
Education in Ghana: Influences of the Outsiders

Brian Johnstone

With an extensive history of influences by international
organizations, including financial lending packages. tech­
nical advice and services. and policy recommendations
and obligations. Ghana's education system should be ex­
celling. However, in its most recent evaluation, the United
Nations Educational, Scientific and Cultural Organization
(UNESCO) rates Ghana's Education for All Development
Index (EDI) a low 1131h out of 129 (UNESCO. 2007).
This paper will consider influences on Ghana's education
system by international organizations. focusing primar­
ily on the World Bank's use of human capital theory.
USAID's use of appreciative inquiry methodology, and
my personal observations and experiences as a volunteer
math and science teacher, to understand how influences
of the outsiders arc impacting education in Ghana.
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Introduction

UFA HA MU

The initial structure ofGhana 's post-colonial edu­
cation system was defined by the Education Act of 1961
and was based on the British system. Whi le significant
international education borrowing and reproduction were
reflected in Ghana's initial system, direct outsider inter­
ventions and influences began markedly in 1983 when
the nation 's enti re economy was in a state of financ ial
crisis. In response to the crisi s. the government began a
series of structural adjustment programs sponsored by
the Inte rnational Monetary Fund with substantia l par­
ticipation from the World Bank . Since that time. outsider
entities have been fundin g and significantly influencing
various aspects of Ghana 's edu cation system. The World
Bank continues to be the dominant external influence in
Ghana 's education (Mini stry of Education, 2003) and is
substantially gu ided by human capital theory {Sarnoff
1999). Alternative outsider agencies and approaches, such
as appreciative inquiry methodology (O 'Grady. 2000) and
volunteer serv ice organ izat ions (e.g. United States Peace
Co rps), also provide funding and influence. With such an
extensive history of influences by international organi­
zations. including financial lending packages. technical
advice and services. and policy recommendations and
obligations. Gha na's education system should be excel­
ling. However. in its most recent evaluation, the United
Nations Educational, Scientific and Cultura l Organi zation
(UNESCO) rates Ghana's Education for All Development
Index (E DI) a low I 13th out of 129 (UNESCO, 2007) .'
Through the lens and time frame of my own experiences
as a white Peace Corps volunteer in Ghana. and to identify
a possible explanation for why Ghana 's education system
continues to be of a compara tively 100\'er standard. this
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paper will examine three specific outsider influences to
Ghana's educational system : the World Bank's usc of hu­
man capital theory, USAID's usc of appreciative inquiry
methodology and my personal observations and experi­
ences as a volunteer math and science teacher in a small
rural secondary school.

There has been an ongoing debate about the role
ofoutsiders in research and development programs since
the 19605. Merton (J 972) provides a foundational critique
of the insider doctrine. which argues that the outsider
cannot adequately represent a group to which he or she
docs not belong for two reasons: (I) the outsider docs not
have the capacity to empathct ically understand the group;
and (2) the inquiry of the outsider may not be relevant
to the needs of the group, since the outsider is unable to
sufficiently understand the group . Criticism from some
feminist communities suggests that "speaking for others
is arrogant. vain. unethical, and politically illegitimate"
(Alcoff 1991, 6). However. the notion of insider or out­
sider is simpli stic. and the categories themselves can be
limiting and polarizing. Banks ( 1998) builds upon these
two categories by introducing a "typology ofcrosscultural
researchers." which expands the number ofcategories to
four: the indigenous-insider. the indigenous-outsider. the
external-insider. and the extemal-outsider.! Though still
limiting by the nature of classification itself, these catego­
ries arc helpful guides in understanding the positionality of
researchers and development programs and will be useful
in considering the three spec ified outsider influences.

History of Ghan a's Educa tion System'

The roots of contemporary outsider influences
in Ghana can be found from an initial examination of
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the historica l development of the post-colonial educa­
tion system. Under the first Ghanaian president. Kwamc
Nkrumah, the Education Act of 1961 was establi shed.
Fashioned from the British system. Ghana's education
system was organized into a two-tier system of basic and
secondary education . Basic education consisted ofprimary
and middle education . The Education Act established local
control over education, which included the responsib ility
of establishing public basic schools. and it required that
basic educat ion be compulsory and free.

In 1966, in response to conce rns about the rel­
evance of the colonial-based system established by the
Educat ion Act of 196 1 (Martin, 1976), an Education Re­
view Committee was formed to evaluate Ghana's educa­
tion system. Through their investigation. the committee
proposed considerable restructuring of the system . The
most significant aspects of their proposal were to specify
age six years as the entry point for education and to make
pre-university education a seventeen-year system- ten
years of basic education. five years of secondary educa­
tion, and two years of "s ixth form" education. Also in­
cluded in their recommendations was an alternative path
ofpre-vocat ional continuation classes after eight years of
basic education.

For the next severa l years. there were numerou s
variations and experiment s proposed to the system. Fi­
nally, in 1974, two significant events occurred. The first
was an educational reform entitled the "New Structure and
Content of Educat ion." The second was the formation of
the Ghana Education Service to ensure that the reforms
were effectively implemented. The educational reforms
of 1974 introduced the Junior Secondary School to the
system and emphasized the education of occupational
skills, including technical drawing. metalw ork. wood-
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work, masonry, catering, and dressmaking.
By 1983, the education system and the entire

economy ofGhana were in a financial crisis. The govern­
ment, consequently, began a series ofstructural adjustment
programs sponsored by the International Monetary Fund.
One aspect of the structural adju stments was the creation
of the Education Sector Adju stment Credit (EdSAC),
which provided a forum for international institutions to
participate in the restructuring of the Ghanaian education
system. Some of the participants included the World Bank
and the U.K.'s Department for International Development.
In 1986, the Evans Anfrom Committee was established,
which resulted in the implem entation in 1987 of several
changes to the system that define the current education
system of Ghana.

Under the present system, primary education and
juni or secondary education compri se basic education and
are six years and three years in duration, respectively. Se­
nior secondary education is three years in duration. Basic
education is for children aged six through twelve years and
is considered free and compulsory.The academic year for
both basic and senior secondary schools is 40 weeks. Pri­
mary education consists ofsix subjects: English language ,
regional indigenous language and culture, mathematics,
environmenta l studies, integrated science, and religious
and moral education. The ten subjects ofjuni or secondary
education include Engl ish language, regional indigenous
language and culture, mathematics, social studies, general
science, agricultural science, pre-vocational skills, pre­
technical skills, religious and moral education, and French
as an option. The senior secondary school curriculum is
comprised of four core subjects and a minimum of three
elective subjects. The core subjects are English language,
mathematics, integrated scie nce (which includes genera l,
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agricu ltura l, and enviro nmen tal sciences), and social
stud ies. The three required elec tive subjects focus on one
of five programs: agricultura l, general (arts or science),
business. vocational, and technical.

Upon completion of senior secondary school,
students take the Sen ior Secondary School Certificate
Examination, administered by the West African Examina­
tion Council (WAEC). WAEC is a nonprofit organization,
which was established in 1952, during British colonial
rule, to develop and institute standardized test ing services
in Anglophone West Africa.' Ove rall student assessment
is comprised of thirty percent from continual internal as­
sessment and seventy percent from the fina l score of the
WAEC exam. Admiss ion to a university or other tertiary
inst itut ion is based entirely on the resu lts of the exam.
Conseq uently, curr iculum content, particu larly in senior
secon dary schools, is structured to support the WAEC
exam , which was originally establ ished entirely by outs id­
ers , ensur ing "a British-style, examination-driven system
which reinforce js] widespread relia nce on role learning"
(Woolman, 2001 , p. 36).

Overview or Outsider Influences and Funding

According to the Ministry of'Education (2003), the
most significant issue with the Ghanaian educat ion system
is funding. In 2000, the government spent approximate ly
one-third of its nat iona l discretionary recurrent budget on
education and received considerable funding from interna­
tional donor and lending agencies. In general, each ofthese
internationa l institutions was prov iding funding based on
specific object ives ofthat institution.The World Bank, for
example, had three funding programs for Gha na's educa­
tion sector.The largest, with $50 million, was allocated for
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seven basic educat ion initiatives over a five-year period.
These included decentralized classroom construction proj­
ects, syllabus revision programs, promotion ofgirls' edu­
cation, developing a com puterized education informat ion
system, designing an educat ion information campaign,
creating a pilot schoo ling improvement fund, and training
educational program management. The second program,
which was not directly related to the pre-univers ity edu­
cation system, consisted of S32 million, over a five-year
period, for the purpose of increas ing literacy for adults.
Lastly, the third program was sponsored jointly with the
government of Japan and supported analyses and policy
development for senior secondary schools (Ministry of
Education, 2003).

The United States Agency for International De­
velopment (USA ID) provided direct educational funding
in the amount of$35 million between 1996 and 2002 for
the project QUIPS (Quality Improvements in the Primary
Schools). The objectives of the project were to improve
teacher and education management training, curr iculum
development, monitoring and evaluat ion techn iques,
and to promote decentral ization. The project was being
implemented in collaboration with several techn ical as­
sistance teams, including Catholic ReliefServices (CRS),
Community Schoo l Alliances (CSA), Improving Learn­
ing through Partnerships (ILP), International Foundation
for Educat ion and Self-Help (IFESH), and Performance
Monitori ng and Evaluat ion (PME). A review and eva lua­
tion of the ILP component of this project, as an example
of appreciative inquiry methodology, is provided later
in this paper. In addition, SI8 million of non-education
sector, non-project assistance funding was prov ided to
the government based upon meeting specified educa tion
policy requ irements. The Department for International
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Deve lopment (DFID) provided fundi ng over a five-year
period for the promotion ofdecentralization. Funding from
UNICEF was in suppo rt ofhuman resource development
programs. And the European Union provided $ 10 million
to Ghana in non-project related funds for educat ion. At
least fourteen other organizations were also providing
financial suppo rt. technical ass istance. advice. and/or
human resource services to Ghana 's ed ucation sec tor in
2000 (Ministry of Education, 2003),5 While overseeing
the co mplex web of out sider influences must surely be
an ovcrvvhelming task for the Ministry of Education. it is
unclear the degree to which such influences contribute to
educating Ghana 's population. as the followi ng inqu iries
highlig ht.

The \ ,",o rld Bank and Hu ma n Ca pita l Theory

Human ca pital theory has come to dom inate
educa tion policies throu ghout the world (Spring, 200 I;
Sarnoff, 1999). The purpose and use of such policies are to
measure the economic returns assoc iated with educational
investments and determine funding alloca tions and lev­
els based on the expected economic returns. To exa mine
how human capital theory is utilized in the evaluat ion of
Ghana's education sys tem, two analyses are considered:
"Returns to Education and Expe rience in Ghana, 1987­
1999: Evidence from four rounds of the Ghana Liv ing
Standards Survey" by Appiah-Kubi , Nsowah-Nuamah
and van den Boo m (200 I) and The Economics ofSchool
Quality Investments in Developing Countries: An Emp iri­
cal Study of Ghana by Paul GJcwwc (1999).

Based on similar yet somewhat differing inter­
pretat ions presented by Appiah-Kubi et al (200 1) and
Glcwwe ( 1999), the mathematical representation of the
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human capita l regress ion mode l can be expressed as,
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logfw} = 0 0 + 0 pSpi + O, S'i + U,S'i + [12 £; + ~ 0 3£ / +
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where W i is the wages received by the individual, i; 0 is
the rates of return to schooling for primary (p), secondary
(s ), and tertiary (t) education; S is the number ofyears in
each of the schooling levels; £ is the number of years of
work experience; and Woo is the expected income without
education or exper ience."

By using statistical methods, App iah-Kub i et al
(200 I) determined that the pub lic rate of return to school­
ing in Ghana is 3.2% for basic education, 16% for sec­
onda ry school, and 3.2% for tertiary school. From these
analyses, policy recommendations were provided which
suggested a higher investment in basic education in order
to equalize the rates of return. Spec ifically, "the results
suggest that educational sector reform in Ghana be highly
concerned with improvement s in basic education, with the
upholding of the qua lity ofsecondary schooling, and with
opportunities to increase the share of private expenses in
secondary and tertiary education" (p. 15). Not included as
variable s in the exten sive analysis were influences from
region, culture, religion, gender, class, family economics
and structure, teaching styles, individual leaming styles, or
community values. By focusing only on rates ofretum, the
analysis and recommendations offered by Appiah-Kub i et
al result in "s ignificantly decreased attention to learning as
a process and to other social and political goa ls generally
expected of education systems (equality, equity, nat ional
unity, citizenship)" (Sarnoff, 1999: 68).

In The Economics ofSchool Quality Investments in
Develop ing Countries: An EmpiricalStudy of Ghana, Paul
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Glewwc (199 9), a senior economist at the World Bank at
the time, expanded the scope of the human capital model
to include addit iona l variables in the statist ica l approac h
to determine the eco nomic benefits ofgovernment invest­
ments in educat ion. The extensive analysis presented in
Glewwe's 373-page book uti lized quant itative methods to
determ ine how improvements in school quality a ffect the
cognitive ski lls ofstudents. how cognit ive skills are related
to income. and how investments in educat ion impact child
nutrition and fertility.

The results of this exhaust ive analysis were quite
surprising. not because they provided remarkab le new
insigh ts, but beca use they genera lly did not provide any
new insights. Glewwe's research findings are highlighted
below:

Very simply, [the Ministry of Education]
shou ld first invest in blackboards for all
midd le sc hool classrooms that do not
have them now. Once every middle school
classroom in Ghana has a blackboard, then
leak ing roofs shou ld be repaired, if there
is any money rema ining in the Ministry's
limited budget. Once all leaking roofs have
been repa ired, any remaining funds could
be spe nt on purchases of new textbooks,
ass uming that there are some benefits to
workers outside the wage sector (p. 197).

[There is] sporadic evidence of pos itive
links between elements of huma n capital
(schoo ling or skills) and enterp rise income
(p.241).
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Increas ing school ing atta inme nt does in­
crease farm income (p. 283).

[A] mother's mathematics skills have posi­
tive impact on chi ld weight-for-he ight [a
measure of child hea lth] (p. 318).

There is a strong negative re lat ionsh ip
between ferti lity and schooling (p. 340) .
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All of'Glewwc's findings seem to be fairly commonsense:
blackboards are good, as are leak-free roofs and new
textbooks; schooling is beneficia l to income, fanning
and health. However, his final finding and corresponding
recommendat ion are surprisingly disturb ing:

If blackboards are insta lled, the actua l cost
of reduc ing the number of children ever
born to a given woman by 0.5 is well under
one US dollar. .. these results suggest that
any family planning programme that costs
more than one US dollar per birth avoided
may not be cost-effective (p. 341).

Making an associat ion between "one US dollar"
and each "birth avo ided" as a suggestion for funding fami­
ly planning programs in Ghana dangerous ly disregards the
overall role and impact offamily planning organizations.
Glewwe 's conclusions, in general, and his dramatic and
vel)' specific final recommendat ion, in particular, highl ight
how human capital theory, part icularly when applied to de­
veloping countries by the powerful core cap italist nations
and subservient international lending agencies, focusing
on capital over humanity, ultimately results in the further
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dehumanization of a lready oppresse d peop le. To worsen
matters. the last words from this esteemed and influential
senior economist from the World Bank suggest the con­
tinuat ion of such analyses and recommendations:

The ultima te hope of the main author
of thi s book is that the application of
this methodology to other countries will
eventually lead to schools becoming more
effective and . consequently, to better
educated children and adults in develop­
ing cou ntries. On ly then will the efforts
made to produce this book have been truly
worthwhile (p. 353).

When such statistical methodologies arc applied to soc ial
sc iences. it is not at all clea r that app ropriate variables can
be defined or suffi ciently unde rstood . Appiah-Kubi et al
(200 1) clearly demonstrated this fault in their analysis by
exc luding significant variables. as previously mentioned.
Howe ver. Glewwe 's ( 1999) analysis appears to be quite
extensive and thorough. includin g. for example. the use of
twenty variables for his weight-height regression. How­
ever. the central theme was consistently capital-income,
cost. inves tment. Though it is not surprising that capital
is centra l to research sponsored by the World Bank. it
is. nevertheless, highly disconcert ing that references to
personal happ iness. educationa l fulfillment. or commu­
nity knowledge and va lues are nonexistent in education
agen das that are based on human capital theory and that
domi nate the education discou rse of intern ational lend­
ing institu tions . Such research clearly reflects an outsider
( indigenous-o uts ide or external-outs ide ) positicnality,
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having "l ittle appreciation for the values, perspectives,
and knowledge of the community" (Banks, 1998: 8).

Apprccla tlve Inquiry Methodology

In contrast to the analytica l approaches ofGlewwc
(1999) and Appiah-Kubi et al (2001), Improving Learning
through Partnerships (ILP), funded by USAID, another
highly influential outsider agency, provides a community­
based approach to improving the Ghanaian education
system. This sect ion outlines the methods by whic h ILP
aspired "to narrow the gap between central-level pol icy
makers and those close to the classroom , where the real
process of educat ion occurs" (O'Grady, 2000: 10).

There arc three components to ILP-master teach­
ers , community empowerment. and appreciative inquiry.
These three components arc intended to work towards a
unified goal of improving education wit hin the commu­
nities. Master teachers are highly trained educators with
additional knowledge of primary schoo l teach ing meth ­
odo log ies. Their primary role is to facilitate school-based
teacher education. em phas izing practice-oriented learning
and necessary theory to support the practices. There is
also a strong focus on self-study. experiential learning.
the usc of low-cost teaching and learning materials. and
optimized classroom seating arrangements. By bringing
the master teachers to the schools. teachers become ac­
tive learners within their ow n environmen t. This is also
inten ded to promo te a team approach to educa tion, in
whic h teachers. the hea dmas ter and the c ircuit superv iso r
take joint responsib ility for plan ning. teaching, creat ing
instructional materials. and reviewing lesson plans.

The second component of ILP is to provide em­
powennent to the community, particularly in terms of
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project funding decisions. In add ition, strategies for im­
proving communication between the schools and the com­
munity are provided. A two-way acco unta bility sys tem is
established and is structured around community meetings.
which provide a forum for the community to report status
on infrastructure projects and for the schoo ls to report on
school academic progress . The th ird component of ILP
is the implementation ofan ap preciative inquiry teaching
methodology. In this approach. participants- students ,
teachers. community members. and headmasters- arc
encouraged and acknowledged for thei r contributions. As
O 'Grady (2000) describes.

The assets, or appreciative inquiry, ap­
proach does not ignore problems. It helps
people deal wi th them more posi tively.
actively, and creatively by seeking the
root cause of success. not the root cause
of failure. Damaging preconceptions of
people tend to promote low expectations.
even paralysis. Creating the expectation of
exce llence, on the other hand, often begets
excel lence (p. 18).

In 2000. there were over 330 partnership schools through­
out Ghan a. Criterion-referenced tests indicated that the
ILP program was having a positive effect on student
performance in English and mathematics . Within one
year, ILP students were performing approx imately 8%
higher than non-ILP students. " In addition to rising test
scores. teachers report lively student-teacher interac­
tion" (O 'Grady, 2000. p.13) . While program evaluations
included attention to student pcrfonnance, the emphasis
co nsistently returned to the promotion ofand corre lation
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to a positive learning environment. O'Grady (2000) sum­
marizes the impact of appreciative inquiry methodology
in Ghana as follows:

In this instance, the combination ofmaster
teachers who train class room teachers in
basic skills instruction with school-com­
munity partnerships, both in the framework
of appreciative inquiry-a methodology
that encourages a positive and visionary
approach-are contributing to successful
educat ional change in Ghana (p. 7).

Additiona l research, including anonymous feedb ack
from the participants. would be beneficial to help further
understand the prog ram 's impact on the students, the
partnership schoo ls, and the communities. At a cursory
level , this program certainly seems to have some promise
as an alternative approach to education within the cur­
rent financial constraints of Ghana's education system.
For example, instead of the priority being to ensure
blackboards are provided throughout Ghana. as Glewwe
(1999) concludes, ILP proposes that communities deter­
mine how funds be allocated. respecting the knowledge
and values of the teachers and community members-the
indigenous- insidcrs.

Personal Reflections

For two years I lived in school housing in the town
ofGoka, ncar the border with Cote d'Ivoirc. I taught math
and science at Goka Secondary Technical School, which
had a student population of 40-45. The comm unity
was more than twenty miles from paved roads, the
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state electricity grid, telephone communications. or run­
ning water. Severe poverty was present in the commu nity.
but, without a direct bas is of comparison . there was not
the dai ly awareness of inequality that is found in urban
sett ings .

The school had been built in the early 1990s as part
of the structura l adjustment program and was to be one
of the few district schools to offer the techn ical elective
program. In support of this plan. thousands of dollars in
vocational equ ipment for courses in woodwork. metal­
work, and masonry were supplied to the school . However,
all ofthe equipment required electricityand. consequently.
j ust occup ied precious classroom space, the headmaster
not wanting to relinquish the equipment to another school
in hopes that it would later be useful as a bargaining tool
or that the community wou ld eventually get electric ity.

Although English is the official language ofGhana,
it is typically a second or third language for those who
act ually learn it. In rural com munities, in particu lar. only
a small fraction of the population is able to speak the lan­
guage. Many of my senior secondary students wou ld not
even be con sidered at basic interpersonal communicative
skills (BICS) proficiency in English," Within the school .
Engli sh skills and finding relevancy to the subject matter
were some of the most difficult challenges to teaching.

During 1998. the year I first arrived in Ghana.
Canagarajah (2001 ) conducted a survey of 708 Ghana­
ian children between the ages of six and sixtee n who
had dropped out of school. When asked why they had
left school, half of the students indica ted that "schoo ls
we re use less and uninteresting" (p . 8) . Teac hing math
and science to students who got up at five in the morn­
ing to complete family chores. who were often unable to
eat break fast before schoo l. and who were not fluent in
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English. the mandated language of instruction, was an
undesi rable situat ion, for the students and the teachers.
Ultimately. my job became something other than solely
being a math and science teacher within the confines of the
Ghanaian education system . Through alternative activi­
ties. including in-class student-centered dialogue outside
WAEC-impelled curriculum and after-class community
projects, in shared and mutually respectful learning en­
vironments, most of the students came to truly appreciate
the learning experience.

In retrospect. I cannot say whether or not chalk­
boards in the elassrooms made the difference, for we were
definitely short on textbooks and most of the classrooms
had leaky roofs. But I do know from my personal experi­
ence teaching in Ghana and more recently in south Los
Angeles that valuing students as human beings, finding
self-respect as a teacher and expressing respect to other
teachers. and recognizing the contributions ofcommunity
members can have a direct positive impact on the attitudes
of students. teachers. school staff parents and the com­
munity. The educational activities in which the students
and I engaged in Ghana helped me, as a clear outsider
when I initiallyjoined the community. to be adopted by the
school and community as an external-insider. Through our
dialogue and shared experiences. I came to question and
ultimately reject many of my former beliefs and values,
which were based on my experiences and privileges as
a white man from a core capitalist nation. and welcome
and embrace the values and beliefs shared with me by
the students and community. While the students assisted
me with my own personal transformation, leading me to
pursue further education and labor opportunities in areas
of social justice, I assisted them in negotiating between
their local knowledge and values and those imposed on
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them by the outsider-influenced education system. Quite a
few ofthc students also pursued higher education. includ­
ing the first student from the school to obtain a bachelor's
degree. and several have become teachers themselves.

Conclusion

Ghana's education policies. influenced signifi ­
cantly by outsider agenc ies and a history of colonia lism.
continue to be measured and guided based on statistica l
analyses of census results. living standards surveys. lest
perfonnancc data and the corresponding economic rates
of return. The notion that "the educational process has
no end beyond itself; it is its own end" (Dewey 1916.
p. 50) has been ecl ipsed by human capital theory and a
business model of education. Consistent with this con­
tinued embrace of human capital theory by international
financi al institutions. ILP was discontinued in 2003. and
Paul Glcwwc was promoted to professor at the University
of Minnesota. where he continues to be a prolific analyst
and author on such topics as living standards in Vietnam.
human capital in China. flip-charts in Kenya. educational
outcomes in the Philippines. and the impact ofconditional
cash transfers on educat ion in Honduras. Thro ugh the
ongo ing influence of international financial institutions.
outsider statistical analysts wi ll continue to speak for mar­
ginalized communities about their educational needs.

(T]he pract ice of speaking for others is
often born ofa desire for mastery. to privi­
lege oneselfas the one who more correct ly
understands the truth about another's situ­
ation or as one who can champion a just
cause and thus achieve glory and praise.
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And the effect of the practice of speaking
for others is often, though not always, era­
sure and a reinscription of sexual, national,
and othe r kinds of hierarchi es (Alco ff,
199 1: 29).
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As a white-A merican, I am in no position to suggest how
education in Gha na should be constructed. However, in
comparing the examples of human capita l theory with that
of appreciative inquiry methodology, it seems the latter
promotes greater community empowerment and more
socially beneficial objectives, including mutual respect
between students and teachers, a philoso phy of experi­
ential learning, education dec ision-making conducted at
the community level, and a greater influence by commu­
nity insiders. As Ow uor (2007) advocates, "The process
of decolonization of school knowledge requi res that the
African peop les confront the claim that outsiders have the
knowledge and abili ties to bette r understand their needs
and shape the direction of their own development process"
(p. 34). Unfortunate ly, by persisten tly privileging the
voices of outsiders. particularly whe n guided by hum an
cap ital theory. highly influent ial international orga niza­
tions continue to promote programs and policies that are
discon nected from and unable to address the needs of the
communities they allege to be ass isting.

Endnotes

I The ED! provides insight into national education develop­
ment and is formulated by combining four supporting indices
for primal)' school enrolment, adult literacy, gender equality.
and primal)' school survival.
2 Banks (1998) defines these four categories as follows: "(I)
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The indigenous-inside r: This ind ividua l endorses the unique
values. perspectives. behaviors. beliefs. and knowledge of his
or her indigenous community and cu lture and is perceived
by people within the community as a legit imate community
member who can spea k with authority abo ut it. (2) The indig­
eno us-outside r: This individual was socialized within his or
her indigeno us com munity but has experienced high levels of
cultural ass imilation into an outs ider or oppositional culture.
The values. beliefs. perspectives. and knowledge of this in­
dividual are iden tical to those of the outside co mmunity. The
indigenou s-outsider is perceived by indigenous people in the
community as an outsider. (3) The external-insider: This indi­
vidual was socialized within another culture and acquires its
beliefs. values. behaviors. attitudes. and knowledge. However.
because ofhis or her unique experiences. the individual rejects
many of the values. beliefs . and know ledge claims within his
or her indigenous community and endorses those ofthe studied
community. The externa l-insider is viewed by the new com­
munity as an 'adopted' insider, (4) The external-ou tsider: The
externa l-outsider is socia lized within a community different
from the one in which he or she is doing researc h. The external­
outsider has a partial understa nding of and little app reciation
for the values. perspectives. and know ledge of the communi ty
he or she is studying and consequently often misunderstands
and misinterprets the behaviors within the studied community"
(p.8).
} Providing exten sive detail s ofthe history of Ghana 's educa­
tion system. the primary source for this section is the website
for Ghana 's Ministry of Education (2003).
~ WEAC currently se rves the Ang lop hone West African
cou ntries of Gha na. Nigeria. Sierra Leone, The Gambia and
Liberia.
5 Some of the international organizations invo lved in Gha na's
education system in 2000 were : The World Bank, United States
Agency for Internati ona l Developm ent. Department for Inter­
national Development. UNICEF. German Government. Unites
States Peace Corps. Japa n Overseas Co-operation Volunteers•

.
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The European Union. The African Development Bank, Action
Aid. Cat holic Relief Se rvices, World Vision International .
Literacy and Bible Translation, Plan International. Forum for
African Women Educa tionalists. Volunteer Service Overseas.
School for Life. World University Service of Canada. CA RE
International, Partners for Internet in Educat ion. and the Wcst
African Examination Council.
"Though using the same concept and citing the same sources.
there were somc basic differences in the equations presented
by Glewwe (1999) and Appiah-Kubi et al (200 1). For example.
Glewwe used natura l logarithms (In) and Appiah-Kubi et al
used base-IO logarithms (log) . Also. there were some differ ­
ences in how work experience and income without education

were represented.
7 According to Cummins (2002). basic interpersonal com­
municative skills (B1CS) represent the ability of individuals
to communicate at a basic. non-academic. interpersonallevel .
Studies have suggested that approximately two years of study
are required to achieve SI CS level of conversational profi­

crcncy.
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