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ABSTRACT
The importance of and preference for assessing learning outcomes using a variety of
assessment techniques and containing data from many sources, rather than the sole
dependence on the one-shot examination, has long been recognised worldwide. This has
led to major assessment policy changes in both developed and developing countries. In
Ghana, this change has led to the introduction of continuous assessment at all levels of
secondary schooling and post-secondary teacher training, to operate in parallel with
external examinations. Although in Ghana evaluation studies of continuous assessment
have been conducted for the secondary school level, none has so far been done for the

post-secondary teacher training level.

The purpose of this research was therefore, to examine the nature and scope of activities
and problems that have to do with the practice of continuous assessment at the post-
secondary teacher training level in Ghana. The research also examined the training and
guidance provided for those undertaking continuous assessment, and the impact of the

new assessments upon teaching and learning.

A qualitative case study was conducted in three selected training colleges from the
months, February to March of 1996 and January of 1997. The selected colleges were
considered to be a fair representation of the teacher training college system in Ghana. The
field research also included interviews with key officials associated with the post-
secondary teacher training system. Findings from the multi-site case study evidence were
presented and analysed for their significance.
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The findings of the research suggest that, many problems continue to threaten the benefits
derivable from using continuous assessment in assessing students in the training colleges.
The key findings that emerged as significant includes: operational and structural conditions
in the colleges, professional support systems for tutors to carry out continuous
assessment, tutor competency in assessment and considerations rooted in the values and

beliefs of tutors about assessment which define their assessment culture and agenda.
Evidence from those findings was then used as a basis for conclusions about improving

continuous assessment in post-secondary teacher training, in Ghana. Recommendations

for policy implementation and potential areas for further research were also made.
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CHAPTER 1

INTRODUCTION AND BACKGROUND TO THE STUDY

1.1 Introduction

Teacher Education has in recent years been the subject of much debate especially
about the professional significance of training programmes. In response to pressure for
change, approaches to training have moved more towards emphasising the practical and
professional related aspects with new implications for student teacher assessment (Tickle,
1987). For instance, in many developed countries there have been significant changes to
student teacher assessment closer to the professional performance of teaching (Dwyer,
1990; Murname, 1991; Haertel, 1991). Also, many teacher training systems have ‘reduced
quite considerably the total examination-oriented assessment and instead promoted
assessment procedures that are more formative in orientation and are closer to the task
of teaching. In Britain for example, recent government reforms of initial teacher training
(ITT) have focused on developing certain role-derived teacher competencies considered
necessary for successful teaching. Training institutions have also been encouraged to
develop their assessments along these competence criteria and within a framework of
continuous assessment.

Many professional educators have discussed the appropriate form the assessment
of student teachers should take in order to relate more closely to the practical and
professional nature of the teaching profession. Murphy et.al., (1993), for example,

advocate an assessment system for teacher training in which the outcome of professional



learning is assessed using a wide range of assessment procedures with the results
presented as a profile of achievements and progress. This approach appears to have
gained wide support and implementation in many teacher training systems in western
countries, particularly Britain. According to proponents of this approach, it can perform
a variety of formative and summative functions and play an important role in continuing
teacher development and appraisal after the initial period of training (Murphy et al., 1993;
Whitty, 1994; McCulloch, 1994; Whitty & Wilmott, 1991). The emerging consensus is
that assessment procedures in teacher education need sufficient diversification to capture
evidence of a much wider scope of professional learning and experiences deemed as vital
for successful teaching. Therefore, assessment within teacher training should move away
from a culture of testing or examinations to a mixed system of assessmen"c comprising
essays, projects, assignments under the framework of continuous assessment (Murname,
1991; Dywer, 1990). Although many teacher education systems in developed countries

have long registered such moves, in Ghana attempts to secure this shift is only beginning.

1.1.1 Background to Moves towards Assessment Reform in Teacher Education in

Ghana.

Ghana, like many developing countries, has a strong culture of examinations that
evolved from early colonial education. The inherited educational system, particularly with
its dependence on the traditional single examination has been accused of undermining
good quality teaching and learning in the Ghanaian classroom (Ghana, Ministry of
Education and Culture, 1987). Since attaining independence from British colonial rule in

1957, Ghana made efforts to reform its educational system to meet national aspirations.



Initial attempts at reform focused almost entirely on expanding educational provision and
making access to education more equitable at all levels of the educational system. More
recently, however, the focus of reform interest changed to issues about curriculum and
examinations after both had been criticised for contributing to the continued decline in the
quality of the country's education. According to the critics, education had virtuélly been
reduced to teaching students to pass examinations that would move them up the next
ladder of'the educational system. Consequently, it had lost touch with the learning needs
of most students and sidelined many through the highly selective examination system that
offered little opportunity for all students to show what they could achieve (Addae-Mensah
et al,, 1973; Akplu, 1989). Such criticisms have a long history in Ghana's educational
development.

In 1974, a commussion known as the "Dzobo Commission" was set up to examine
these issues in detail and make recommendations for improving the educational system.
Among other things, the commission suggested changes to the examination system to
make it more efficient and responsive to the needs of actual classroom teaching and
learning. It also recommended a total overhauling of the early stage of teacher training
to achieve maximum effectiveness in producing teachers who could meet the challenges
of educational reform (Ghana, Ministry of Education and Culture, 1974b). From then on
the Dzobo commission report set the agenda for debates, discussions and conferences at
which several proposals were submitted to improve the country's educational system.

Within this evolving climate of debate and review, the Institute of Education of the
University of Cape Coast organised a National Conference on Teacher Education in 1986.

The objective of the conference was to undertake a critical appraisal of the country's



teacher education programme to make it more effective. Participants at the conference
were mostly education policy-makers, professional educators and experts in the field of
teacher education. One of the areas given close attention at the conference was the

assessment and certification of student teachers. It was noted with concern that:

"The current method of final assessment based on summative or end-of-
programme assessment through final examination moderated by an
external agency only tests the pre-service teacher's ability to demonstrate
acceptable cognitive objectives" (Institute of Education, University of
Cape Coast, September 1986)

To redress this problem it was recommended that:

"continuous assessment of students should be adopted at all levels of
teacher education. A committee should be appointed to draw up
operational guidelines for effective implementation of any continuous
assessment programme." (ibid, 1986).
It has to be pointed out that the use of continuous assessment (hereafter referred to as
CA) was not a new phenomenon in teacher education in Ghana. It had been introduced
and used for some time long before Independence but was abandoned after the number
of training colleges began to grow and concerns about comparability arose. Again, it was
used in the 1970's for some subjects in training colleges but later collapsed, due partly it
appears to lack of proper conceptualisation and professional interest. (Issues surrounding
this are discussed in more detail in Chapter Two).

The interest in the introduction of CA into teacher education actually reflected

growing government interest in introducing it into the entire Basic Education system.



This began in 1987 when the then government launched its Education Reform Programme

(ERP) with the objective of making education more responsive to individual and societal

needs.

"The need for the reform was based on the recognition that any system of

education should aim at serving the needs of the individual, the society in

which he lives and the country as a whole" (Ghana, Ministry of Education

and Culture, 1987)
This objective underpinned changes to the countrys' assessment system. The introduction
of CA became recognized by reformers as presenting the opportunity for assessment to
play an important role in maximising each individuals' potential. This was as opposed to
the traditional single examination system which focused on the intensive development of
the talents of a select minority and helped them to move up the educational and social
ladder (Akplu, 1989). Thus, the impetus for introducing CA was that, it would help to
get the best out of every student instead of getting the best out of a few and would as a
result maximize the nation's human resource potential. (See Ghana Ministry of Education
and Culture, 1987).

The assessment committee of the 1987 Education Reform Programme made two

main recommendations regarding new assessment policy in this regard. These were that:

(1) assessment should be carried out through a combination of national external
examination and internal assessment by teachers;
(i) a percentage of the final certificate grade should be based on the teachers’ internal

CA marks, ie. 40% of the overall marks, while the remaining 60%, would be from



external examinations. (Ministry of Eduction and Culture, 1988).

The term "continuous assessment" (CA), was used by the committee to mean the
everyday assignments, tests and examinations conducted by the classroom teacher. These
assessments could be done weekly, monthly, or periodically but, essentially. they were to
yield cumulative, systematic and comprehensive data on individual student performance
over an academic period. Although the new assessment policy did not require teachers
to follow a set of prescribed assessment tasks, suggestions were put forward as to what
teachers could do for their CA work. However there were two fundamental issues that

were not addressed by the work of the assessment committee:

(1) How was the standard of CA work going to be monitored within and across
schools to ensure fairess and good practice? In other words, what structures
were to be put in place to ensure public confidence in the results of continuous
assessment which contributed to certification?

(i1) How was this CA to integrate with the everyday teaching and learning activity in
the classroom as this was considered to be the context within which it was to

operate?

These are important questions because for the first time in the country's
educational system, CA was to play a critical and powerful role in the education and
certification of students at the national level. The first question was important from the

public acceptance and assurance point of view, while the second was important for the



implications it had for classroom teaching and learning.

Although the national conference on Teacher Education in 1986 had recommended

the re-introduction of CA into initial teacher training it was not until 1990 that it was fully

implemented. (There are four levels of entry into Teacher Education in Ghana, see Table

1 below. This study focuses on the first level which begins after secondary education,

hence the name "post-secondary teacher training", PSTT). It appears that the motivation

for the implementation of CA in post-secondary teacher training came after the launching

of the Education Reforms in 1987 which had given CA more official recognition and

status. Teacher education reformers saw the introduction of CA as a new opportunity to

place more value on the professional and practical side of teacher training and so to raise

training standards (Ghana, Ministry of Education, 1993; Institute of Education UCC,

1986).

Table 1. Levels of entry into Teacher Education in Ghana

certificates, or
Senior Secondary
leaving
certificate**

Level Duration of Entry Level Certificate Level of teachi
Course Awarded after
certification
Post Secondary 3 Years Completion of Post Secondary Primary and
level Senior Secondary | certificate 'A' Junior Secondar
School schools
Higher Education | 3 Years Completion of Diploma Either post
(Non-graduate Post-Secondary Certificate Secondary tcact
level and having taught training, or Sem
for 3 years Secondary Scho
Higher Education | 3 Years or 2 Teachers holding | B.Ed degree Either post
(Undergraduate Years for post- diploma of segopdary teach
level) diploma B.Ed education training or. Senu

Secondary Scho




Higher Education | 1 Year Holders of Post-Graduate Senior Seconda
(Postgraduate graduate degrees | Certificate in Schools or post
level) eg. BSc.. BA Education secondary teach

training college

** The entry qualification is higher than for the Post-Secondary level

1.1.2. The introduction of CA into Post-Secondary Teacher Training in Ghana: The

Issues it raises for Research.

Ghana's new Education Reform Act, promulgated in 1987 had a marked effect on
the curriculum and the assessment of post-secondary teacher training. Greater emphasis
on practical and problem-solving learning approaches at school level provided grounds
for similar reforms at the post-secondary teacher training level. For a start, the
introduction of CA and changes to the curricula of Basic Education meant parallel
changes in assessment and content of teacher education programmes. (The Basic
Education level is made up of 6 years of primary education and 3 years of junior
secondary school. As Table 1 shows the Basic Education level is the level of teaching for
post-secondary teacher training graduates).

More specifically, the two targets of reform were, (a) the approach to teaching and
learning which was criticised for being largely teacher-centred, emphasising iectures,
dictation and recall of notes and (b) the assessment system which was criticised for being
examination oriented (ODA/British Council JUSSTEP 1993). The reforms at the post-
secondary teacher training level (PSTT) were spearheaded by the Junior Secondary
School Teacher Education Project, JUSSTEP which emphasised student-centred,

interactional teaching and learning approaches. New assessment approaches under



JuSSTEP reforms were intended to reflect this change by engaging students in activities
or tasks that encourage problem-solving and investigative learning attitudes. The
introduction of 'new' assessment procedures particularly student assignments and projects,
were intended to provide opportunity for assessing curriculum objectives deemed to be
important but cannot be assessed by traditional written examinations. (See Ghana
Education Service, Teacher Education Division, 1992). Finally, the hope was that the
excessive reliance on the traditional single examination which according to the critics had
promoted a tradition of "memorise, reproduce, pass and forget" would be reduced
because of the introduction of CA (Ghana, Ministry of Education, 1988).

Implicit in these expectations and plans is the assumption that introducing newer
procedures in assessment and teaching and learning innovations will lead to irhprovements
in training and raise standards generally. However, as some educational experts have
observed, introducing new assessment forms does not necessarily enhance the curriculum
and raise standards, instead the intended outcome depends ultimately upon "teacher
perceptions of their purpose and understanding of their broader curricular intentions"
(Torrance, 1995, p. 155). As the literature suggests, a missing element of many attempts
to change educational practice such as the introduction of CA is the lack of understanding
of how people most affected by the change interpret and respond to it in practice. (See
Havelock & Huberman, 1977; Fullan, 1992). This is especially so, in systems where the
innovation requires quite a considerable amount of change in the way teachers and

students perceive and relate to newer approaches. As Fullan (1992) points out:

"Many innovations entail changes in some aspects of educational beliefs,
teaching behaviour, use of materials and more. Whether or not people



develop meaning in relation to all three aspects is fundamentally the
problem" (p. 41).

In other words, one needs to look beyond the physical objects of innovation such
as: new curriculum materials or official guidelines on new assessment approaches for
indications of achievement (Fullan, 1992; Parlett & Hamilton, 1987). Instead it is
important to examine at a more subjective level the perceptions and meanings attached to
the innovation and how that has informed or influenced practice. Fullan (1992) also
makes the point that quite apart from the need for individual conceptual and behavioural
change to accompany reform, it should be recognised that organisational chapges are
"often necessary to provide supportive or stimulating conditions to foster change in
practice" (p. 41). This suggests that "ground conditions" are just as crucial as responsive
change in practice by teachers.

Therefore it was important for research to explore training college tutors' (teacher
trainers) perception and understanding of the CA scheme introduced into PSTT and how
they practice it. As Darling-Hammond (1994) points out changing assessment forms and
formats without changing the ways in which teachers use assessment as well will not
change the outcomes of education. Thus it is necessary to examine whether there have
been changes in the way tutors' view and use assessment because of the introduction of
CA into PSTT. Furthermore, Darling-Hammond points out that the outcome of
assessment reform depends on the decisions made about the nature of new methods, the
ways in which they are used and, the companion efforts that accompany them to actually
improve training. This suggests that change by itself, symbolised by new procedures and

methods contained in official guidelines may not necessarily improve standards. Instead

10



the crucial issue is the way in which the change is perceived, translated into practise, and
the conditions which guide their operation (Fullan, 1982). Thus in this research, I was
interested in knowing the factors that were either inhibiting or promoting the effective use
of CA in PSTT.

Another issue of interest was how the introduction of CA was affecting students.
As Rowntree (1987) has noted, even though investigations carried out about the use of
CA show that students welcome it, knowledge about how they use it and what it is doing
for them still remains at the level of armchair rationalisation. Since introducing CA into
PSTT in Ghana in 1990, there has not been any in-depth investigation of whether students
were finding it useful in promoting their learning and professional development.

There is also the opposition of groups who see few real benefits emerging from
the introduction of CA because of the lack of trust in teachers to operate fairly and
consistently. For example, Akplu (1992) has observed that there are many in Ghana who
are still sceptical about allowing teachers to be involved in the assessment process the way
present policy stipulates. Their concern is that this could lead to a fall in educational
standards because teachers are not sufficiently skilled or competent enough to assess
students effectively and fairly. Despite such concern, there is very little knowledge in
Ghana about how tutors in the training college use CA and whether their practices are fair,
effective and correspond with policy stipulation.

The JuSSTEP reforms of PSTT in 1989 in Ghana, did not isolate the assessment
system for reform leaving out pedagogical instruction. The reformers indicated that the
pedagogical and assessment changes being introduced were interrelated ana intended to

impact on each other. Particularly, they emphasised that the effective implementation of

11



CA and ability to handle the reviewed syllabus depended upon the application of the new
interactive training methodologies. Methods of assessment were intended to be linked to
the pedagogical changes in order to enable tutors to further develop their approach to
teaching (Ghana Education Service, Teacher Education Division, 1992). Thl-ls, the policy
of CA for PSTT in Ghana was developed in parallel with intended changes to instructional
practice. Therefore the success of the changes to assessment practice depended to a large
extent on the success of changes such as the use of student-centred, interactional
approaches to teaching and learning. For example, assignments which formed the major
part of CA marks were expected to reflect similar instructional change that places
emphasis on self-directed or group-directed teaching and learning activity (Ghana
Education Service, Teacher Education Division, 1992).

Thus, this research also set out to investigate whether instructional practices in the
colleges followed the instructional innovations introduced by JuSSTEP and assessment
practices took their cue from the instructional innovations and, if that were not happening,
why?

Another research issue arising from the introduction of CA into PSTT in Ghana
was the nature of the content of college tutors assessment tasks. The specific research
interest was whether generally the assessment tasks' tutors set their students could be said
to act as a catalyst for improving students professional learning and development or was
just a reflection of the status quo. Awuku (1986), a professional teacher educator, writing

in the context of anticipated teacher education reforms in Ghana, argued that for:

"a teacher, to be knowledgeable and effective, he/(she) must have an
opportunity to study in a programme which relates knowledge and
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performance to his expected responsibilities, and which provides the

teacher opportunity for learning subject matter in the context of its
anticipated use" (Awuku, 1996, p. 20).

Thus, it could also be argued from this premise that assessments in use at the colleges if
they are to have a more practical orientation should provide opportunity to promote and
reflect practical professional learning experiences. The question that arises is to what
extent was this happening in the PSTT colleges since the introduction of CA.

Finally, an issue that arises with the introduction of CA is the extent to which CA
practices in the PSTT colleges reflect the official policy on CA. The interaction between
policy and practice is a key issue in the educational change process and as Fullan (1982)
has noted, often most policy change has concentrated on 'paper' changes. With the
introduction of CA into PSTT in Ghana the issue was whether CA policy went beyond
changes on paper and set up appropriate structures with potential to realize the objectives
of policy. In this respect, this research does not rest on case study evideﬁce alone but

examines the issues that emerge in the translation of policy to practice.

1.1.3. Incorporating Assessment into the Structures of Teaching to improve the quality
of Post-Secondary Teacher Training in Ghana.

One of the principal objectives of adopting CA in PSTT in Ghana was that through
it more emphasis would be given to professional and practical aspects of training
programmes. The JUSSTEP reformers pointed out that before the 1989 teacher
education reforms, learning in the teacher training colleges had become heavily

examination oriented and theoretical because all assessment was through examinations

13



(ODA/British Council, JUSSTEP 1993). That is, the formal written examinations had
favoured the more academic and theoretical aspects of training and had led to tutors de-
emphasising the practical and professional aspects. The reformers were pointin_g to the
familiar case of examinations narrowing the curriculum by setting the agenda for what
went on in classrooms as teaching and learning (Rowntree, 1989). The expectation with
the introduction of CA was that tutors would be moved to integrate their assessments with
the process of teaching and learning. In other words, the introduction of CA would
provide the objective basis for positive backwash effect on teaching and learning with
training college tutors incorporating assessment into the structures of their teaching plans.

The question of interest for this research was whether:

. PSTT college tutors possessed the competence and skills to manage the effective

and efficient integration of assessment with instruction?

Wood (1987) has noted regrettably that: "the ways in which assessment can help teachers
teach have never been properly laid out, and this as much as anything accounts for the
resistance expressed by conventional wisdom that time spent on assessment is time not
spent on teaching" (p. 262). With the introduction of CA into PSTT in Ghana no clear
suggestions were outlined to guide college tutors about how they were to incorporate CA
into their teaching plans and delivery. It might be assumed that integrating assessment
into the structures of teaching is a straight forward matter and that tutors would easily
shift to using assessment actively in the teaching process with the introduction of CA.

However, it was intended by this research to provide evidence of whether integrating
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assessment with teaching was occurring smoothly and effectively or tutors were simply
treating assessment as a separate and detached activity from teaching.

It would appear that the 1989 PSTT reformers were well aware of the potential
workload increase of new assessment requirements if they were perceived as separate and
detached from the normal activity of teaching. This explains the emphasis in the guideline
document for administering CA on the need for tutors to integrate their assessment work

with normal teaching.

1.2  Research Questions for the Study

In the previous two sections, issues and questions were raised concerning the
introduction of CA into PSTT in Ghana which this research sought to explore. These
issues can be encapsulated into FIVE main research questions which servé as the

organising questions for the empirical research. They were the following:

(1) What problems have confronted the effective implementation of CA in PSTT
colleges in Ghana?

(2) How well do CA practices reflect the objectives of CA policy for teacher training
and what accounts for any differences?

3) What factors contribute to the way in which CA policy for PSTT is interpreted
and practised?

(4) How adequate was the conceptualisation of CA policy for the teacher training

context in Ghana and how did this affect its practice?
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(5) As a process of change what experiences and structures were required for the

successful implementation of the CA scheme and how were these requirements

being met?

Answers to the research questions were to be found through an investigation of
the features of perceptions and beliefs about CA, the practices which constitute CA, the
operating guideline document and the structures for supporting CA practice. Also, the
research aimed to explore the problems that have emerged since the introduction of CA
into PSTT and what steps were being taken by the teacher training establishment in Ghana

to address them.

1.3  Significance of the Study

There are three main reasons why this study is significant. The first is that it will
help improve policy on teacher education development in Ghana, especially in the area of
assessment. Government plans are to upgrade the level and status of PSTT to produce
a competent teaching force who are capable of promoting education and national
development (Ghana Ministry of Education, 1993). However, without concrete
information about what recent innovations are or are not achieving, further attempts to
improve or change the educational system may prove unsuccessful. In the situatio‘n where
there is lack of concrete evaluation evidence, reform will continue to be based purely on
theoretical considerations and lack the informed backing of research as appears to have
happened in the past. This research therefore aims to provide insights into how new

education policy such as the introduction of CA has been implemented and draw lessons
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for possible future assessment reform in teacher education in Ghana.

In the 70's Havelock and Huberman (1977) made the observation that there was
a disappointing lack of in-depth case studies of innovations in developing countries that
are useful for both researcher and practitioner. The situation appears to have changed
very little in Ghanaian educational development where available evidence suggests that
official evaluations often fail to feature textured accounts of what teachers and students
feel about changes and what really happens in practice. Thus, this research purposely
emphasizes the opinion and understandings of students and tutors who are most affected
by the introduction of new policy. It attempts to examine practice at the local level and
highlights the key issues that policy makers will probably need to pay particular attention
to if they are to bridge the gap between policy and practice. Ultimately, such information
will contribute to the body of knowledge building up about managing chang;re in practice
especially in a developing country such as Ghana.

The second reason for this research is that it will add to the scholarly research that
is emerging about the implementation of CA schemes at both the international and national
level. Internationally, the problems that face the introduction of CA into school systems
have been studied and reported by many researchers (see, Hoste & Bloomfield, 1975;
Nwakoby, 1987; Kellaghan & Greaney, 1992; Pennycuick, 1990; Ali & Akubue, 1987,
Akwesi, 1994). All of these studies and reports have looked at CA at the pri‘mary or
secondary levels of education. What has not received much attention is the nature of
problems and challenges it faces in other contexts of education, such as teacher training.
Thus, this study will provide another dimension of the problems and challenges CA faces

in the teacher training context.
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Since Ghana introduced CA into PSTT from 1990 no critical and extensive study
has been carried out to explore the role it fulfils in training. As was pointed out earlier,
its introduction into teacher training was expected to achieve specific things. For example
it was expected that it would offer the opportunity to place value upon important
professional skills and qualities necessary to be learnt and developed for effective teacher
performance. For example tutors in Science would direct CA particularly towards those
areas that the external examinations were weak at assessing such as practical and
professional skills. In Mathematics the expectation of the policy on CA was that it would
lead tutors to emphasize practical problem solving activity as an essential part of the
learning and teaching of Mathematics. Despite these expectations, no in-depth study has
yet been carried out to investigate whether the present framework for practising C‘A in the
training colleges in Ghana is really promoting any of these objectives. What is more
important, if it was not, what form a revision of the approach to CA should take to reflect
and support the aims and objectives of teacher training. Thus, as far as these issues are
concerned this study serves as a unique opportunity to provide insights into using CA in
PSTT in Ghana.

A third reason for the significance of this study relates to how it will help to
understand what needs to be done to ensure the quality of CA. One of the implications
for introducing CA is that tutors have to take greater responsibility than ever before for
the assessment of students on the basis of their work done in the colleges. This obviously
raises questions about tutor expertise in assessment and the mechanisms for ensuring
comparable standards across institutions. These may lead to a consideration of the issue

of moderation. Elsewhere tutor-centred group moderation has been put forward as the

18



most appropriate approach to moderation since it can provide tutors the opportunity to
develop further, their knowledge and skills of assessment (Broadfoot, 1994; Gipps, 1994a;
Murphy, 1991; Radnor & Shaw, 1995). Also, tutor-centred group moderation has been
noted to help improve uniformity of standards across institutions. Howevef in Ghana, it
is not clear how such a moderation exercise should be approached. It is important that
before any human-intensive quality assurance system is introduced, a lot more is
understood about the problems and challenges that face its practice in teacher training in
Ghana. Research into the practice and management of CA in PSTT colleges in Ghana
would therefore provide information about whether essential modifications should be
made before applying group moderation. For example, it is important to know whether
tutors use assessment criteria in assessing students work. If they did, to understand the
nature of the criteria and whether such criteria have any commonalities across colleges.
It is equally important to know whether the present policy and practice of CA are
amenable to a group moderation approach, and if not, what has to change.

In summary, for Ghana, the study will have significance for assessment policy
formulation and CA practice at the teacher training college level. It will also add to the
growing body of research related to the implementation of CA in the educational systems

of developing countries.

1.4 Structure Of The Thesis
The thesis is made up of seven chapters which have been logically arranged to
provide insights into the issues raised by the research and to provide answers to the

research questions. It is structured under two main parts: the first part consists of
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Chapters 1, 2, 3 and 4 while the second part consists of Chapters 5, 6 and 7. The focus

of the chapters is:

Chapter 1:

Chapter 2:

This chapter provides the background and the task of the research. It sets
out in detail the issues that the study sought to explore as a result of the
introduction of CA into Ghana's teacher training colleges. It also presents
the questions posed to guide the research and for which answers were
sought. The chapter also outlines the importance of the study for the
larger body of research on CA, for future policy considerations and for
helping to improve CA practice. The last section explains the layout of the
thesis, the aim of which was to provide a quick summary of its structure

and components.

This chapter is divided into three main sections. The first section provides
a panoramic view of the history of assessment development in Ghana from
colonial times, with a particular focus on the factors which contributed to
the culture of examinations. This section also describes the attempt to
incorporate CA into the Middle School level of education in Ghana and
analyses the factors that may have accounted for it being unsuccessful.
The second section traces specifically the history of assessment
development in initial teacher training, now PSTT, up to the time of the
educational reforms of 1987. It examines some of the early attempfs made

to reform teacher training and its assessment system and analyses the
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Chapter 3:

Chapter 4.

factors that contributed to the lack of success. The final section examines

the characteristics of the latest innovations in assessment and instruction

at PSTT in Ghana.

This chapter is one of the two literature review chapters, the other being
Chapter 4. The chapter is devoted to a general review of the literature on
issues relating to CA, its conceptualisation, philosophy, effects, and finally
some studies about the implementation of CA in developing countries.
Since the thesis is about CA in the context of teacher training, it is
important to draw on the arguments in the literature on assessment and
relate it to that context. Thus, the chapter also focuses on issues that
relate directly to teacher training assessment, critically analysing them and
making inferences that are relevant to this study. Particular emphasis is
placed on the theoretical arguments underlying certain approaches to
assessment and their implications for the teacher training contéxt in Ghana.
The final part of this chapter examines some technical issues about
assessment, drawing on the key issues for their implication in the teacher
training context. An important aspect of the discussion in this part is the

questions and issues that arise for Ghana.

One of the advantages attributed to CA is its potential as a tool for
formative assessment. As the literature about CA reveals this is central to

its philosophy. Therefore, this chapter examines issues that relate to this
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Chapter 5:

function of assessment and discusses the tension and relationship between
formative and summative assessment. The philosophical discussions raised
regarding the debates concerning formative assessment and how it can
help to improve learning and performance is also examined. The
discussions draw on the relevant issues of this debate and examine their
implication for teacher training. The second part of the chapter is the
discussion on profile assessment and its potential to perform a variety of
formative and summative functions. Also, discussed are the issues
presented in the literature about profiling in teacher education and some

implications for practice in Ghana.

This chapter discusses the research methodology for the study. It is made
up of two main parts. The first part presents a detailed overview of the
methodology employed and the rationale underpinning it. It pafticularly
examines some of the philosophical issues regarding the qualitative
method and the underpinning philosophy of the research approach of this
study. The second part discusses the specific methods employed in the
collection and analysis of the case study data from both theoretical and
practical perspectives. This part 1s very detailed to give a comprehensive
picture of how data was collected and analysed. It also discusses the

challenges and problems faced in the research process and how these were

dealt with.
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Chapter 6:

Chapter 7:

This chapter presents a comprehensive report of the substantive fieldwork
evidence leading to the findings. The reported findings are based upon the
analysis of the data across the three case study colleges. (A profile of each
college is presented in Appendix 1). The chapter is lengthy and contains
extensive use of verbatim quotations to illustrate the perspectives of the
participants in the research and is in keeping with the traditions of
reporting qualitative case study evidence. It must be pointeci out that the
analysis, although firmly grounded in the case study evidence sometimes
extends beyond this to take account of the appropriate issues raised in the
literature discussion in Chapters 3 and 4. For example, threats to the valid
use of CA results are discussed in relation to the content analysis of case
study tutors' assessments as well as issues raised in the literature
discussion about threats to the valid use of assessment data. This was
considered an important part of the analysis as it helped to shamen the
discussion and raise the significance of the issues that emerged from the

research.

In Chapter 7, I draw together the outcome of the research guided by the
key questions of the research and discuss various implications relating to
the findings. Wider implications of the findings which relate to the issue
of changing practice in educational settings as associated with the
implementation of the CA scheme are also discussed.  Similarly,

implication for assessment policy review in PSTT in Ghana is considered
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and general recommendations suggested for improving the training and
assessment of students in teacher training. In addition, the issues
unearthed for possible future research are presented and reflections on the
research are made pointing out the strengths and the limitations of the

research, as well as the challenges faced doing qualitative research.
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CHAPTER 2

HISTORICAL PERSPECTIVE OF ASSESSMENT DEVELOPMENTS IN

INITIAL TEACHER TRAINING IN GHANA

2.1.  Introduction

This Chapter presents a historical perspective of assessment development in
teacher training in Ghana. To put this development into context, it is important to provide
an overview of the wider picture of assessment development in Ghana from the colonial
period. Ghana's educational system like that of many developing countries has been
plagued by a culture of examinations, with its attendant problems. So an overview of
some of the factors that have accounted for this culture, together with attempts at
changing it is discussed. This forms the first part of the chapter.

Teacher training was one of the areas in the evolving education system which was
influenced by the emerging examination culture. The way in which this happened and the
efforts that were made to effect a desirable change is the subject of the second part of the
chapter. This provides the contextual background information for the discussion on
recent assessment arrangements as they operate within the framework of new assessment
policy for teacher training.

The second part also examines the current rationale for introducing CA into PSTT
and the specific arrangements for operating and managing it. Closely linked to the
introduction of CA in teacher training in Ghana were innovations in teaching and learning

approaches. Thus, the last subsection of the second part discusses the nature of these
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innovations and their importance to the new assessment approaches under the current CA

system.

2.2 Educational Assessment and its reform: The Ghanaian Experience
2.2.1 Introduction

The current use of CA in Ghana's educational system is neither new or accidental,
In Ghana's educational development some attempts were made to incorporate. school-
based assessments to either augment examinations or replace them. However, none of
these appeared to have met with any particular success and examinations remained the
cornerstone and focus of educational experience. Examinations had come to symbolise
a means to an end, the end being economic and social mobility for an individual. This
became in a sense the 'hidden' agenda for schooling with the whole educational experience
of students, including that of teacher training, focused on examinations (Akplu, 1989).

Though the nature of developing formal education in Ghana, often described as
'bookish', was recognised as contributing to an undesirable examination culture and
affecting the quality of teaching and learning, the attempts at reforming it appeared
superficial. The thrust of very early educational reform and what followed subséquently
was on improving access and equity (see McWilliam & Kwamena-Poh, 1975). As
Omolewa (1982) points out referring to similar early educational reform in Nigeria,
educational development should have placed as much emphasis on ensuring curriculum
practices that will value and place meaning on the experience of education. However,
often curriculum issues including assessment were relegated to the background. Foster

(1965) for example, notes that proposed extensions of educational provision during early

26



educational development in Ghana were not parallelled by any immediate proposals to
radically restructure the curriculum. Where curriculum innovation or change was
attempted, it tended to be influenced by the entrance requirements of institutions further
up in the educational hierarchy. Since moving up the educational ladder depended on
passing examinations, the effect of this was to be a further entrenchment of examinations
as the focus of teaching and learning.

The introduction of the Education Reform Programme (ERP) in 1987 could be
described as the first significant attempt to place the curriculum at the heart of education
reform. Curriculum innovation which included the introduction of CA extended to all
spheres of the education system, including initial teacher training.

Before discussing the influence of the New Education Policy of 1987 on ITT,
notably the introduction of CA, it is necessary to examine certain factors within early

education development which had contributed to the culture of examinations.

2.2.2 Early Factors Promoting a Culture of Examinations

The establishment of the 'Castle Schools' in Ghana (then Gold Coast) in the 17th
century began the experience of formal education. These schools which were sityated in
the castles along the coast, hence the name 'castle schools', were the result of efforts by
the Portuguese, Dutch and Danish to educate locals for the purpose of trade, commerce
and expansion of the Christian Religion (see McWilliam & Kwamena-Poh, 1975).

However, as early as 1844 the British Colonial Administration began building the
educational system that became the foundation of the present one. The growth of the

education system was closely affected by the system in Britain and quite early in this
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evolving system the school curriculum had adopted the British system of monitoring
instruction. The core of the curriculum consisted of, reading, writing and religious
instruction, supplemented by arithmetic for the more advanced pupils. Learning was
mainly by rote with pupils chanting a chorus of half-understood statements. It was not
long before this tradition attracted criticism. As Foster (1965) points out a select
committee appointed to study the feasibility of continuing British Administration during

the colonial period frowned against this practice.

"There is too much time employed in the schools in the mere exercise of

memory, too much of a mere teaching of words, and neglect of the

knowledge of things, and too little employment of the faculty of thinking

..." (Foster, 1965, p. 53) '
Early experiences of education were manifestly academic in nature and quite often
detached from the experience of what could be described as meaningful learning. Coupled
with this situation were the practices of job recruitment and selection which was becoming
increasingly necessary with the expanding activities of colonial rule (Ghana Ministry of
Education 1993). In practice those with certificates, especially the primary school
certificate (established 1906), stood a better chance of getting, 'white collar' employment.
Parents therefore sent their children to school to maximise their opportunities with the
emergent occupational and prestige structure created by colonial rule. As Omolewa
(1982) points out, "Education for the certificate" via examinations had in the early years
of colonial rule in West Africa began to play a vital social and economic function.

The Education Ordinance of 1887 which led to the introduction of the practice of

"Payment by Results" was to have further influence on focusing the curriculum in the
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schools onto the requirements of examinations. Expanding primary education caused the
number of pupils to outstrip the supply of well-trained teachers and led the .Govemment
to institute the policy of payment by results in order to legitimise expenditure on primary
schools. By this system, the amount of a school's grant depended on how many pupils
passed the annual examinations, conducted by the appointed Inspector of Education. A
grant of 2 shillings per pupil per year was paid for each pass in arithmetic, reading and
writing with varying grants given on average attendance. This was unfair to teachers
because it implied that the failure of students was automatically the fault of the school.
As McWilliam and Kwamena-Poh (1975) point out this practice was to have the effect of
enforcing rote-learning making fear, the main incentive for learning. They described the

practice as,

....... a mechanical method of ensuring that children, like blotting paper,
absorbed a number of facts, and thus the country was getting, in theory,
an adequate return for the money it was paying teachers" (McWilliam &
Kwamena-Poh, 1975 p. 41).

These examinations were brief and gave no time to see if answers were understood.
Teachers felt compelled to 'coach' their pupils to pass them so creativity in teaching and
learning was stifled. "Payment by Results" was discontinued in 1909 with a new set of
Education Rules designed to improve teaching and allow teachers more freedom in
teaching. Nevertheless, this did not kill "parrot-learning" as McWilliam & Kwamena-Poh
(1975) point out. The "Payment by Results" system had already given prominence to
examinations and entrenched the value of examinations in colonial education in the Gold

Coast (now Ghana). It left a deep impression on the style of teaching and learning within
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primary schooling right from its development (Foster, 1965).

Another growing influence on the examination culture was to come from the
emerging elite group of educated Ghanaians who had part or all their formal education in
England. The form of education they had experienced and the qualifications they had
earned through taking overseas examinations (eg, Oxford and Cambridge Examination
Boards) became the aspiration of many who did not have the chance of studying abroad.
Education particularly secondary education was aimed at preparing students for sitting
these overseas examinations. With the growing number of secondary schools and other
professional institutions it was felt necessary to establish a regional examination body, the
West African Examination Council (WAEC) in 1952. It regulated and set examinations
for various professional and academic bodies including the Teacher's Entrance and
Certificate Examinations (McWilliam & Kwamena-Poh, 1975).

With the establishment of WAEC, examinations had become part and parcel of all
aspects of education and training in the country. Teaching focused on the examination
syllabus and the legitimisation of education and training via external examinations had
become a publicly endorsed concept.

The next stage of education after the six years of the Basic Primary Course was
the Four-Year Middle School Course. (See Appendix 2 for a description of the old
educational system). It was at this level that a first attempt at introducing CA at the

school level was made and forms the subject of discussion for the next section,
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2.2.3 Introduction of Continuous Assessment: The Middle School Experiment

Middle schools replaced the earlier 4-year senior primary which followed six years
junior primary and by this was abolished the examinations leading to the senior primary
leaving certificate. Middle schools became channels of entry for students (a small minority
at the second or third year stage) seeking to enter secondary schools via a common
entrance examination. They also provided terminal courses for the majority of students
studying technical and vocational education and students wanting to enter teacher training
or technical institutions. (See, Appendix 2). Thus, the middle schools were faced with
the double duty of teaching the small minority of secondary scholars who would leave
them after two or three years and the large majority of those who would complete the
four-year course and take the Middle School Leaving Certificate (MSLC) Examination.

In 1953, MSLC examination was replaced with internal assessment by teachers on
a CA basis and certificates were awarded by the Ministry of Education t.>ased on CA
results. The change to the internal assessment arrangement was intended to allow for a
wider coverage of the curriculum content of technical and vocational education until then
narrowed by the requirements of the MSLC examinations.

This arrangement was however short-lived as it failed to gain recognition by
parents, employers and politicians. Public and employer demand was for the legitimisation
of education via examinations because CA was considered not rigorous enough and that
this was an attempt by government to devalue the MSLC and make it less marketable.
This led back to re-introduction of the MSLC examination conducted by the WAEC. The
certificate obtained through an external examination was considered to be more legitimate

than an internally unmonitored teacher assessment system. People felt the MSLC via
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examinations had a better market value than that through CA. Apparently, the
employment value of the MSLC via external examinations had outweighed the argument
that internal teacher assessment arrangement was better for practical and professional
reasons. Thus the social legitimacy and further educational opportunities provided by
examinations had crippled the first major attempt to introduce CA into the schooling
system.

It could be argued that a further two reasons explain why the introduction of CA
at the middle school proved unsuccessful.

First, the double duty of teaching students who were to take the entrance
examination for the academic secondary schools which were highly competitive and
simultaneously, teaching students within a terminal curriculum context created conflicts
and tensions. This inevitably undermined the use of CA in the terminal curricuh;m case.
Students and teachers alike were more concerned with the common entrance examinations
which determined which students would qualify for the more sought after academic
secondary education. It is obvious now that the role of CA was not properly
conceptualised especially within the framework of the existing examination system.
Perhaps a model based on a co-existence of internal and external assessment arrangements
would have gained more public acceptance, at the time. Under the current arrangements
for CA at the Basic Education level in Ghana, though there is co-existence of CA with
examinations, the lack of a system for monitoring CA practices still creates worries about
its value. This brings to the fore the next issue about why the introduction of CA.into the
middle school system proved unsuccessful.

The absence of supporting structures for its practice, such as moderation to
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address issues about reliability and validity contributed to the lack of trust by the public
in the certificates issued. There was no system of "checks and balances" to provide
assurances to employers and the public who were already sceptical, and rightly so, about
the validity and reliability of CA. Therefore it could be argued that the introduction of
CA into the Middle School system was headed for failure because it bas.ically lacked
proper conceptualisation regarding its operation for fairness and credibility. Instead of the
educational establishment addressing the concerns expressed about its credibility by
setting up structures that would satisfy technical criteria of reliability and validity, it was
simply dumped after mounting opposition. Also, there was no attempt to train middle
school teachers in the skills and management of CA. Akplu (1992) reflecting on the
introduction of CA into the middle school system and urging, a different attitude to the

current use of CA in schools and colleges in Ghana argued that:

"We would have perfected the practice by now if our predecessors had

adopted a positive attitude toward the problems that emerged at the time

of (its) introduction in the early 1950's" (Akplu 1992, p. 11)

However, under the present system of CA for schools and colleges in Ghana there
are still no structures put in place such as moderation, to enhance quality in CA and
promote public acceptance of it. For example, although teachers conduct CA which
carries 40% of the overall marks, no partnership arrangements between schools and the
external examination body (WAEC), have been forged to monitor and moderate CA to
ensure comparability of practices and results within and across schools.

In summary, not much seems to have been learnt from the middle school

experiment with CA by the 1987 educational reformers in Ghana. Managerment support
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and training activities are needed for teachers and schools to consolidate CA in the
educational system to forestall the possibility of regressing to the single examination
system, as happened with the middle school system.

In the next section I examine how assessment systems developed in ear.ly initial
teacher training within the flourishing culture of examinations that emerged with the

development of education from the colonial era.

2.3 A Brief History of the Development of Assessment in Initial Teacher

Training in Ghana

The introduction of teacher training in Ghana can be attributed to the work of
early missionary organisations. These missions had recognised the need to train teachers
for the schools they were establishing very early in their work. It was the Basel
Missionary Society which began the formal training of teachers. The Basel Mission was
mainly a German Society with its headquarters at Basel in Switzerland. They set up two
teacher training colleges, one for young men in 1843 followed by one for ydung women.
By 1880, the Basel Mission had established forty-five schools with 1200 pupils. The
brighter pupils from these schools entered their colleges where they undertook a two-year
course in teacher training leading to a career in teaching (see McWilliam & Kwamina-Poh,
1975).

Much of this was to change after the enactment of the Education Ordinance of
1887 which brought in the system of "payment by results". The Board of Education
constituted as a result of the Ordinance stipulated that for mission schools to qualify for

assistance, apart from the satisfactory performance of their students in the Inspectors'
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examinations, their teachers had to hold the Board's certificate by examination. Grants
for schools were to be determined in part by the number of teachers who held the Board's
certificate.

By 1909 the government had also established its own training institution, Accra
Training College, whose students were also required to take these examinations.
Understandably, because of the policy to link government financial assistance to schools
with the number of the schools' staff who hold the Board of Educations' certificate by
examinations, examinations emerged as the central focus of training for the colleges.

According to McWilliam & Kwamina-Poh (1975), the Education Department soon
realised the narrowing effect its examinations were having on the curriculum of the
colleges. To remedy the situation they proposed that the colleges, at this time numbering
three, were to conduct their own assessments of students on a CA basis with the
Education Department issuing certificates after completion. The aim was to allow for
more freedom in teaching and learning in order to meet the goals of teacher education.
One of the reasons put forward for introducing internal assessments in replacement of
external examinations was that the three training colleges were staffed with well-qualified
tutors. The assumption was therefore that they were competent to assess their students
reliably.

There are two interesting points which can be noted from this move to introduce
internal assessments in the training college system. First, the recognition of the Education
Department that its examination policy was having some negative effect on what went on
in the colleges as far as curriculum coverage was concerned. This appears often to be the

drive to introduce CA into school systems (Lewin, 1993; Ali & Akubue, 1988). Secondly,
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what is more important, the confidence to make the move to CA because of the
assumption that tutors teaching in the colleges were competent enough to handle the use
of CA. However, what is not clear is the background training of these college tutors,
whether they were given some special training in assessment techniques. Nevertheless the
need to ensure that the teacher training curriculum was not narrowed by the reliance on
formal external examinations and confidence that training college staff were competent
to carry out assessment engendered the move to CA.

The practice of CA which began in 1927 flourished until 1957 when with the
continued expansion of education institutions under the "Accelerated Development Plan
(ADP)" of 1951, questions began to surface about uniform and satisfactory standards
through the country. (see, McWilliam & Kwamena-Poh, 1975). The 1951 ADP for
education led to the creation of more teacher training institutions to match the expansions
in the primary sector. Concern began to be expressed about the standards in the growing
number of teacher training institutions. The internal CA arrangements which posed no
problems for a few training colleges had suddenly become unacceptable \;vith the
expansion of initial teacher training. Questions about comparable standards were raised
by the public. Because of these concerns, the then Minister of Education, Mr C. T.
Nylander informed Parliament of the need for guidance concerning certification and
control if standards in teacher training colleges were not to deteriorate. Perhaps, at this
stage if the needed guidance and quality control had come through moderation measures
and in-service training the system might have been preserved and improved. However as
a result of the emerging concerns, a National Teacher Training Council (NTTC) was

formed to look at ways in which to ensure that high standards in teacher training were
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maintained. The NTTC recommended that common examinations should be conducted
by the WAEC for entrance and final certification for certain subjects. The training
colleges were to conduct their own internal assessments for the remaining subjects
(McWilliam & Kwamina-Poh, 1975).

The WAEC conducted common final external examinations in five subjects. These
were Education, English Language, Mathematics, Geography and History. The colleges
conducted internal assessments in General Science, Agricultural Science, Arts and Crafts,
Music, Physical Education, Civics, Ghanaian Languages and Religious étudies. Not
surprisingly, the more practical oriented subjects were the ones assessed internally by
tutors. In the current educational system, the need to assess practical work in the form
of personal studies or projects has been given as one of the reasons why CA has been
introduced (Ghana Ministry of Education, 1987). Clearly the idea of introducing CA into
current teacher training in Ghana because of its advantage in allowing the assessment of
the more practical side of the curriculum is not new. A similar reason for the introduction
of CA into PSTT colleges was given by the 1989 teacher training reformers.

Although training colleges at the time had some responsibility towards the
assessment of their students the results of these assessments were not used for
certification. It was only the external examination results which counted towards
certification, therefore the effect of this assessment arrangement was predictable. External
examination subjects became the focus of instruction since decisions leading up to
certification were based solely on them. Questions set by the WAEC examination for
teacher training was noted in a national teacher education report to have very little

relevance to the work of teaching in primary schools (Commonwealth Secretariat, 1973).
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Tutors were noted to be focusing on the examination syllabus which meant that
professional attributes and skills of training which were difficult to assess via examination
were receiving little attention.

There was growing concern about this development and calls for appropriate
action to correct the non-professional tendencies developing in teacher training due to the
backwash effect of the examinations. By the beginning of the 1970s, the number of
external examination subjects had been reduced to three. These were Education,.English
Language and Mathematics. The rest were examined internally with emphasis on
methodology and current approaches to the development of learning. It has to be pointed
out that the 1970s was the period in which there was increasing recognition of new trends
in teaching and learning which called for more student-initiated work. This was argued
to be a good reason for introducing more subjects to be assessed internally.

Quite predictably, the reduction in the number of subjects examined externally did
not solve the problem of the backwash effect of external examinations on teaching and
learning. Decisions leading to certification still rested entirely on performance in the three
examination subjects and therefore the examinations continued to have the effect of
directing the focus of instruction and students learning attitudes. What the reformers
seem to have failed to recognise was that decoupling the assessment syétem into an
external and internal component was not the solution to the backwash effect on the
curriculum. As the evidence in this thesis will illustrate, the basis for the backwash effect
on the curriculum comes essentially from the high-stakes value students and teachers
attach to the external examination. Kellaghan and Greaney (1992) have also noted a

similar effect of examinations on the curriculum of schools in other African countries.
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Another factor was that the internal assessment component of the training college
assessment system in the 1970s did not count towards certification. This was something
which was corrected by the New Education Reforms of 1987. Whether this has made
much of a difference is one of the tasks this research sought to examine.

Further recommendations were advanced by the 1970 reformers of ITT to "correct
the attitude of students to the subjects taken internally" (Commonwealth Secretariat:
Ghana Report, 1973). They recommended that overall assessment of Teacher Training
should be composed of a weighting breakdown of 40% on external examination, 40% on
the internal and 20% on an elective subject. However, this recommendation was never
implemented.

The New Education Reform Programme (ERP) of 1987 brought a further focus
on a national level to using CA as part of final assessment of students. This was to give
teacher training an added boost in its drive to place more emphasis on the internally

assessed subjects. The next section discusses this in detail.

2.4  Introduction of CA into Post-Secondary Teacher Training: Features of the
Current System
The introduction of CA into PSTT was initiated as part of the reforms in
Education for two reasons. First, it had been introduced at the Basic Education level and
since student teachers in training were eventually going to teach at this level it was felt
that they needed exposure to its practice. Secondly, teaching and learning innovations
being introduced into teacher training required trainees to spend a good deal of time

engaged in learning situations that would enable them acquire desirable professional skills.
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It was thought that college-focused CA was in the best position to assess students
engaged in professional learning situations and the outcomes.

As it was pointed out in Chapter 1, a national conference on teacher education
organised by the Institute of Education University of Cape Coast in 1986 put the issue of
CA back on the teacher training agenda. This time it was recommended that CA results
should be included in the decision process leading to final certification. 40% of the final
marks was to come from CA with the remaining 60% from the Institute of Education final
examinations. The recommendation was not acted upon until 1990 when with the support
of JUSSTEP the Institute of Education began to combine CA marks with external
examination marks to reach decisions about certification. Initially, no guidelines for
administering CA in the colleges (numbering 38) were introduced. Later in 1992,
guidelines were designed and introduced as part of the JuSSTEP innovations. The
guidelines specified the number of assessments and examples of learning tasks and
activities upon which students were to be assessed. Also, CA was to perform a formative
function.

(a) "By making assessment part of the learning process, continuous

assessment ...... enables students to learn from the evaluation and change.
It is therefore oriented to the development of the individual.

(b) It (CA) should provide continuous feedback to the student and the
teachers for corrective action to be taken towards improvement of
performance."

(Ghana Education Service/Teacher Education Division 1992, p. 3)

The guidelines stated that CA should incorporate with normal teaching and

learning activity and a profile of students' abilities, efforts and achievement should be the
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result of CA. To facilitate its smooth operation a management support structure was set
up consisting of Heads of Department, tutors, Vice-Principals and newly appointed
Assessment Officers, each of whom had specific responsibility towards its implementation.
(See Appendix 3). Such innovations marked a significant departure from previous
attempts at introducing CA into any level of Ghana's education system. Thus, the 1990s
saw a different attitude and approach to the practice of CA in teacher training in Ghana.
The characteristics of the changes to the assessment system which took place in the 1990's
are contrasted with the 1980's and summarised in Table 2 below. However, its
implementation encountered some practical problems (ODA/British Council, JUSTTEP,

1993).

2.4.1. Some early problems with the introduction of CA in Post-Secondary Teacher

Training

JUSTTEP conducted a study to evaluate the impact of its innovations in PSTT in
1993 and among the issues it reported on was CA. The JUSTTEP study was conducted
in twelve teacher training colleges, lasting eleven days with an average of two days spent
in each college. It is important to point out that observations about the implementation
of CA in the training colleges was not the focus of the JuSSTEP study. Observations
about CA were made in the context of other indications of impact related to the overall
JuSSTEP inputs such as teaching/learning materials, equipment, books and in-service
training. Thus, the focus of the study was not on CA per se which meant that the findings
about CA were limited in depth and scope. Also, the framework of the study did not

allow for the inspection of assignments or did it involve in-depth interviews and
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Table 2:

Summary of the changes identified in assessment practice in the

1980's and 1990's

ASSESSMENT IN THE 1980s

ASSESSMENT IN THE 1990s

FEATURE

INTERNAL | EXTERNAL | INTERNAL EXTERNAL
Subjects assessed | Mathematics, Mathematics, | Mathematics, Mathematics,
Education, English, Science, English, | Science,
Ghanaian Education Education, Technical Skill,
Language, Social & Education,
English, Cultural Studies, | English and
Physical Physical Vocational Skills.
Education, Education,
Social & Cultural Ghanaian
Studies, Language,
Agricultural Vocational
Science, Science, Skills, and Life
and Art Skills
Mode of Written Written Formal CA: Written
assessment examinations set | examinations | tests, quizzes, examinations set
in colleges, set by the assignments, by the Institute of
informal CA Institute of projects and Education, UCC
Education, term exams. :
UCC
Frequency of Not more than 6 | End of the 3- | Specific number | Core subjects
assessment examinations; year course of assessments assessed at the
frequency of CA stipulated in the | end of the second
depended entirely guidelines year; Optional
on inditvidual document. subjects assessed
tutor. Tutors chose to | at the end of the
assess when third year.
appropriate.
Nature of Each college used | Not applicable | Common system | Not applicable
assessment own records for conducting
records keeping keeping CA; common
procedures procedures record keeping
procedures
Proportion of the | Nil 100% 40% 60%

assessment used
to reach final
certification
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observations of classroom teaching. All the data was gathered through questionnaire and
structured interviews. As Hargreaves (1988) points out, "... what people write 'in the
cold' as a response to a brief item on a questionnaire, is often a poor document of their
everyday working perspectives" (p. 11 1). Thus, the full picture of what was happening
in the colleges as far as CA was concerned may not have been gained. In contrast to the
JUSSTEP evaluation, this researches case study evaluation involved detailed situational
analysis of the views and experiences of tutors and students about CA practice.
Nevertheless, the JUSSTEP study came out with some interesting findings worth pointing

out. Some of the general findings regarding CA were the following;

. Though the CA system was considered satisfactory, some tutors noted that it was
tedious and time-consuming and inhibited effective teaching and learning.

. The study also indicated that "CA was not being rigorously implemented" noting
that 31% of students stated they were regularly set assignments, with 59% stating
sometimes and 10% rarely.

. The management organisational structure set up to manage CA was also not

functioning properly in some institutions.

Another dimension of the JUSSTEP study of interest to this research was the
findings about the innovations to teaching and learning. The central thrust of the
JUSSTEP reform was to up-grade the professional competence of tutors and to
disseminate ideas on appropriate teaching methodology. The strategy used to achieve this

was to introduce student-centred interactive models of teaching and the reformers
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targeted five subject areas: Mathematics, Science, English, Technical Skills and Education.
Over a period of four years (1989-1993), JuSSTEP activities involved the development
of teaching and learning aids and INSET workshops, some of which addressed issues
about the practice of CA. The following represents a summary of some of the Jl:ls STEP

findings related to teaching and learning innovations in Mathematics and Science:

. There was evidence to show that tutors were all aware of the 'new' student-
centred approaches;

. These were being used regularly in 6 out of 10 Science and Mathematics
departments. The other Science and Mathematics departments used them, though
occasionally. (No specific reasons were offered for this).

. 41% of Mathematics students and 33% of Science students said their tutors used

activity-based teaching and learning approaches.

One of the important findings of the study related to the question of whether .students had
noticed any difference between approaches to teaching in secondary school and teacher
training. 94% said they had noted a considerable change in teaching methodologies.
Against the 1970 teacher education reformers concern about the predominant academic
secondary school style of teaching in teacher training, this represented an encouraging step
forward. These findings suggest that some impact had been made by the JUSSTEP
innovations, although the authors also pointed out that its overall impact had been limited
by certain major structural constraints.

However, what was not clear from the JUSSTEP Impact study report was exactly
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how CA was being practised. The following issues were not investigated by the

JUSSTEP study:

. What kind of relationship existed between CA and the teaching and learning
processes, why did tutors' feel it inhibited effective teaching and learning?

. Also it was not clear from the report whether the current CA scheme was doing
much more than helping to categorise prospective teachers into 'pass' and 'fail'
groups. Was it serving a useful formative purpose as well and if not, why?

. Did the present CA scheme need restructuring to fulfill the purposes for which it

had been introduced?

These are questions among others this research sought to explore and provide

Some answers.

2.5  Summary

This chapter has surveyed the main developments in assessment at initial teacher
training in Ghana, from the colonial era until the 1987 Education Reform Programme.
Before that, it analysed some of the factors that had contributed to the legacy of
assessment practice in teacher training in Ghana, today. It also examined the attempts to
make teacher training assessment more professionally relevant by increasing the number
of internally assessed subjects and suggested reasons why they were unsuccessful. The
chapter also looked at the characteristics of current change in assessment arrangements

in post-secondary teacher training (PSTT). Finally findings from the JuSSTEP impact
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study concerning CA and teaching and learning was reviewed to set into context what this
research expected to achieve.

It is reasonable to conclude from the discussions in this chapter that the most
concerted effort to make CA an important part of teacher training in Ghan.a, was made
with the introduction of the Education Reform Programme in 1987. However, it is
important to understand much more clearly what has happened in terms of the practice of
CA and the role it is fulfilling in the teacher training colleges. I believe that this research
would contribute towards a better understanding of the kind of challenges and problems
facing the use of CA in teacher training in Ghana.

In the next chapter, the literature concerning CA and related issues is examined.
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CHAPTER 3

CONTINUOUS ASSESSMENT

3.1 Introduction

The purpose of this chapter is to review issues in the assessment literature
concerning CA. The first part of the chapter examines the general philosophy and
principles of practice of CA. Since the focus of this study is on CA practices in teacher
training it is important to examine the assessment literature for issues relevant to that
context. This forms the second part of the chapter. Of particular interest in this second
part are the following issues: the role of traditional testing approaches in teacher training
assessment, validity and reliability considerations in the use of CA proce&ures for the
teacher training context and issues about the moderation of teacher assessments. The
chapter concludes with a look at some effects of CA and problems encountered in the
implementation of CA schemes in developing countries, including the case study country,

Ghana.

3.1.1 Meaning of Continuous Assessment

"Continuous assessment" (CA) as a term of assessment has often been used
variously to mean different things. Nitko (1996) points out that these different meanings
can lead to confusion and problems when it comes to implementing it, especially as part
of a national assessment system. Therefore, it is expedient to examine the various

meanings attached to the term CA and what it stands for in this thesis.

47



The essential question is, what is the underlying philosophy of the phenomena of

CA? One Regional Examination Board in Britain described it in three different ways each

reflecting a different perspective:

"(a) It represents continuing awareness, by the teacher, of the development and
knowledge of his/her pupils; it is a process which extends over a period of

time: the gradual build-up of a cumulative judgement about performance;

(b) A teacher making use of continuous assessment is looking for signs which
show the growth of thinking processes and the development of those
varying abilities towards which the teaching is aimed; he/she is more

concerned with signposts than with the whole itinerary.

(c) An end of course examination will test achievement at one point of time
within the limits of the test; under continuous assessment there is
knowledge not only of this achievement but also of progression towards
it; not merely of where he has got to but also of how he got there."
(West Yorkshire and Lindsey Regional Examination Board, quoted in
Rogers 1974, p. 167).

In another set of descriptions of the term, the Assessment Committee set up at the

inception of CA in Ghana explained it thus;

(a) "Continuous assessment may be considered as a formative evaluation
procedure concerned with finding out in a systematic manner, the level of
mastery that a student has attained in knowledge, skills and attitudes after

a given set of learning experiences.
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(b) The procedure is capable of diagnosing weaknesses and strengths in the
student's learning so that the teacher can give effective remedial tuition to

students to enable them overcome their learning difficulties.

(c) It is a method whereby the final assessment and classification of students
take into consideration their cumulative performance over a given period

of teaching and learning." (Ghana Ministry of Education, 1988, p. 8).

From these descriptions of the term CA, one could conclude that CA is primarily a
formative evaluative process which enables teachers to develop insights into learning
progress or obstacles. Second, it is perceived as a process of assessment v;/hich enables
judgement about a student's final achievement to reflect a cumulative total of performance
over a course of study. Finally, CA is considered to be an assessment process that can
provide concrete evidence of students' efforts, progress and achievements and thus show
how the student has developed. Such descriptions also suggest that it is a term with broad
meaning and therefore quite open to different interpretations and formats for its operation.
The remainder of the section explores in more detail the different facets of the notion of

CA.

3.1.2 Different Concepts of "Continuous Assessment"

Rogers (1974) points out that CA is simply a means of gaining more and better
information about the student and using it as the course develops. He places emphasis on
the information gathering role of CA and stresses that the various assessment methods
it employs are merely tools that provide the relevant information the teacher or student

requires to improve learning. Rogers (1974) likens the information gathering role of CA
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and the difficulties of managing it effectively to that of a missile. The missile's éourse is
constantly modified in accordance with the feedback it provides itself for those controlling
it. Likewise, Macintosh (1976) points out the similarity of CA to a flexible teaching
programme which is modified as it goes along as a result of data received from student
and teacher. In a similar interpretation, Harlen (1976) points out that the characteristics
of information gathering under CA are that "it is on-going, cumulative, diagnostic and
focused on the student's development and progress" (p. 82). Furthermore she points out
that the clue to the development of student learning is not based in a few tasks specially
selected for testing. They can be derived from the teachers' observations made during
normal learning activities. However, Harlen acknowledges that teachers' observations do
not constitute a method of assessment, arguing that to do so will require a structure for
focusing observations and interpreting them.

Some writers are of the view that, as a by-product, teachers informal CA
invariably contributes to decisions leading to the award of grades or marks to students.
However, Nitko (1996) argues that when the result from CA becomes linked with
evaluating individuals for purposes of certification or selection, then CA should become
more associated with structured and more deliberate assessment procedures and
conditions. In other words, at that point it should become more formalised. Nitko (1996)
reasons that this is to ensure fairness and give results which are nationally comparable.
As he points out, it is therefore necessary to have some distinction in conceptualisation
between CA for formative and summative purposes although he recognises the two are
not mutually exclusive in any assessment event. (Issues about the conceptual interface

between formative and summative assessment are discussed in Chapter 4).

50



The distinction relates specifically to the informal ad hoc uses of teachers'
assessment to monitor and promote students' progress and the formal and more
deliberated forms which may be used for formative purpose but which serve more official
purposes. Similar distinctions have also been suggested by Shaw and Radnor (1995). The
former, Nitko calls "instructional continuous assessment” or "informal CA" and is
synonymous with the informal gathering of information about the students' progress in
learning (Rogers, 1974; Harlen, 1976; Macintosh, 1976). Shaw and Radnor (1995) term
this, "integrated formative assessment" and, explain that this does not require specific
assessment instruments to disengage the teaching and learning flow. The teacher mainly
forms judgements about students' abilities and potential through normal classroom
teaching and response to tasks set as part of the teaching and learning process.

In contrast with this approach there is the more formal or "official CA" (Shaw &
Radnor, 1995; Nitko, 1996). In this mode, common assessment procedures and
techniques are employed by the teacher as systematic evaluation of students'
performances. Nitko argues that it is only the official component that should count
towards certification or selection. The reason he explains is that since the results from CA
become part of the student accountability system, its procedures and techniques need to
be crafted with deliberation and care. Shaw and Radnor (1995) point out that for fairness
in the moderation of CA it is important to have commonality in assessment design,
procedures, criteria and documentation. This imphes that CA that feeds into a high-stakes
assessment system does require some systematic means of collaborating teachers'
assessment methods or procedures. It brings to the fore the issue about the technical

credentials of CA methods and the result that emerges from it.
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From the above discussions it can be concluded that the phenomenon of CA is
considered to have two important dimensions. First, is the informal dimension in which
teachers in the act of teaching "implicitly use skills of formative assessment" (Radnor &
Shaw, 1995) to identify students' learning problems on a daily or timely basis. The second
dimension embraces a wide range of formal assessment procedures that are carefully
designed to gather data on students' achievements for both instructional and official
purposes.

In this thesis, the term 'CA' has been used mainly to refer to planned learning
activities and tasks given periodically throughout a course of training and from which
summative scores are derived. But, it also refers to the process of gathering, interpreting
and using information about students responses to the learning tasks and activities. Thus,
it encompasses both responses to specially devised tasks for summative purposes and also

processes of using such responses to promote student learning and development.

3.1.3. Categorisation of Continuous Assessment Procedures
Hoste and Bloomfield (1975) have provided an interesting categorisation of the

range of procedures and techniques that fall under formal CA. These are;

(1) Learning experience assessments, ie. learning experiences that also form the basis

of assessment.

(1) Special assessment, ie. special exercises conducted to sample learning. -

This categorisation of CA parallels features of the assessment framework for teacher
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training which will be discussed in the next section. According to Hoste and Bloomfield,
learning experience assessment refers to an exercise or assignment set to teach a particular
skill or concept or fact which then becomes the raw material for assessment. Here the
teacher discusses with the student how successful he/she has been in carrying out a task
or exercise, pointing to errors and making suggestions for further improvements whilst
also grading the performance. It therefore reflects both formative and summative
assessment. Essentially it requires some activity by the student during the learning process
which results in a product for assessment.

In teacher training, professional learning assessment activities that could be
classified as learning experience assessment would be for example, the development of an
instructional scheme of work. Similarly, developing an appropriate instructional aid to
facilitate an aspect of student learning could be classified as a form of learning experience
which could become the subject of assessment.

At the other end of the categorisation spectrum is special assessments. They are
useful for seeking students' understanding of concepts and principles or ways in which
they analyse issues and problems without being linked to a specific learning event.
Essentially they are summative in focus. Specific tests or examinations which set out to
discover what learning has taken place may not provide the same level and amount of
feedback as may the learning experience assessments. This is because they often do not
require teachers to give as detailed as possible information about strengths and
weaknesses whereas for learning experience assessments the processes call for substantive
feedback. However, Hoste and Bloomfield point out that special assessments are not

purely assessment without opportunity for improving learning: often teachers may intend
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it to teach concepts or skills through a substantive feedback process.

In summary, learning experience assessments could be described as assessments
embodied in the teaching and learning process. Here assessment is part and parcel of the
instructional programme and could be used as the subject of instruction and iearning
(Hoste & Bloomfield, 1975). Special assessments, on the other hand, can be viewed as
snapshots of specific achievements of students as they progress through the course. Shaw
and Radnor (1995) have categorised this as "snapshot summative assessment". The
teacher may decide to give this assessment in "order to sum up where (students) have
reached in a particular area and aspect of learning" (Shaw & Radnor 1995 p. 133).

This categorisation of CA phenomena is, in my view, important for clear
conceptualisation and formulation of CA policy, especially in the forms of assessment

techniques and procedures that the CA process has to include for achieving its purpose.

3.14. Framework for Continuous Assessment Practice

Nitko (1996) has suggested that "the important ideas about CA can be organised
within a framework that focuses on students' learning the important outcomes laid down
in the curriculum" (p.324). In an example, he provides a framework for a curriculum-
based CA in which the main ideas are categorised into formative and summative purposes
of assessment. The importance of formulating such a framework, he points out, is to offer
guidance in the development of appropriate assessment tasks to underscore important
learning outcomes. Nitko's suggested framework for CA applies particularly to academic

education since it relates to the basic uses to which assessment results in that domain can

be put.
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Generally, the main learning outcomes expected of the PSTT curriculum in Ghana
are: displaying a sound knowledge of subject content and pedagogical teaching knowledge
and skills. A framework for CA in an initial teacher training context could therefore be
summarised as illustrated in figure 3.1 below drawing together; the major ideas discussed
about CA from the previous two sections. First, the main idea is that CA procedures for
teacher training can be organised to reflect the activities and instructional programme of
teacher training. That means some of the training agenda becoming episodes for learning
experience assessment. Secondly, through periodic assessments, students' knowledge of
the subject matter and other pedagogical knowledge could be assessed using tests,
exercises and essays. Certain aspects of the present CA scheme for PSTT in Ghana
reflects this framework for CA, in particular some recommended assessment tasks reflect
the learning experience component of this framework. For example, one recommended
CA task in Mathematics states: "While on Teaching Practice carry out a study of the
difficulties faced by one particular child in learning mathematics". Another is, "Over a
year produce and collect a set of teaching aids, made from readily available materials to
form a mathematical teaching/learning kit." (See Guidelines for Administering CA in
Mathematics, Ghana Education Service/Teacher Education Division 1992).

The point of this framework, however, is that it can provide the basis for designing
CA tasks and activities to reflect the objectives of teacher training. The framework also
suggests that traditional testing approaches have a role to play in the assessment of
student teachers. This leads to the question: what purposes do written tests, exercises and

essays serve in teacher training? This is the subject of the next section.
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Figure 3.1

Continuous Assessment for Teacher Training-Based Curriculum

INFORMAL CA

Mainly for formative purposes and is
derived from the tutors’ written/oral
comments and discussions with

students about professional learning

- may include student self-assessment

FORMAL CA
Assessments under more structured

conditions using clearly defined
assessment procedures and plans

- may provide the basis for formative

of progress feedback
LEARNING EXPERIENCE ASSESSMENTS SPECIAL ASSESSMENTS
Tutor’s systematic evaluation of -Assessments targeted at sampling
professional related activity tasks knowledge of specific aspects of

which may include;

-projects

subject content matter
-General and content matter
pedagogical knowiedge {Shulman

-performance assessment {may include
simulated tasks eg. planning a teaching
unit for a specific topic... presenting
different ways to introduce a concept
to a specific teaching level
(Delandshere 1994)

-investigational activities involving
teaching/learning situations

1987) may be assessed through
tests, written exercises, short
essays ete.

Becomes the basis for summative CA for use as part of
a summative profile of achievements or, marks combined
with external examinations for certification purposes
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3.2 Use of Traditional Testing Approaches: Relevant or Redundant for Teacher

Training?

The use of pen/pencil and paper testing approaches as part of professional teacher
assessment brings to the fore several critical questions. Murname (1991) for example,
asks whether in using such approaches prospective teachers could master the skills needed
to do well in them and still, fail as teachers because of inability to work with pupils.
Equally could they do well in these tests but fail to translate the learned principles of
teaching into effective classroom practice. In his view it is important tilat the skills
measured on professional teacher assessment appear to contribute to effective teaching.
In other words, they must have systemic validity, that is, be capable of inducing changes
that foster the development of the requisite skills that the test is designed to measure
(Frederiksen & Collins, 1989). Clearly, pen/pencil and paper testing approaches will have
limitations in this respect, far more than for example, performance related assessment. As
Nuttall (1987) points out in a comparison between pencil and paper tests and performance

assessment:

"One hypothesis about why performance assessments are better predictors
of occupational competence than paper-and -pencil tests is that paper-and-
pencil tests have fewer elaborative features than performance assessments.
But a more plausible hypothesis is that it is due to the lack of match
between the nature of the tasks in a paper-and-pencil test and on the job,
and the context of testing and normal occupational performance”. (Nuttall,
1987, p. 154 - 155).

In other words, paper-and-pencil testing approaches, particularly under standardized
conditions would place considerable limits on validity. This must raise questions about

its usefulness in professions that are performance related such as teaching. However for

57



teacher training, Stones (1994) argues that it is much more difficult to assess the final
intended outcome than to assess the learning outcomes that contribute to their
achievement. He notes, "... all one can do, is to take test samples ... because of the
difficulty or impossibility of testing skills in the situations in which they would be
manifested naturally” (p. 237). In support of this view, Haertel (1991) argues that the
processes involved in thinking and planning teaching before the action, are important for
effective teaching and therefore merit testing. Similarly, Shulman (1987) arg.ues that
pedagogical reasoning is as much a part of teaching as is the actual performance of
teaching itself so, testing practices which examine knowledge about teaching can fulfill a
useful purpose in the assessment process of prospective teachers. Delandshere (1994)
presents similar arguments which support this perspective. She points out that students'
written explanations about how they intend to organise a lesson or articulate a teaching
unit for example, "can provide evidence of conceptual understanding of the subject
matter" (p. 103). Also, it can reveal their understanding of "... how to best select,
organise, represent or transform the material in order to promote learning and
understanding" (Delandshere, 1994, p. 103). Assessing such understanding, revealed as
written explanations, would therefore be about the thinking that goes into developing a
particular unit or the rationale behind its structure and content. Research by Stein, Baxter
and Leinhardt (1990) suggest that teachers' orientations to the subject matter influences
how they approach instruction. Similarly, Reynolds (1992) points to research which

suggest that teachers with,

"more explicit and better organized knowledge tend to provide instruction
that features conceptual connections, appropriate and varied
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representations, and active and meaningful student discourse. On the
other hand teachers with limited knowledge have been found to portray
the subject as a collection of static facts, to provide impoverished or
inappropriate examples, analogies, and/or representations; and to

emphasize seatwork assignments and/or rountinized student input as

opposed to meaningful dialogue” (Reynolds 1992, p. 641).

This adds to the argument that assessing student teacher's understanding of the content
knowledge is important because it could provide some indication of the student's potential
in presenting meaningful instruction for learning.

For Shulman (1987), pedagogical reasoning processes form part of a knowledge
base of teaching necessary to inform professional teacher judgements and actions and
therefore are worth testing.

From the above discussions, there appears to be good reason for including
traditional testing as an important part of the teacher training assessment process because
they can provide additional insight into how students have conceptualised the teaching of
the subject. Mainly as the discussions revealed, testing could be addressed to the issues
that relate to the knowledge base of teaching. How important is this knowledge base of

teaching for assessment and what are its limitations? This is the focus of the discussions

in the next section.

3.3.  The Knowledge Base of Teaching and the Implications for Assessment in Teacher
Training
Shulman (1987) and Haertel (1991), writing within the context of teacher training
in the United States, advocate for a conception of a knowledge base of teaching that sets

forth a theory about the underlying knowledge and skills teaching requires, informed by
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exemplary teaching practices in contrast to canonized procedures of classroom teaching.
Haertel (1991) for example, argues that prescriptive curricular and model teaching
practices are of limited value in deriving a conception of the knowledge base of teaching.
According to her this is because often they are grounded in a model which holds teachers
responsible primarily for implementing prescribed procedures as opposed to their own
professional judgements about which instructional approach fits, or needs adapting to a
particular situation. The point Haertel appears to be making is that teachers need to be
introduced to some core of special knowledge about teaching but in a context that holds
promise for helping them to make informed judgements about teaching.

It is this knowledge base of teaching which then becomes the basis for developing
certain professional teacher assessment tasks or exercises (Shulman, 1987; Haertel, 1991).
Shulman & Sykes (1986) have suggested that in the content specific pedagogical
knowledge area of teaching, some of the issues that could be tested are, for example:

"What are the concepts, skills and attitudes which this topic has the

potential for conveying to students? How are these related to prior and

later opportunities for achieving those goals in the curriculum? ... What

analogies, metaphors, examples, similes, demonstrations, simulations,

manipulations, or the like are most effective in communicating the

appropriate understandings or attitudes of this topic to students of

particular backgrounds and prerequisites?..." (Shulman & Sykes, 1986;

p. 8-9, quoted in Haertel, 1991).
These questions are mainly about examining the students' pedagogical knowledge base
and their ability to relate it to hypothetical teaching and learning situations.

What clearly testing the knowledge base of teaching will not provide is the

guarantee that students who display satisfactory understanding of teaching principles or

concepts through testing will necessarily make good teachers. As Stones (1994) points
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out, this is because of the very complex nature of teaching and the infinitely complex
nature of human learning. Consequently, Stones argues that it is important that teacher
training assessment possesses a strong formative evaluation element to equip students
with the skills of diagnosis in respect of their own performance. This is to ensure that
when they leave college beginning teachers can become responsive to the needs of
learning and can self-monitor their teaching for improvement, (Issues about self-
monitoring through formative evaluation of professional learning are discussed in detail
in Chapter 4). Thus far, it can be concluded from the discussion that although testing
students for fundamental concepts and principles of teaching are important ihey are
nevertheless not sufficient.

Shulman (1987) has presented a model of teacher training in which he links
pedagogical reasoning with the practical aspect of teaching. In it he attempts to
emphasise as part of the training, the importance of introducing student teachers' to
certain aspects of teaching practice. The model consists of six components. The first
two, comprehension (of purposes, subject matter structures etc.) and transformation
(involving stages of preparation, representation, selection and adaptation) deal with the
pedagogical reasoning part, while the remaining four address the action component.
These are; instruction, evaluation (i.e. checking for student understanding during
interactive teaching), reflection (reviewing, reconstructing, etc.), and new comprehension
(of purposes, subject matter, students, teaching, self, etc.). In effect, the action
component is about assessing students on how well they can relate the pedagogical
knowledge base of teaching to practical or simulated teaching events. Such assessment

" . takes as central the need for students to demonstrate in their teaching ..., a knowledge
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of pedagogical principles that is likely to be of abiding usefulness when they have left the
training institution" (Stones, 1994: p- 241). Evidently this model of 'traim’ng and
assessment is an attempt to improve the validity of overall student teacher assessment.

The practical/professional end of this model of student teacher assessment will
have limitations characteristic of performance-related assessment. For example, Nuttall
(1987) points out that there are several factors, such as motivation and the relationship
between the assessor and the assessed and the conditions of assessment which influence
any kind of performance-related assessment. This places limitations on the interpretation
and generalisability of performance-based assessment. Similarly, it could be argued that
assessing teaching capability from a performance angle does not necessarily‘provide
conclusive evidence of ones ability to teach effectively in real situations. This is because
of the extraneous and intrinsic factors that are known to influence ones performance under
conditions of assessment, thus contaminating the evidence (Nuttall 1987, Stones,
1994).

It is reasonable to conclude from the above discussions that both traditional testing
approaches and performance/practical related assessment individually will have limited
validity in terms of their ability to provide conclusive evidence of teaching ability. Their
value, it would appear, lies in them acting in complement to each other to enhance the
overall validity of student teacher assessment. Parallels can be drawn with 'the CA
framework illustrated in figure 3.1. The combination of learning experience assessment
and special assessment has thus the potential to enhance the overall validilty of the CA
process in a teacher training context. From the point of view of this thesis, the cntical

issue is how well this framework can be translated into specific assessment procedures 47
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within the context of a CA process for teacher training.

Another important issue emerges from the discussion. It concerns the technical
characteristics of teacher training assessment procedures and what implications they

indicate for the current teacher training CA scheme in Ghana.

3.4. Continuous Assessment in Teacher Training: Issues about Technical

Credentials and their Implications

Currently, in PSTT in Ghana, aggregated CA marks from individual tutor
assessment are combined with marks derived from the external examination and the result
is used for making teacher qualification decisions. (See Chapter 1). There has always
been concern expressed about the credibility of CA marks, particularly as there is no
mechanism in place to validate tutors' assessment procedures and to check for the
reliability of marks derived from them. Essentially such concerns are about the technical
criteria of validity and reliability of CA and whether the decisions based upon the results
of which CA contributes are trustworthy. As Crooks et al., (1996) point out, ensuring the
validity of assessment procedures is one of the important considerations in the use and
interpretation of assessment results. Also, Linn (1989) points out that when results from
different assessment contexts are combined to give an aggregated score, this immediately
raises questions about the validity of the results.

The validity and reliability of CA procedures for PSTT in Ghana has ne\./er been
given the serious deliberation it deserves at least from the technical standpoint. The
debate about it in teacher education circles has focused narrowly on issues such as

reducing the current weighting of CA as a measure to reduce the threat to the validity of
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qualification decisions. (See Minutes of the Professional Board of the Institute of
Education UCC, 1995, 23/3/95). It is the contention of this thesis that this strategy is
superficial and does not address real questions about validity and reliability. The
discussion of the literature about validity and reliability, in the next two sections, 1s an
attempt to raise the critical issues for more trustworthy CA practices in Ghana. In

particular these issues are important in considering the design of assessment procedures

for teacher training in Ghana.

3.4.1. Validity

The literature discusses several types of validity of assessment procedures as well
as reconceptualising many of the traditional categories of validity evidence (see for
example, Messick, 1989; Wiliam, 1993). Many of these are complex and beyond the
scope and interest of this study. However, certain aspects of the concept of validity are
important to the consideration of professional teacher assessment procedures and merit

brief discussion.

Face validity: This answers the question: Does the "... assessment /ook as if it will
mean what it is, supposed to mean?" (Wiliam, 1993, p. 5). In other words, does it appear
to be measuring the sort of tasks required of a particular subject domain? In the teacher
training context, the crucial face validity question would be whether the assessments
appear to measure the kind of things expected of teaching. Hoste & Bloomfield (1975)
put it in another way: "does the assessment procedure appear to test ... the aims of the

course adequately?". Such questions are important since they have implications for what
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can be assessed as well as how it should be assessed. Gipps (1994) points out that
performance assessment does tend to have good face validity. As Haertel (1992) explains
this is because performance measurement call for examinees to demonstrate their
capabilities directly, by creating some product or engaging in some activity that relates to
the ultimate task. Similarly, Delandshere (1994) has indicated that new teacher training
assessment methods, such as portfolios, reflective essays and practical tasl'<s, appear to
have more face validity than written tests. Wiliam (1993) notes that for assessment to
command a good measure of confidence among users such as employers, it is important
that it possesses high face validity. In a similar vein, for the results of CA to command

confidence the methods of assessment under it should possess fairly high face validity.

Content Validity: Content validity is often defined as: the extent to which the sample of
items, tasks, or questions on a test is representative of the domain of content (Moss,
1992). But, Wiliam (1993) argues that "content validity should be concerned not just with
test questions, but also with the answers elicited, and the relationship betwéen them" (p.
4). By this, Wiliam is advocating for content-related evidence to extend to include the
behaviour elicited actually corresponding to the intentions of the assessment task. He
explains with an example. A test purporting to assess students' understanding of forces
"would be invalidated if it turned out that the reading requirements of the test were so
demanding that students with poor reading ability, but a sound understanding of forces,
obtained low marks" (p. 4). In other words, if a student possesses an understanding of
an issue demanded by a test, but fails to show it for reasons of linguistic difficulty then,

the results of that test would be invalid.
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Wiliam takes this idea from Ackerman (1991). Ackerman points out that a test
would be considered biased and invalid, if it makes different impact on the people who
take it because of interfering factors which prevent the appropriate response from being
demonstrated. Content-related evidence is therefore, not only demonstrated by the degree
to which samples of assessment tasks are representative of some domain of content. It
is important for the behaviour elicited by the test item not to have been influenced by
factors that conceal the true ability or potential of the student. This could be an argument
in support of school-based teacher assessment as the conditions of assessment can be
arranged to provide ecological validity; that means relating the assessments as closely as
possible to the learning experiences of the student. As Crooks et al., (1996) point out,
"the circumstances under which student performances are obtained can have major
implications for the validity of the interpretations ... from an assessment" (p. 270). Issues
such as low motivation, assessment anxiety, inappropriate assessment conditions can all
be threats to the valid use of CA results. Thus, the administration of CA in the training
colleges is an issue that is important in the consideration of validity. For example, in this
research an issue to be explored is students' perception about the administration of CA and

the way that has affected their commitment and approach to assessment tasks.

Criterion-related validity: The extent of relevance of the criteria for assessment to the
decisions they are to inform, according to Haertel (1991), is an important validity criteria.
Wiliam (1993) rightly notes that this is similar to the notion of predictive validity, which
is the ability of the assessment to predict some future performance as opposed to inform

on current performance (ie. concurrent validity). For Haertel, one of the issues which
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would need to be addressed as far as criterion-related validity of professional teacher
assessment is concerned, is how to formulate reliable and valid criterion measures. In this

study, it would be important to know whether assessment objectives or assessment criteria

feature in tutors' assessment work.

Construct Validity: Gipps (1994a) has observed that more recently,"the literature on
validity has emphasized that validity is in fact a unitary concept with construct as the
unifying theme" (see also Messick, 1989; Cronbach, 1988). Similarly, Wiliam (1993, p.

11) notes that the notion of validity has widened from,

. a property of an assessment (content validity); to

. a property of the behaviours elicited by an assessment (content validity/descriptive
validity); to

. a property of the inferences made on the basis of the assessment (construct
validity)

Messick's (1989) definition of construct validity captures the breadth of the

concept of validity;

"validity is an integrated evaluative judgement of the degree to which
empirical evidence and theoretical rationales support the adequacy and
appropriateness of inferences and actions based on test scores or other
modes of assessment" (p. 13, italics in the original)

Moss (1992) points out that "the essential purpose of construct validity is to justify a

particular interpretation of a test score by explaining the behaviour that the test score

summaries" (p. 233). This means asking whether the interpretation given to the test score
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truly summarises the behaviour. One of the strong arguments advanced for the
introduction of school based assessment or CA is its potential to enhance the validity of
the overall assessment. Gipps (1994a) for example, points out that CA is particularly
useful because it allows the range of skills and type of tasks which can be assessed to be
expanded, thereby enhancing construct validity.

It can be implied from the above discussion that the key issue about construct
validity is whether the inferences made from assessment scores are base.d on reliable
evidence (Messick, 1989; Wiliam, 1993; Gipps, 1994a). For this research, it raises three
very pertinent questions that are relevant to the development and interpretation of CA in

PSTT in Ghana. These are;

() What interpretation can be given to CA scores? Does the aggregated CA score
reflect a wide range of skills and knowledge required for effective teaching and,

(i) Is there diversity in the range of assessment techniques used to capture thg various
aspects of professional learning and development and finally;

(iii) ~ What is the proposed purpose of CA scores and do the scores have utility for this

purpose?

Answering these questions would be addressing an important aspect of the validity of the
CA system in teacher training in Ghana. Essentially they ask whether the scores from CA
are based on tasks or activities that provide sufficient evidence upon which teacher
qualification decisions can be reliably made. They bring to the fore the need to reexamine

the evidential base upon which CA marks are derived: - is the evidential base
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representative of an essential range of skills and knowledge required of teaching or, is
there a need to expand this? Crooks et al., (1996) raise similar questions about construct

validity in terms of assessment interpretations and conclude that:

"If the assessment has been conducted under constrained conditions,

narrower than the range of conditions permitted in the target domain, it

may be misleading to treat the universe score in the assessed domain as

equivalent to the universe score in the target domain. For instance, if all

tasks have been presented as multiple-choice items, the results may not

give a sound indication of performance on similar curriculum goals but

assessed through different task formats. (Crooks et al., 1996, p. 275).

In this research one of the important issues that was investigated was the range of
assessment tasks and techniques that was being used by tutors in the case study colleges.
This would give some indication of the construct representativeness of CA.

However, the issue of construct validity in teacher training is not as
straightforward as may be the case in classical test theory. As Delandshere (1994) points
out, "measuring teaching implies recognising that there are many ways to teach, and many
ways to think and know about teaching" (p. 109). This makes defining constructs of
teaching for assessment purposes problematic, simply because the constructs will
inevitably be under-represented, in terms of the range of skills and knowledge required for
effective teaching (Darling-Hammond, 1986; Madaus & Pullin, 1987). Delandshere
(1994) makes the additional point that although teaching is a complex activity, it is still
characterised by traits, knowledge and skills that recur throughout the instructional
process. In other words, certain important and definable parts of the teaching process are

critical to and contribute to the complex whole and therefore can be viewed as essential

constructs. The implication is that a range of assessment tasks can be viewed as a random
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sample from this domain of constructs. However, as Crooks et al, (1996) bring to

attention:

"Failure to assess some significant parts of the target domain may occur

because the developer of the assessment has not recognised the existence

or importance of those parts of the domain, and therefore has not devoted

sufficient effort to developing assessment tasks in these areas (content

coverage). Alternatively, the developer may have constructed tasks
intended to assess performance in the areas, but not succeeded in focusing

the tasks well enough to achieve the intended purpose (content, quality,

cognitive complexity)" (Crooks, Kane & Cohen 1996, p. 276)

The point being made here is that when an assessment does not sample some parts of the
domain it is supposed to represent, the scores that are subsequently derived from them
have limited validity, in terms of the interpretation and decisions based on it.

Hoste & Bloomfield (1975), comparing the degree of validity in relation to the
type of assessment, usefully summarise (Table 3.2), the potential of CA procedures in
contributing to overall validity of assessment. In particular, the table shows that learning
experience assessments have the potential to achieve high content and face validity. Also,
it suggests that the degree of construct validity depend to a large extent on the
representativeness of the course construct, in the tasks and the assessment techniques.

From the discussions in this section, it is apparent that there are several factors that
can pose a threat to the validity of CA results. These have been enumerated. It is how
these threats are managed both by the developers of the CA scheme and by tutors in the
training colleges that will determine the degree of trustworthiness of the results of CA.

This means that much of the evidence for validation should be addressed by developers

during the design of CA procedures and the development of assessment tasks (Crooks et
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al., 1996). Training in assessment for teachers is also important to ensure that they are

adequately skilled in developing appropriate assessment procedures and tasks to assess

students. It is important to note that the issues discussed here are not restricted to CA

procedures alone, but can apply to conventional examinations.

Table 3 Validities of learning experience assessment, special- assessment
techniques, and conventional examinations and tests
Type of validity | Learning experience Special assessment Conventional
assessment examination and
tests
Content Very high Depends on skill of Varies with
constructor, but is examination/test and
probably higher than course followed
for externally set
examinations
Face High Fairly high (see As above

Criterion-related

Construct

Depends on criterion
chosen

Should be similar to the
constructs underlying
the course

comment above)
Depends on criterion
chosen

Depends upon the
assessment techniques
and the individual tests
and test items

Depends on criterion
chosen but probably
will be higher for
specially constructed
tests than for
conventional
examinations or
continuous
assessment

Depends upon the
test or examination
and the individual
test item

Source: Hoste & Bloomfield, (1975)
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3.4.2. Reliability

As it was pointed out earlier, in the current PSTT system in Ghana CA marks are
simply added to the external examination marks to determine the fate of candidates in a
subject. What has concerned many is the reliability of the marks from CA. Reliability is
essentially concerned with the production of results from assessments which are consistent
and dependable (Hoste & Bloomfield, 1975; Wiliam, 1993). This section exarrllineS the
arguments about reliability of teacher assessment within a CA framework.

The one advantage with external examinations, some argue, is that because they
are amenable to standardized administration they engender high reliability and therefore
offer a trustworthy standard (Kahn, 1990). However, Satterly (1994) has provided
evidence and arguments to suggest that the notion of external examinations having high
reliability is not defensible. Referring to recent reliability studies, he points to factors such
as differences between and within assessors and interaction of students with tasks, as
sources of variation in external examinations (see also Murphy, 1982; Lehmann, 1990;

Wesdrop et al., 1982). Satterly concludes that:

"Teacher assessment over time and task is, potentially, better equipped to

overcome this drawback and reach a dependable conclusion about the

worth of students' written work" (Satterly, 1994, p. 63)
Nevertheless, teacher assessment is still considered to present particular problems of
reliability. It is often the contention that because teachers' assessments make use of
multiple assessment methodologies and occurs under varying conditions, they are

particularly subject to a variety of influences that bias the results. Some researchers have

tried to move the debate about reliability of teacher assessment beyond the technical
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arguments, pointing out that the value of CA lies with its potential to support and promote
learning (see, for instance, Sadler, 1989). But, as one writer has observed, this ignores
the interaction with purpose: if teacher assessment is part of accountability or certificating
process, then the issue of reliability cannot simply be brushed aside (Gipps, 1994b).
Similarly, others argue that the "the matter of reliability must be faced, for ... an unreliable
assessment is not only of little use but can be unjust" (Harlen, 1994). Daugherty (1994)

supports this view pointing out that:

"use of evidence obtained during the course by teachers as a component

in the final grading would be called into question if the reliability of those

assessments were not demonstrably sufficiently robust for the user of the

certificate to have confidence in it." (Daugherty, 1994, p. 101)

Therefore the issue of the reliability of teacher assessments has to considered far beyond
collective terms especially if it is part of a high-stakes assessment system.

Gipps has noted that various methods of moderation coupled with training and the
setting of common criteria for grading purposes are capable of enhancing reliability of
teacher assessment. She does however concede that, the "enhanced validity offered by
teacher assessments is gained at a cost to consistency and comparabillity" (p. 78).
Standardizing CA procedures, so that tutors use the same assessment tasks and criteria
may not necessarily enhance the reliability of the assessments either. Differences in the
context and conditions of assessment within and between institutions suggest that even

common assessment criteria will not automatically raise reliability of the results of CA.

As Gipps (1994b) points out:
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"Where students perform the 'same' task for internal assessment purposes
(eg. a practical maths or science task or an essay with a given title) there
are bound to be questions about the comparability of the judgements made
by different teachers. Where there is no common task but common
assessment criteria or common standards the problem is different but the
question the same: can we assume that the assessments are comparable

across teachers and institutions?" (p. 78).

Thus, whichever way the issue is looked at, there are bound to be constraints threatening
the reliability of teacher assessment and subsequently the results of CA. The key, as
Harlen (1994) makes clear, is how to achieve optimum reliability for the assessment's
purpose while maintaining high validity.

Elsewhere I and Murphy have asked, (Akyeampong & Murphy 1996) whether
scores from CA should not be reported and used separately from external examinations
since their context and conditions are so different. We point out that what is perhaps
needed is a mechanism for considering the two separately but using the evideﬁce from
both to arrive at an acceptable standard of performance. Although this does not make any
less important the issues about reliability, it allows for each to be considered for its own
purposes. However, there is as yet little clear consensus about these matters and what is
required is more research into teacher assessment to provide clearer understanding of the
relevant issues (Akyeampong & Murphy, 1996).

The issues raised so far in this section would apply to professional teacher
assessment procedures. Assessment methodologies for teacher training which for
example, involve open-ended investigative tasks intended as episodes of professional
learning (ie. learning experience assessment), make it even more difficult to achieve high
reliability of CA results, for reasons as discussed above. Finally, the discussions in this

and the previous section (section 3.4.1) point to the importance of a mechanism for
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quality control of CA procedures and results. The term that is most commonly used for

this in the assessment literature is moderation and this is the subject of the next section.

3.5  Moderation of Teacher Assessment
3.5.1 Introduction

This section reviews issues in the literature about moderation of teacher
assessment. The discussion is structured in two main sections. The first section takes a
preliminary look at the two main approaches to moderation: group/consensus and
statistical moderation and at their main advantages and disadvantages. The second section
provides a summary review of research into some of the practical difficulties of group
moderation. Finally, the discussion indicates the implications of the key issues for

standardizing teacher training assessment for quality assurance and control purposes.

3.5.2 Methods of Moderation

Shaw & Radnor (1995) explain that moderation of teacher assessments is
essentially an attempt to review teachers' judgéments of the value of students' work, in
terms of its quality and reliability of results. This is necessitated by the knowledge that
teachers' judgements of students work are open to all kinds of prejudices, extraneous
influences and biased interpretation (Murphy, 1987; Gardner, 1994; Black, 1993).
Gardner (1994) for example, points out that teachers have been influenced in their
judgement of student ability by factors as unrelated to performance as physical
attractiveness, 'halo' effect etc. Harlen (1994) has identified other sources of error in

teacher assessment such as variation in the demand or opportunity provided by
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assessments undertaken by students, differences in interpretation of performance criteria
or marking schemes and the intrusion of irrelevant contextual information in making
judgements. For fairness and credibility, particularly when teacher assessment forms part
of a high-stakes assessment system, it is considered necessary to moderate the process and

outcome.

The job of moderation, according to Shaw and Radnor (1992) is essentially:

"to monitor the quality of assessment and ensure that it is fair, to see that
the procedures have been adhered to, and check on interpretations - that
is, how criteria have been applied to cases; it should take account of
context in which the work is done by the students, adjust and correct
invalid or erroneous assessments, and maintain consistency across samples
of work and institutions" (p. 230).

This is undoubtedly a process that can be laborious, time-consuming and costly. The
relatively cheaper and easier option is statistical moderation. It basically attempts to
transform, through statistical techniques, internally assessed marks so that they closely
match marks from external examinations. Increasingly, this system of moderation has
come under criticism for lack of a context-added dimension. Also, Murphy (1991) argues
that the assumptions which underpin its operation are hardly justifiable and in fact are

questionable. He points these assumptions as:

"internal assessment is essentially designed to test the same skills and
abilities as are assessed by the external examination, and that external
examination provides a valid and reliable measure of those skills and
abilities, and correlations between internally and externally assessed marks
are consistent within each group of candidates" (p. 3).
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If teacher assessment is meant to supplement and not complement external examinations
then adjusting students' marks using results of an external examination becomés even more
disputable.

Again, Murphy (1982) has suggested that from a social perspective, statistical
moderation techniques may be hard to explain to the public and teachers and students may
find it difficult to understand. Murphy (1991) does however see a use for statistical
moderation but as a device for identifying a sample of institutions or teacher groups, for
further moderation by non-statistical methods. In other words, statistical moderation does
not become the final arbiter, of grades or marks, instead it becomes a device for
identifying potential discrepancies in teacher assessment.

Another approach, often preferred among professional educators, is 'consortium
or consensus/group moderation' (Shaw & Radnor, 1995; James & Conner, 1993;
Murphy, 1991, Gipps, 1994b; Harlen, 1994). It is described as meetings of teachers at
which grading criteria and agreed schemes of assessment are discussed, in order to reach
a consensus about their quality and appropriateness. Within that setting, samples of
internally assessed work from the different institutions undergo scrutiny for their
comparability and where necessary, recommendations for mark adjustment are suggested
(Murphy, 1991). This approach gives weight to the professional judgements of teachers
and presents opportunity for such judgements to be developed further. Research evidence
suggests that where teachers come together to discuss performance standard§, or criteria,
the moderation process becomes a process of teacher development with backwash on
teaching (Gipps, 1994b).

There are different models in the literature about the method of group/consensus
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moderation (see for example, Harlen, 1994). However, the model suggested by
researchers, Shaw & Radnor (1995) is of particular interest to this study. It is based upon
a partnership between teachers (insiders ) and 'experts' from an examination board. Shaw
& Radnor have named this model as the "reconciliation model of moderation” This is
shown in figure 3.2 below. Though the model is with reference to the British National
Curriculum, they point out that it can have application beyond it. Generally, the model
"perceives accountability as a two-way process, that of the more 'objective' assessment
establishment, that is, the moderators' officialdom, working in association with the more
'subjective’ teacher community " (p. 242).

The reconciliation model of moderation appears to hold promise for application
in the CA system in Ghana. This is because of the opportunities it presents by way of
interaction, for tutors to work collaboratively and under 'expert' guidance to improve the
standard of training. However, considering that there are thirty-eight teacher training
colleges offering courses in 13 subjects, operationalising it will undoubtedly present
enormous challenges. Already, Shaw & Radnor have listed administrative difficulties and
cost as two main problems that may affect i