ratio also matters. Many schools in developing countries are
overcrowded and numerous rural primary schools are one-teacher schools of multiple
grades (UNESCO 1984, 1987). Martin (1994) condemns the educational efficiency

approach which causes financial cuts to education in developing countries. Teacher
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performance and teacher-student relations suffer under constrained economic conditions
and in turn can lead to high drop-out rates. Bray (1984) introduces a teacher’s
perspective which might prefer academically disadvantaged students to leave his/her class
in order to raise the academic standard of the class, or simply to reduce the number of

students from an overcrowded class.

Teachers’ negative attitudes and performance can have adverse effects on students.
Punishment (Ghana Ministry of Education 1993) is cited as a cause for drop-out. On the
other hand, lack of discipline (Ciano 1982) is also reported to cause drop-out. Davico
(1990), in an analysis of teachers and their relations with drop-outs in Brazilian secondary
schools, notes that teachers often expect low income students to fail and in turn produce

failure through inattention and biased attitudes towards these children.

Female teachers are a role model for female students to continue schooling, and lack of
female teachers discourages girls from continuing their schooling (UNESCO 1986).
Moreover, under certain religious and cultural circumstances, mstruction by male teachers
can cause female students to leave school. Some parents may refuse to have their

adolescent daughters taught by male teachers (Safilios-Rothchild and Whyte.1986).

b) Educational Facilities

Inadequate educational facilities are also reasons why many children do not learn
effectively (Omari 1982, Cann 1982) and they lead to grade repetition and dropping out.
Hanushek and Lavy (1994) assert that school quality matters. When students’ ability is

constant, low quality schools tend to have higher repetition and drop-out.

¢) Curriculum/Educational System

The irrelevant content of education is also a problem causing drop-out. Perera (1981)
observes that developing countries are struggling to maintain and expand imported
systems of education sometimes unrelated to their cultures and unresponsive to their

needs. Rural populations are further disadvantaged. Often the curriculum is not
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appropriate for the majority of the rural population. Education is predominantly urban

biased and rural children suffer from this bias (UNESCO 1982).

Arnova (1984) also criticises a foreign model of educational system which is elitist and
examination-oriented and does not necessarily meet the economic needs of the population.
On the other hand, the demand is higher for academic education than for

indigenous/vocational education (Foster 1965b).

d) School/Community Gap

The gap between the school and community is recognised as a source of the failure for
children from these communities. The high drop-out rate in the early grades in primary
school can be attributed to the inadequate orientation of the school towards the
community and the community towards the school (Brimer and Pauli 1971).
Incompatibility between school and home environment is one of the major causes of drop-
out which is evident in early grades (UNESCO 1988, UNESCO 1993). For example, if
the medium of instruction differs from the language used at home, children have a great

burden to adjust at school.

e) Lack of Employment

Lack of employment can cause students to leave school early when they realise that their
aspired occupation does not materialise as a result of schooling (Mbunda 1983).
Schooling does not guarantee employment in the formal sector. The sight of many
unemployed school graduates may discourage students from continuing schooling.
Education is considered as a road out of poverty (Weis 1985), but the low income group

may not wish to invest in education when they realise the return is uncertain.
Lack of connection between jobs and schooling is a cause; semi-skilled jobs common in

rural areas do not necessarily require academic education and people lose interest in

school (Gedge 1991).
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f) Distance from School

Physical access to school can also hinder a child’s enrolment, especially girls’ and younger
children’s. The excessive distance to the school and no provision of transport may result
in irregular attendance (Bray 1984, Cann 1982). Infrastructure, especially in rural areas,
and the number of schools available, are often blamed. Lavy (1991) observes that the
distance to the school has a strong effect on the initial decision to attend school but do not

have any effect on school continuation on the survey of primary schools in Ghana.

In addition to topographic characteristics (UNESCO ROEAP 1987), natural disasters and
political situations can affect communities and prevent children continuing their schooling.
In Zimbabwe severe drought experienced in 1992 increased the number of drop-outs,
especially in rural areas (Zimbabwe 1994). The drop-out rates also increased in security-

sensitive areas (Zimbabwe 1991).

g) School Fees and other Expenses

One of the most frequently described causes is school determined expenses. Various fees,
and expenses for uniforms and books are a burden for families with low income and can
cause drop-out (e.g. Davison and Kanyuka 1993, Ilon and Moock 1991, Kirui 1982,
Odebunmi 1983, Duncan 1988).

3.3.5 Conclusion

The causes of drop-out are numerous and diverse. These causes are not static. They
change with time and according to context. In Malawi, financial reasons are predominant
in standard 1 and 2 but in standard 8 pregnancy was the major reason for dropping out
(Davison 1993). Sudden change in the social and environmental situation, such as

drought or social/political unrest, can cause drop-outs over a short period.

The factors which have been discussed here are not independent of each other. As has
been seen, gender amplifies the negative effect of low income, child labour, and large

sibling size. Pupils’ ability and readiness might be affected by teacher-related and school-
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related factors. Poor supervision of teachers, one of the management-related factors, can
influence a teacher’s attitudes and performance. Improvement in one factor might lead
to improvement in other factors, such as improvement of teachers’ performance to
enhance students’ learning. On the other hand, improvement in one factor could influence
other factors negatively. For example, encouraging community participation and payment
of user charges might make schooling access more difficult for financially disadvantaged

people.

Figure 3-2 shows the association among factors reviewed, synthesizing various factors and
their links with dropping out. Although research studies state numerous causes, they do
not necessarily affect drop-out in the same way. Some factors are more directly related
to students’ dropping out than others; some factors could be considered as a result of
other more distant factors. For example, loss of interest in schooling could be a direct
cause of dropping out after being subjected to an irrelevant curriculum and an ineffective
teaching style. A number of factors classified as student- and school-related often cause
students to lose their interest in school, to absent themselves from school, and to lower
their academic achieverment, all <ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>