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          ABSTRACT


The purpose of this study was to explore the perception of social studies teacher trainees and their tutors in the colleges of education in Ghana with regards to the meaning and teaching methods that are most appropriate to teach citizenship education. The research drew upon social capital, ecological, and cognitive psychological theories to generate the conceptual framework for analysing the quantitative and qualitative data. The perceptions of tutors and teacher trainees of social studies in their final year from eight colleges of education were surveyed, and small samples of the respondents were interviewed to further understand both groups’ perceptions of citizenship education. 


The major findings were: (i) Tutors and teacher trainees generally agreed on the components of citizenship education, chi-square test test showed that there was a difference in perceptions between tutors and teacher trainees (ii) Both tutors and trainees generally agreed on the characteristics of a good citizen. (iii) There was general agreement between the tutors and trainees that various classroom activities are important in the teaching of citizenship education and are being taught effectively. There were some differences between the groups on certain specific teaching methods and the effectiveness of the teaching of those activities. The study has made a significant contribution to the existing literature on citizenship education issues in the contemporary Ghanaian colleges of education. The study concludes with the recommendations to policy makers and stakeholders of education to consider the need to improve the quality of citizenship education materials. 
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   CHAPTER ONE

                                             INTRODUCTION

Background of the study

         It is recognised throughout the world that the level of educational attainment in a country is a major contributory factor, both directly and indirectly to the degree of growth and development that is achievable in that country (Acheampong, 2006). Acheampong adds that education enables individuals to develop and fulfill aspirations aimed at achieving social, economic and political progress by developing their abilities and talents. It also enhances peoples’ development of general reasoning faculties, causes values to change progressively and increases receptivity of new ideas and attitudes. The development of a nation depends on its human capital that mediates as change agents for transforming raw materials and other resources into more useful properties that contribute towards development. 
      
The World Bank argues that educating for economic growth, although necessary, is not enough to remove poverty. Markets cannot deliver on their own; they need “collective action, public accountability, caring for kin and community environmental stewardship” (World Development Report, 2007:160). Attention has, therefore, now turned to young people’s experiences of citizenship as ‘crucial for development outcomes’. The argument is that not only governments should recognise the major long term human capital consequences of young people’s experiences but that, as a consequence, young people should now be seen as important stakeholders. Without their active citizenry “collective action, public accountability, caring for kin and community, environmental stewardship, the promotion of human dignity and the creation of shared identity and rights are so much more difficult ...”(World Bank, 2007:160). The transition into ‘exercising citizenship’ is described as one of five key transitions of youth into adulthood—the others are: learning; beginning to work; taking risks that impact on health; and forming families (Arnot, Casely-Hayford, Wainaina, Chege & Dovie, 2010).

          Human capital theory suggests that education or training raises productivity of workers by imparting useful knowledge and skills (Becker, 1993). Hence, raising workers’ future income by increasing lifetime earnings. It postulates that expenditure is costly, and should be considered an investment since it is undertaken with the view to increasing personal incomes. Human capital is an instrument of promoting comprehensive development of the nation because human capital is directly related to human development (Ottosson & Kyver, 2010). When there is human development, the probability of qualitative and quantitative progress of the nation is more likely.
        Investment in human capital is therefore crucial in the growth and development of nations. Human capital is generally viewed as the stock of knowledge, and skills, embodied in an individual as a result of education, training and experience, that makes him or her more productive (Acheampong, 2006). On the basis of the role that human capital plays in national development, by the late 1950s and early 1960s, Coombs and Bowman (as cited in Acheampong, 2006) mention that there was the consensus among politicians, educators and scholars that education was a key agent for moving societies along the development continuum. McWilliams and Kwamena-Poh (1975) posit that the main purpose of education, formal or informal is to produce a person who will be a useful member of society. Harbison (1976) adds that capital and natural resources are passive factors of production; human beings are the active agents who accumulate capital, exploit natural resources and build social, economic and political organizations as well as carry forward national development.
            Citizenship education implies being educated to become an efficient member of one’s immediate and the general human community, to develop a commitment to work effectively with diverse people, and to accept differences in cultures and values to respond to social and developmental needs or issues.  Schools and colleges provide fertile grounds for human capital investment in the area of citizenship education. The general argument is that schools and colleges play a crucial role in the development of academic abilities of young people. Schools and colleges also serve as places that assist learners in developing an understanding of society and commitment to political and civic engagements. As a result, schools and colleges can help foster the knowledge, skills, and disposition that young people need to develop political awareness and grow to be socially responsible individuals (Torney-Purta & Vermeer, 2004). This process has to do with citizenship education. Citizenship education attempts to develop a sense of social and civic duty and the simulation of national patriotic pride (Osborne, 1988 quoted in Wright, 2003). 

         Traditionally, citizenship education in schools and colleges has focused on transmission of civic knowledge. However, recent work has advanced a broader notion of citizenship education (Homana, Barker & Torney-Purta, 2005), which includes learning experiences such as role plays, debates, mock trials, simulation games, classroom deliberations, students’ council deliberations, survive-learning and other active teaching strategies for nurturing socially responsible individuals. Citizenship Education, also known as Civic Education,  refers to an intended education programme (a body of knowledge, understanding ,skills and attitudes) that is  concerned with people’s understanding of society, particularly with influencing what students learn and understand about the social world (Kerr, 1999). It aims at transmitting social norms, and/or encouraging political participation. 

    A quotation that has informed the organization of the Citizenship Education study of the International Association for the Evaluation of Education Achievement is also an appropriate starting place for this study on Citizenship Education:

All societies have a continuing interest in the way their young people are prepared for citizenship and learn to take part in public affairs. In the 1990s, this has become a matter of increased importance, not in societies striving to establish or re-establish democratic government, but also in societies with continuous and long established democratic traditions (Torney-Purta, Schwille, & Amadeo, 1999:12).

             Another perspective on the importance of citizenship education is informed by the Edmundo Jarquin’s contention at the 1996 Civitas Panamericano Conference that the development of a market economy is dependent upon democratic rule of law, and that state modernization turns on a strong civil society.

           With the new development in promoting democracy among all countries in the world, citizenship education becomes increasingly important in the educational system (Torney-Purta & Vermeer, 2004).  Citizenship education is highly topical in many countries at present, as there is an urgent consideration given to how to prepare the young people for the challenges and uncertainties of life in a rapidly changing world (Ichilov, 2003). With the notion of citizenship now being drawn into the development debate, at one level there is agreement that the exercise of an active and participatory form of citizenship is one of the imperatives in ensuring national growth. The World Bank (2007) argues that educating for economic growth, although necessary, is not enough to remove poverty; but of special importance to economic growth and peaceful co-existence is what it calls ‘youth citizenship’:

The youth experience of citizenship is formative and has lasting effects on the extent and kind of political participation throughout life. Citizenship affects development outcomes through three channels by enhancing the human and social capital of individuals, by promoting government accountability for basic service delivery and enhancing the overall climate for investment and private decision making (World Bank, 2007:161).

The change into ‘exercising citizenship’ is described as one of five key transitions of youth into adulthood. The others, according to Arnot (2003) are learning, beginning to work, taking risks that impact on health and forming families. The argument is that one should recognize the major human capital consequences and implications of these five important changes of the youth. From an educational perspective, this agenda stresses the value of a form of citizenship education for all young people and a set of markers with which to assess progress towards the achievement of adult civic rights /responsibilities and duties (Arnot, Casely-Hayford, Dovie, Chege & Wainaina, 2010). 
Research interest in citizenship education has been taking place in academic circles since the 1950’s under the name of political socialization (Almond & Verba, 1989; Merelman, 1972; Niemi & Sobieszek, 1977). Torney-Purta (2007) reveals that research on citizenship education in the 1960’s and 1970’s, was largely focused in the United States and was conducted primarily by  psychologists and some sociologists.

Citizenship education, since the 1990’s, has become a global phenomenon with its implementation in school curricula in different parts of the world that had not previously experienced citizenship education (Radner, 2002). It has long been recognised by educators that the total school setting is a training ground for citizenship education. Lee (2004) argues that developing good citizenship has been a continuing educational concern worldwide. The concern for citizenship education has manifested itself in several ways, such as the formation of advisory groups to set guidelines for the development of citizenship education (Almaamari, 2007). Latin American policymakers have recently expressed renewed interest in the need to address citizenship education, recognising that basic education is a necessary but insufficient condition for strengthening democracy (Smith, 2002).
        In Canada, citizenship education is seen as being the responsibility of the whole school, yet social studies assumes a major responsibility for educating citizens. This has led to redrafting the school social programme in the provinces and territories within the Western Protocol in order to give citizenship education a prominence (Smith, 2002). In England, an advisory group was formed to present a report on the depth of rationale of teaching citizenship education and its goals, content, teaching strategies as well as problems in its teaching. 

The International Review of Curriculum and Assessment Framework (IRCAF) project countries (Australia, Canada, Brazil, and United States of America) are undertaking major reforms of schools and the curriculum. Citizenship education is a major aspect of this reform process. It is the varied responses of countries to the unprecedented level and pace of global change that have made citizenship education study so fascinating and timely. Ghana is no exception to this process. Indeed, the place and purpose of citizenship education in schools is presently being emphasised as part of the wider on-going review of National Curriculum of Ghana (Ministry of Education, Science and Sports [MOESS/GES] 2007; Government of Ghana, 2003a).
In Africa, there has been a tendency to develop citizenship education (Bond, 2001; Fakir, 2003 & Preece, 2005).  Arnot (2003) mention that both Kenya and Ghana, in separate but related ways, have been addressing the demands for the need for peace and stability and the desire for collective responsibility and individual rights by introducing citizenship education in their education systems.  Schooling has been expected to educate a new generation into a modern form of citizenship appropriate to a globalizing economy that is compatible with the traditional political and civic cultures and communities.

In Ghana, when communities were small, largely rural and self- sufficient, the system of education was informal and non-literate. Yet training in citizenship education was prominent. MacWilliam and Kwamena-Poh (1978) stress that, the Ghanaian community prepared the youth through the informal system of education. The responsibility for the training of citizenship did not rest on the parents only, but also on blood relations. It was also the duty of all the elders in a family to impart this training in citizenship education.  This type of education offered knowledge about the cultural heritage of societies to the young generation for active participation in community life. The methods of training took the form of storytelling with moral conclusions. As the young entered adult life they were admitted into the community. Lessons were given for the development of the rights and responsibilities and the elders instilled the concept of respect for old age in the youth. During this period, citizenship education was emphasised because it sought to inculcate knowledge about the cultural heritage to the younger generation. 
After independence, the Nkrumah Ideological Institute was established by Dr. Kwame Nkrumah to influence the academic life to raise the political consciousness of Ghanaians. With the first stone being laid by Kwame Nkrumah on 18th February, 1961, the Institute was designed to promote national independence, as almost all Ghanaians  in the first Nkrumah government were trained in the United Kingdom or United States (Winneba Ghana niica.on.ca).This was another form of citizenship education in Ghana even though it was limited to his party faithful. The fact that it was meant to promote socialism in Ghana as well as liberation of Africa from colonialism, it can be credited with some development issues. 
The National Liberation Council (NLC) led Dr. K.A Busia also introduced another programme of citizenship education for development. The NLC constitution   sought to protect the citizen, laying strong emphasis on human rights and civil liberties. The citizens were based on the provision of the 1948 Universal Declaration of Human Rights.  Citizenship education on the right to life, property and security for the individual was initiated. Fundamental freedoms of thought, speech, belief and association were also emphasised. Infringement of a citizen’s right was one of the areas within the investigation of Ombudsman (Agu, 2000).  General Acheampong’s government, after overthrowing the NLC’s Government, also introduced development plans into the Ghanaian citizenry.  The second phase of the programme code-named ‘Operation Feed Your Industries’ was devoted to producing sufficient raw materials for Ghana’s industries. The recitation of the National Pledge in schools and colleges was another move of introducing citizenship education in Ghana by Acheampong’s government.
The Act 452 enacted by the Parliament of the Fourth Republic  of Ghana  on 6th  July , 1993, which established the National Commission for Civic Education re-affirmed citizenship education in Ghana. Among other things, the Commission was to create and sustain within the society the awareness of the principles and objectives of the Constitution as the fundamental law of the people the people of Ghana (Groth, 2006). The Ministry of Manpower, Youth and Employment (2006), realizing the factors which have alienated young people from participating in the Ghanaian economy, instituted a youth programme aimed at preparing them to become productive members of society. This motive to consider the problems of the youth relates directly to the agenda based on youth citizenship.

        The success of effective citizenship is derived from tolerance, consensus over values, and an accepted spirit of fair play. It is citizenship education which provides learners with the knowledge, skills and attitudes necessary to participate and operate in a modern democracy. This brings to the fore the role teaching and learning can play in schools and colleges through the curriculum to develop understanding of the value of citizenship in national development.
 The inherited colonial education system in Ghana was the grammar type of education that stressed reading, writing and arithmetic (Kwamena-Poh, 1975). The colonial education system, according to Antwi (1992) has to some extent provided Ghana with a certain type of manpower, namely clerical and administrative personnel, which have been found ineffective in meeting the changing economic, social and political needs of the fast-changing Ghanaian society. The reason is that the products of that schooling system have been found to lack the much needed skills to work with their hands and to be willing to take up agriculture and manual work (Antwi, 1972). To solve the ineffectiveness of the inherited system of education, Tamakloe (2008) advises that it is necessary to remodel the education and training systems to meet the needs of the social, economic and political systems in Ghana. The type of education Africans inherited from their colonial masters is too academic, fostering a preference for “white -color” jobs and negative attitudes to work, as well as shifting their attention and interest to the colonial masters.
      Curriculum, which guides how human capital is developed, directs what to teach and how to teach it. Nevertheless, deciding what to teach, as well as how to teach it is influenced by the concepts of what repertoire of knowledge and skills are important for the learner to master, what role the learner has to play in achieving mastery and organization of learning experiences, and what is most likely to yield maximum cognitive power (Adebile, 2009). Curriculum can have a variety of meanings in school and college programmes, particularly due, in part, to the fact that it is often heavily defined by its content. However, learning theories are more likely to provide implications for how to teach than what learners should learn. If colleges’ and schools’ programmes are to be meaningful in promoting human capital, teachers must be involved in making curriculum decisions (Wilkin, 2005). The exploration of teachers’ perceptions and inputs towards curricular issues will directly or indirectly influence their classroom practice; for teachers are considered as the “attacking troops” (Bishop, 1985) who know the classroom dynamics.

Indeed, the National Council for  Social Studies [NCSS] (2001:3) in the United States of America has defined the primary purpose of social studies as helping ‘young people to make informed and reasoned decisions for the public good as citizens of a culturally diverse, democratic society in an interdependent world’. By doing so NCSS  has recognised the importance  of educating students  who are committed to the ideas and values of  democracy  and who are able to use knowledge about their community, nation and world, along with skills of data collection, analysis, collaboration, decision-making and problem-solving. Central to the mission of citizenship education is the development in young students of what Parker and Jarolimek (1997) call “civic efficacy or the readiness and willingness to assume citizenship responsibilities” (p. 11).

           Arguably, Religious and Moral Education, History, Economics and Geography, among others, have been introduced in Ghanaian school curricula for the purpose of teaching students to be good citizens.  It is mentioned specifically that social studies has its main goal as citizenship education (Ghana Education Service [GES], 2007; Banks, 2004a; Barr, Barth & Shemis, 1997). In particular, Banks (2004a) states that social studies is the only curriculum area which has the development of civic competencies as its main focus.
The social studies programme, which focuses on citizenship education, was introduced in Ghana’s education system as one of the measures to address the problems of the preference for “white-color” jobs and negative attitudes toward agriculture and manual work. It was to help inculcate the spirit of patriotism among the youth. Many researchers have pointed out that the social studies programme would enable students to acquire specific knowledge, skills and values which make them think critically and eager to contribute towards the survival of their nations (Kankam & Kendie, 2004; Aggarwal, 2001; Martorella, 1994). Pryor, Ghartey, Kutor and Kankam (2005) made a similar claim in stating that the systematic pursuit of knowledge in social studies is an essential ingredient for the improvement of human relationships within both the social and physical environment. Hence, the relevance and social utility of social studies as part of the school programme in Ghana cannot be underestimated.

        Based on the widely held rationale for social studies education as stressing the important role of social studies in the preparation of democratic citizens, it became one of the core subjects at the Junior Secondary Schools (JSS), and Senior Secondary Schools (SSS) in Ghana with the implementation of the 1987 Education Reforms. This was an attempt to introduce the youth to democratic citizenship while they were in school. Topics such as “leadership style”, “rights and responsibilities of the child”, “attitudes and responsibilities for nation building as well as human rights” are incorporated in the social studies syllabuses in the JSS, and SSS levels for the purposes of citizenship education.      

        With the ushering in of the 2007 education reform, a new subject called    citizenship education has been introduced at the primary school level, starting from class four to class six .  This is intended to help children appreciate basic concepts and values that underlie a democratic political community as well as inculcate citizenship and a sense of national pride in them (Anamuah-Mensah, 2008).     

        
 The social studies programme, as a field of study, and with its main focus  on citizenship education, was introduced into the curriculum of  colleges  of education in Ghana as far back as the 1940s (Kankam, 2004; Tamakloe, 1991). The teaching of social studies during this period was experimented in the Presbyterian Training College (Akropong), Wesley College (Kumasi) and Achimota Training College (Accra). This experiment, according to Agyemang-Fokuo (1994) was, however, not allowed to blossom due to both teachers’ and students’ negative perception and attitudes toward the social studies programme because it was not examinable.

      
Education is a unique tool for bringing about change and development in economic growth. Despite the provision made for the teaching of democratic citizenship in Ghanaian schools and colleges, it is widely acclaimed that very little attention is given to citizenship education by social studies teachers, especially those in the junior high and senior high schools where the subject is core. It is the teacher trainees who graduate from the colleges of education who eventually teach at the Basic Schools. Both teacher trainees’ and tutors’ perceptions on citizenship education during learning and teaching at college are likely to affect their teaching at basic levels. Some suggest that the upsurge of moral decadence among the youth of Ghana which the newspapers (Daily Graphic, 16th November 2008, The Ghanaian Times, 7th June 2009) gave prominence to this same idea, suggesting that citizenship education is either “untaught” or “under taught” in the schools/colleges. 

      
The four-year teacher training course in Ghana was established in 1930 for the training of middle school leavers to teach in the primary and middle schools. According to Akyeampong (2003), it attracted middle school leavers with the best qualifications since teaching was a highly respected profession. The duration of the four-year Teacher Training Programme for teachers in primary and middle schools was reduced to two (2) years in order to train more teachers as a result of the implementation of the 1951 Accelerated Development Plan for education (Anamuah-Mensah, 2008). The products were awarded Certificate B. The 4-year post middle Certificate A was re-introduced in1961 when the Certificate B programmes were found to be ineffective.

The three-year post secondary programme was initiated in the 1975/1976 academic year to run concurrently with the 4-year post- middle, with a focus on training teachers for the middle and junior secondary (JSS) schools. This was then changed to a two-year post secondary programme which was later eliminated in the 1982/83 academic year. The Modular Teacher Training programme was introduced in 1983 to provide pupil teachers in the system with Post Middle Certificate A or Post Secondary Certificate. The number of initial teacher training colleges which was 83 in 1967, has reduced to 39 with seven being single-sex female institutions (Anamuah-Mensah, 2008).

In Ghana, the goals of teacher education as stated in the New Structure and Content of Education are as follow:

(i) To give teachers a sound basis in the content of the courses at the levels at which they will be teaching.

(ii) To give teachers sound professional skills that will enable them to guide the children to learn.

(iii) To give teachers manual skills to enable them to develop in children interest in the acquisition of basic vocational skills.

(iv) To inculcate in teachers the qualities of leadership – the type of leadership that will enable them to create favorable conditions in which children learn with pleasure, and with ease.

(v) To prove themselves acceptable to the community, and

(vi) To integrate the school with the community (Anamuah-Mensah, 2008; & Akyeampong, 2003).

        The 1987 Education Reform Review Committee which was born as a result of the experimentation of some of the recommendations of the 1972 Dzobo Committee has an influence in the stabilization of social studies in Ghana. The Review Committee Report of 1987 recommended six years primary school, three years junior secondary school and senior secondary school education. The recommendation was implemented in 1987, which led to all middle schools being turned into junior secondary schools. With this new reform in education, social studies which was introduced in 1948 (Tamakloe,1991) was   re-introduced in the teacher training colleges in 1988 as one of the elective subjects to train students to teach social studies at the junior secondary schools. The 1987 Education Reform Programme aimed at changing the content of education at the basic level and to ensure its relevance to individual and societal needs (GES, 1987). Based on this, the New Education Reform Programme has brought in its trail social studies at the Basic Education level nationwide.

    
The aims and objectives of the junior secondary school social studies programmes reflected all three domains of educational objectives: cognitive, affective, and psychomotor. The cognitive domain deals with the acquisition of knowledge, facts and ideas; the affective domain deals with the behavioural change of the learner whilst the psychomotor domain deals with the acquisition of skills (GES, 1987). The introduction of social studies at the basic education level necessitated the training of more teachers to have sound basis in the content for the courses at the junior secondary school level. Consequently, in 1990, the then Teacher Training Colleges in Ghana embarked on teaching of social studies after a new programme of instruction had been designed. The aims and objectives of the teacher training college social studies syllabus are to help the teacher trainees to be equipped with the subject content, the professional knowledge and skills that will enable them to handle confidently the social studies programme at the basic level of education. Hence, the goal in teaching social studies in the Teacher Training Colleges should be to help students to acquire knowledge and to effect a change in their attitudes and values in their society and the environment. It is also to equip them with the skills to teach for changes in the values and attitudes of pupils (GES, 2002: 1).

    
The educational background of tutors and teacher trainees at the colleges of education would influence their perception of the social studies programme, and they are therefore likely to approach the subject according to how they perceive it. There are three categories of tutors teaching social studies in the teacher training colleges in Ghana. The first category consists of those tutors who graduated in integrated social studies or social science from either University of Cape Coast or University of  Education ,Winneba (Kankam, 2004). This first category of social studies tutors studied the theory, principles and methods of teaching integrated social studies. Such tutors are likely to perceive social studies as an integrated subject with its main goal as citizenship education and therefore, teach the subject as prescribed by the Ghana Education Service. The GES (2007) prescribes that social studies should not be treated as separated and isolated subjects but rather as one integrated subject.

    
The other category is made up of the tutors who graduated in single subjects such as economics, geography and history from both public and private universities in and outside Ghana. The third category of tutors has graduated from the universities which did not offer social studies in an integrated way. The second and third categories of tutors are not likely to perceive social studies as an integrated subject with its focus in promoting citizenship education. The reason is that unlike their colleagues who graduated in social studies from the University of Cape Coast and University of Education, Winneba they had not undergone any academic course in theory and principles of integrated social studies and principles and methods of teaching integrated social studies. At best, some of them have undergone professional training in the principles and methods of teaching single subjects. Consequently, such tutors without professional training in the integrated teaching of the subject may not perceive social studies as an integrated subject with its focus on citizenship education and teach it accordingly.

      The students admitted into the colleges of education may also perceive the goal of social studies differently. Some of the students may have no background knowledge in social sciences (economics, history and geography). Others who have knowledge in social sciences may have it in only one subject that is either economics, history or geography which they studied as separate subjects in the senior secondary school. With such background of the students, their perception of social studies during their course of training would depend on the type of tutor who would teach them. If a student is taught by a tutor who perceives social studies as an integrated subject with its focus on citizenship and approaches it as expected by GES, then the student teacher is likely to have a good perception of the subject. On the other hand, if a student is taught by a tutor who perceives social studies as separate subjects and that the focus is not citizenship education and approaches it as such, and then the student teachers may perceive social studies as separate subjects and may not bring the demand for citizenship education out.

       It has been said that most colleges in Ghana moved more quickly in telling teachers to teach social studies than in providing them the instructional materials with which to teach (African Social and Environmental Studies Programme, 1985). With this state of affairs in the development of social studies, it is likely that tutors in the teacher training colleges, now colleges of education in Ghana, with no professional training in social studies may have difficulties in teaching the discipline. Again, with the paucity in provision of teaching-learning materials, students’ conception about the learning of social studies may not be well focused, as they would lack the necessary learning materials for references. 
    
It is abundantly clear that social studies tutors and teacher trainees require sound background knowledge of citizenship education. However, how they perceive the knowledge acquired will influence their mode of delivery. This study is based on an assumption that little emphasis has been placed on the centrality of tutors’ and their trainees’ perception to their task (Mellor, 2003). The development of such perception takes place in a social and political climate that is constantly changing. This constant flux of climate provides a background that underpins this research.
      
Of special importance in the political climate are the different dimensions of the term “citizenship”. Citizenship is a term that has many meanings within the broader society. This has become evident as the Ghanaian society is struggled with different political ideologies and agonized over issues concerning socialism and capitalism.
          Tutors need to address societal concerns about the perceived deficit in trainees’ citizenship education knowledge. Even when educators accept that trainees lack knowledge in government structures (Martin, 2008), there is little agreement about the types of knowledge that are most appropriate for young adolescents. There is also increasing awareness that knowledge is not the only requirement of young adolescents (Ochoa-Becker, 1999). Attitudes and skills are equally essential in the development of informed and active citizens.
          Increasing corporatism in modern economies signs a threat to individual citizens’ rights. Citizenship education programmes have the potential to help future citizens work through their governments to gain more effective control of corporatism (Mukhango, 2010). Given that many young people will surely become part of large corporations, it is possible that citizenship education can indirectly influence the role of such organizations as corporate citizens.

        There are expectations that today’s teacher trainees will be prepared to engage in current political debates such as those relating to reconciliation, sustainable development and conflict resolution. These expectations assume that tutors and teacher trainees are prepared to deal with issues in the colleges of education. This calls for democratic and critical education that equips students with the tools to struggle against the hegemony of intellectual elites who have conventionally defined as “official knowledge” (Apple, 2000).
         Tutors of citizenship are expected to raise with the trainees the issue of what constitutes “good citizenship” (Dynneson & Gross, 1998). The individual tutor’s notion of what constitutes a “good citizen” helps to determine their teaching approaches. However, community attitudes towards citizenship also have an impact. People in a community may be interested in the ways in which public and private organizations act as corporate citizens on an issue such as environmental awareness. While it is expected that tutors raise an issue, such as corporate citizenship, it is clear that some tutors will be “role-models” in environmental and other forms of civic actions. Tutors’ involvement in community action can directly influence their attitudes of teaching in the classroom.
         As institutions preparing students for citizenship, schools need to model democracy (Apple & Beane, 1999). When such opportunities are afforded at the school and college levels, teacher trainees can directly experience democratic processes and develop skills in social participation. Schools and colleges can become sites for political debate over issues such as rule of law, voting and human rights.
        Given the developmental and pedagogical issues raised so far, it is clear that citizenship education cannot be delineated from the social realities of the world in which teachers generally operate. It is argued that understanding the preparation of effective citizens based on curriculum documents alone is not enough without reference to how teachers perceive the curriculum (Dilworth, 2004). Understanding the perception of social studies teachers from the perspectives of citizenship education will show the kind of commitment teachers have towards the programme.
Statement of the problem

       It has long been recognised by educators that the total school setting is a training ground for citizenship education (Shaver, 1989). At the World Congress of Civic Education, the Ghana National Commission for Civic Education identified the role of education in relation to nationalism and citizenship. It was argued that “the education system must inculcate citizenship sense of national pride and identity, individual rights and responsibilities to promote national integration as well as democratic values. It should also foster a commitment to national development” (Kumah, 2005:12).

        Social studies being one of the school programmes has its main focus on citizenship education (GES, 2007; & Thornton, 2005). Recognising the role citizenship education plays in nation building, the Ghana education reforms of 1987 made provision for social studies to be taught as one of the important components of the colleges of education curricula. The rationale that underpinned its inception at the Teacher Training Colleges (Colleges of education) was to train teachers to teach democratic citizenship at the basic education levels. The Presidential Commission report in 2002 pointed to the declining quality of the system of education, alienation of the citizenry from policy and indicated that there were several inequalities within the system (Republic of Ghana, 2002).

        Based on the Presidential Commission Report’s recommendations and as part of the preparatory activities towards the implementation of the New Education Reform in September 2007, the Ministry of Education developed a syllabus for citizenship education, which is being taught in Upper Primary level from P4 to P6. Invariably, it is the teacher trainees who would eventually handle such pupils after graduation from the colleges of education
Despite the provision made for the teaching of democratic citizenship in Ghanaian schools, it appears that very little attention is given to citizenship education through social studies at the basic education level where the subject is core. For although Ghana has endorsed the Convention of the Rights of the Child (UN, 1989), it has not, according to Agu (2000), used this to create a “child friendly system of education” recognizing rights and responsibilities. The problem is even compounded as  Pryor, Kankam, Ghartey and Kutor (2005) point out that college councils in Ghana, which should provide a context “where democracy, as portrayed by social studies syllabus, can be learned are not perceived by principals, teachers, pupils as  preparation for democratic citizenship” (p. 77). This situation threatens the development of the youth from becoming good citizens who are prepared to shoulder the responsibilities of Ghana. The nature of teaching/learning interaction that takes place in the social studies class to promote citizenship education is yet to be ascertained. 
       If the social studies programme is to succeed and for the innovation in the reform to gain the desired impact, the people for whom the programme is intended (teacher trainees) as well as the implementers (tutors) must be able to perceive clearly what the programme is all about. When this is achieved, the implementers would be in a better position to embrace the programme fully. In order to achieve this, a positive attitude must be developed towards the programme by both teachers and students to make the programme succeed (Fishbein & Ajzen, 1975). These notwithstanding, no concrete attempts have been made to explore how tutors and teacher trainees perceive the social studies programme in terms of citizenship education in the colleges of education in Ghana. A critical investigation of the programme is therefore necessary and crucial in an era where many innovations are taking place in the educational system of Ghana. These are problems of concern, hence the study.

Objective of the study
       It is argued that understanding the preparation of good citizens based on curriculum documents prepared by policy-makers, is not enough without understanding how teachers perceive the curriculum (Dilworth, 2004). For this reason, understanding the perceptions of social studies teachers from the perspectives of citizenship education will show the kind of commitment teachers have towards the programme. The main objective of the study is to explore the perceptions of social studies teacher trainees and their tutors in the colleges of education in Ghana, regarding citizenship education. Specifically, the study seeks to:
(i)  Examine the perceptions that tutors and teacher trainees have on citizenship education. 

(ii)  Examine tutors’ and teacher trainees’ perceptions towards the    characteristics of a good Ghanaian citizen.

(iii)  Determine the extent to which principles of citizenship education are taught and practised at the colleges of education.
(iv)  Explore how citizenship education is delivered.

       (v) examine the knowledge, skills and behaviours that will be considered           important in citizenship education.
(vi) Determine   the policy implication for citizenship education.
Research questions

The following research questions guided the study:
i. What perceptions do teacher trainees and tutors have on citizenship education?

ii. What perceptions do tutors and teacher trainees have on the characteristics of a good Ghanaian citizen?
        iii. How are the principles of citizenship education practised in 

             colleges of education?
iv. What are the teaching methods and resources used by social studies
tutors in delivering citizenship education in the classroom?
v.  What values and skills will be considered important in citizenship education? 
vi. What are the policy implications for citizenship education?

Scope


The study is delimited to some selected colleges of education in Ghana. These colleges are in the Ashanti, Central and Northern regions. The study only concentrates on the perception of social studies tutors and teacher trainees on citizenship education in the colleges of education in Ghana. 
Significance of the Study
The findings of the study are expected to be useful to educational planners, policy makers and administrators who wish to identify areas where support is needed in the teaching and learning of citizenship education in Ghana. This is because the findings will hopefully reveal the extent to which the social studies programme helps foster citizenship education. And this will help educational planners and policy makers to put appropriate plans and policies in place to arrest any negative tendencies towards effective democratization of citizenship.

       The study will contribute to efforts in developing Citizenship Education not only in Ghana but also in other African countries trying to nurture democracy and good citizenship. It is also hoped that the findings of this study will provide social studies teachers with opportunities to develop awareness of their role as democratic citizens. It will equally help teachers to develop their own definition of democratic citizenship and corresponding rationale for teaching social studies as well as provide teachers with the identification of curricular opportunities to foster civic efficacy in their students.


It is envisaged that the study will provide social studies teachers with the opportunity to experience sound pedagogical techniques, grounded in the disciplines of the social studies for facilitating the development of citizenship education in their students, including the development of decision-making skills and the adoption of democratic dispositions.


The outcome of the study will also serve as a reference point for further investigation into citizenship issues in other subject areas. The perceptions of student teachers and tutors will help suggest what actions and attitude could considered at other curricular points and ,finally, help explain citizenship as they in the nation as whole.
Organisation of the study

    This thesis is composed of nine chapters including this one. Chapter two presents the related literature of the study in areas such as theories of citizenship, citizenship education and development, empirical issues, practice of citizenship education and conceptual framework.
 Chapter three highlights citizenship education and social studies perspectives within the context of the education system in Ghana. Specific issues such as history of education, the structure of the educational system in Ghana, the historical development of social studies in Ghana, goals and purpose of social studies, citizenship education in teacher education and summary of the chapter.
Chapter four deals with the methodology of the research. This chapter   first discusses the main research paradigms, research design, and population, sample and sampling procedures. Then the instruments being used to collect the data are also presented. The chapter concludes with discussion of the validity, reliability, the ethical considerations of the study, and data analysis techniques.  

 
Chapters Five   takes into consideration the cross-tabulation of tutors and teacher trainees of the sampled colleges of education against their background characteristics such as age distribution, sex and teaching experience. It also considers tutors’ and teacher trainees’ knowledge on the term “citizenship education”. Chapter Six deals with tutors’ and teacher trainees’ mode of practising citizenship education in the colleges of education. Chapter Seven presents methods and strategies for achieving citizenship education goals in the colleges of education. The analysis of the interviews is found in chapter eight. Chapter nine considers the findings, summary, conclusion as well as recommendation and suggestions for further studies.
               CHAPTER TWO

REVIEW OF RELATED LITERATURE

Introduction

This chapter focuses on the review of the related literature of the topic under consideration. The chapter highlights theories of citizenship, citizenship education and development, empirical issues, practice of citizenship education and conceptual framework.

Theories of citizenship
Different theories on citizenship education have been proposed that give different interpretations. Attempt is made to review the four theories identified by Van Gunsteren (1998) on citizenship which appear to diverge in terms of orientation and practice. These theories are liberal theory of citizenship, communitarian theory of citizenship, civic-republican theory of citizenship and neo-republican theory of citizenship.
The liberal theory of citizenship considers a citizen as a calculating holder of preferences and rights (Van Guusteren, 1998). In this theory, citizenship is conferred by a state or nation. There is a relationship between an individual and state which entail both rights and responsibilities. The rights include the right to be heard and participate in their governance, equal protection of the law, to the basic freedoms such as religion, speech and press in the case of democracy. The responsibilities of the citizen entails respect for the law and participation in activities of governance such as voting and joining interest and political parties (Engle & Ochoa, 1998). Liberal theory is perceived to be incompatible with the local realities of most people in the African countries (Nyamjo, 2004; Ake, 1998). In particular, liberal theory’s emphasis on individual autonomy is not in line with the African value for both individual and collective rights.
 The second theory identified by Van Gunsteren (1998) is the communitarian theory of citizenship. This theory views citizenship as more than a matter of rights and stresses that being a citizen involves belonging to a historically developed community .The implication is that in citizenship the communitarian theory emphasises participation and identity (Preece & Mosweunyane 2004). In this theory, a citizen is accorded the needed citizenship if they stay within the limits what is acceptable within the community. The community symbolizes unity and the neglect of community implies confusion and disunity. The community is accorded with respect as it offers a cultural resource that unifies peoples’ relationship. This type of citizenship encourages voluntarism, self reliance and a commitment to each other (Preece & Mosweneunyane, 2004).
The third theory is civic-republican theory of citizenship. This theory according to Van Gunsteren (1998) considers a single community, which is the republic community at the hub of the political life.  This theory lays emphasis on the civil society. Republican virtues of courage, devotion, military discipline and statesmanship are cherished in this theory. It has been contended that a vibrant civil society leads to a more dynamic state through the promotion of active social action which privileges the state by not challenging the status quo (Putman, 2000).
The fourth citizenship theory identified by Van Gunsteren (1998) is the neo-republican idea of citizenship which merges the theories of communitarian, republican and the liberal. This theory asserts that citizenship is created and recreated by citizens in action. The conception is that the duty of a citizen is to change a community of fate into a public that can be willed by all who are involved as citizens. Citizens according to Van Gunsteren (1998) have to possess competences, repertoire of skills, goodwill, consensus on norms and values, tolerance and respect and good judgment.
 In assessing the theories of citizenship, it has become apparently clear that there are a lot of conceptions that will guide citizenship in schools and colleges. The researcher of this study accepts the theories being proposed in citizenship, but, he   also agrees with the idea that people do not become democrats by default and as such must be taught to behave like democrats to believe in the virtues of, at least, localized democratic national and continental structures (Abdi, 2008). However, the neo-republican theory appears to be more suited to this study. This is because it attempts to combine all the other three theories on citizenship and as well placing emphasis on competence, skill development, goodwill, consensus on norms and values which need to be taught in the colleges of education.
Theories of citizenship education and development
It is a natural impetus for the state to work in order to perpetuate (sustain) itself.  Developing the state as the representative of its people needs the fostering, particularly in the young, the attitudes and behaviours that support the state (Ryan, Salvaris & Weekley, 1996).  A major aspect of this political socialization is citizenship education. The need to nurture citizenship education among the youth is based on psychological theories such as cognitive developmental theory and social learning theory. 

The cognitive developmental theory was developed by Jean Piaget and further developed by such psychologists as Lawrence Kohlberg, William Damon, Ralph Mosher and William Perry. Piaget posits that the human learner is a stimulus-seeking entity, rather than a creature that learns entirely through conditioning. This structural developmental view suggests that human beings have certain innate capacities which (a) influence the kind of interactive experiences they have and which (b) determine the reciprocal effects of the experiences upon them and their future development. Each person is in effect, a self-organizing being, and “structures” its own development, while at the same time being shaped by previously acquired structures.  By structural development, then, is meant an active interplay with the environment. (Ashby, O’Brien, 2005)
Piaget also made observations on intellectual development. He observed the existence of clearly discernible stages or structures of thought. Young people can be identified distinctly by different types of moral reasoning and these characterize different states of moral development. The general argument of the theory is that human beings’ moral development proceeds developmentally in a stepwise sequence through the various stages of moral reasoning. The capacity for higher reasoning resides in an individual in a potential form, and through the individual’s repeated encounters with his or her environment it is developed. Essential, therefore, to this view is an environment that is morally stimulating and challenging. Without the stimulation of an appropriate and challenging environment, the individual stays at his or her current stage and does not develop.

The second view of citizenship education development is derived from the empiricism of John Locke and the behaviourism of John Walson and B.F. Skinner (Pinet, 2006; Freire, 2001). The view tends to look at human nature as a relatively blank slate on which society writes the experience of the individual. Society here should be viewed as multidimensional, composed of the individual’s immediate family, his or her ethnic group and social class, the institutions that are part of his or her life and also the total culture into which he or she is born. These social forces contribute in varying degrees to the individual’s learning, learning about what a person is supposed to do as a member of state or otherwise, or what a person ought to do. The individual is taken through citizenship and other social learning by two methods. The first is direct teaching and the second method is learning through modeling or imitation. Thus, the child sees behaviour and imitates it. In the school environment, therefore, opportunity should be created to nurture the learners towards political literacy, critical thinking, development of certain attitudes and values and active participation.

The third theory that informs citizenship education is psychoanalytic approach. Its founder was Sigmund Freud, the Viennese medical doctor, who worked at charting the unconscious mind. The most prominent current spokesman for this position was Bruno Bettleheim (Boyte, 2004). The psychoanalytic view is based on a view of human nature as driven by irrational impulses which must be controlled. Society’s agents, typically parents must intervene early to introduce restraints and conforming behaviour for both the good at the individual and the society as a whole. As a theory of citizenship education, a great strength of the psychoanalytic view is that it is rooted in a total view of personality. The author relates this distinct culture, political and historical experiences among nations, as well as to differentiate execution of civic curriculum.   

       
There are theories that influence teachers when introducing citizenship education and are largely based on their personal action (Evans, 2006). These theories may be based on their past and present experience. In handling the activities of the classroom, teachers are informed by theories that they have developed on the basis of their experiences as well as their reading and their training.

Of particular interest in the development of theories are the types of knowledge that teachers acquire and use in the classroom. The recognised types of knowledge include:


Common sense knowledge about practice; folk wisdom that is developed on the basis of experience; skill knowledge that is related to specific tasks; contextual knowledge about particular classes and subject fields; professional knowledge about teaching strategies and curriculum; ideas about educational theory; and finally; social and moral theories and philosophical outlooks (Carr & Kemmis, 1983: 44).

Each of these types of knowledge can influence individual teachers’ theories of action in relation to citizenship education.

In coming out with a theory of action based on citizenship education, the practitioner has the potential to reflect critically and reflexively. When operating reflexively, as researchers of their practices, teachers become aware of the effect of power centred forms of inquiry. In this direction, critical issues are highlighted through reflexivity.

The process of reflexivity is an attempt to identify, to do something about knowledge, the limitations of the research: its locations, its subjects, its process, its theoretical context, its data, its analysis and how accounts recognise that the construction takes place in the world and not apart from it (Shacklock & Smyth, 1998: 7).

In this research where it is essential to consider teachers’ perception on citizenship education, the issue of reflexivity is therefore critical. Generally put, it is critical for teachers in their attempt to handle citizenship education issues in the colleges of education in Ghana to integrate all the theories that underpin citizenship education as explained to shape students’ perception. 
 Places and developmental context in citizen education
Emerging issues in citizenship
There have been paradigm shifts in the discussion of citizenship since 1990s (Almaamari, 2007; Bank, 2004). Such terms as “global citizenship”, “European citizenship” and “ecological citizenship” have emerged in the current academic and political discussions on citizenship. 

The political and technological changes that have taken place since 1990s have brought in their trail new changes in the world. One significant change has to do with the spread of democracy in Eastern and Central Europe, thereby making democracy the agenda for many people in the world. Again, the sophisticated technologies such as the internet, satellite and mobile phones have made the world a global village with its unprecedented connectivity. Therefore, discourse on citizenship has moved beyond the frontiers of the nation-state which hitherto was regarded as an arena within which the rights and responsibilities should be exercised. Hence, these emerging issues such as European citizenship; ecological citizenship and global citizenship need to be discussed.

An emerging issue with citizenship is in relationship with European citizenship. The debate about citizenship has moved from nation-state to emphasising active citizenship as a result of the heightening role of the European Union in regulating the life of European citizens not only economically but also socially and politically (Almaamari, 2007). Nevertheless, European citizenship supports and does not replace national citizenship. Painter (2008) asserts that “citizenship of the Union is hereby established. Every person holding the nationality of a member state shall be a citizen of the Union. Citizenship of the Union shall complement and not replace national citizenship (p. 6).

This type of citizenship grew up as a feature of strong, centralized states, yet today the European Union’s form of citizenship attaches its members to an institution that is not a state and may well undermine states as Europe has hitherto known them. Painter (2008) mentions that while the concept of European citizenship is post-national to the extent that it applies to EU citizens irrespective of where in the Union they live, it is still not completely based on the principle of residence.

            Globalization has influenced the traditional understanding of citizenship in terms of its relationship between the nation-state and its citizens with reference to national identity and a sense of belonging (Gans, 2005). Thus, the bond between citizenship and the nation-state has been challenged by the emergence of globalization.

The influence of globalization can be linked to the movement of people, ideas, and goods across national boundaries for the purposes of either living or working. Globalization has influenced the establishment of many transitional and multinational organizations, which directly or indirectly exert pressure on a state’s sovereignty. Therefore, national identity is affected, demanding a re-conceptualization of citizenship. Painter (2003) points out that the link between citizenship and nation-state is broken by the increasingly globalized world. As a result, the nation-state is challenged by the capacity of nation-states to exercise conventional sovereignty even within their territorial boundaries and countervailing pressure towards localization and reorganization, involving demands for recognition, autonomy or secession from culturally distinct groups.
Another emerging issue developing aside the nation-state notion of citizenship is ecological citizenship. As a result of the negative effects on the environment, attempts have been made to link the environment to citizenship. The linkage is proposed in diverse conceptual models such as “ecological citizenship”, “environmental citizenship”, “green citizenship”, “sustainable citizenship”, and “environmentally responsible citizenship” (Saiz, 2004).  It is asserted that current environmental problems have global effects and the nation-state’s ability is insufficient to solve them (Almaamari, 2007). This suggests that one nation can no longer readily realize its particular aims without the approval or support of the other nations. Concentrating on ecological citizenship, Melo-Escrihuela (2008) brings to light, the issue of environmental citizens who “are conceived as citizens of planet Earth; whose first duty should be to promote “environmental global justice” (Melo-Escrihuela, 2008: 117).

It can be deduced from the emerging issues in citizenship education that different developments have occurred in the citizenship context as a result of globalization. Globalization has aided movement of people from one geographical area to the other. In considering the developmental issues emerging in citizenship, core elements of citizenship become necessary.
Core elements of citizenship
Social studies educators accept that the Western conception of citizenship in a democracy must contain four core elements, such as identity; rights; duties, responsibilities and obligations and participation. Identity is a first core element and it forms the basis for understanding other core elements. Particular people, groups, and ethnicities become knowable as a category and seen as a fixed commodity (Rose, 2006). Therefore, identities continue to be produced and reproduced in terms of power. Sears and Hughes (2006) see identity as a feeling of belonging to a group that is different from others. 
People can identify themselves by birthplace, class, gender, race, ethnicity, religion, culture or nationality and these forms of identity give people a sense of belonging to the community they share (Banks, 2008; Sicaklan & Lithman, 2005). Nevertheless, the way people identify themselves has adversely contributed to participation in a shared political community (Mohanty & Tandon, 2005). This can be attributed to the fact that people tend to put their micro-level interest first, at the expense of national interests (Lebovics, 2004). Steveson (2004) explains that this is generally true   because citizenship draws abstract boundaries as to who should be included or excluded from a community or nation.

The second core element of citizenship concerns the rights of citizenship. Citizenship in a democracy confers equal legal rights upon all people, irrespective of their identities. Equality is therefore, an attempt to allow for all the people’s active participation of all people in national activities. But granting of rights, it is said, is one thing, and exercising those rights is another. It is argued that social biases disturb effective participation of people in matters of the public affairs because the people who are suppressed or feel suppressed have negative feelings towards active participation in public life (Mhango, 2008).

Another core element of citizenship that social studies educators agree on is duties, responsibilities and obligations in political entity. The Harvard Law Review (1997) stresses that whilst identity and rights are non-functional components of citizenship, duties and responsibilities are the functional side of citizenship. Citizens passively acquire the non-functional components; however, functional components empower them to perform certain roles in their shared community (Harvard Law Review, 1997). 
Admittedly, citizenship in a democratic society is not just obeying the laws of the land, but making active contribution in political, social, and economic aspects (Heater, 2004). In the liberal democratic states, rights and duties indicate the duality of citizenship, which according to Reuben (1997), is both vertical and horizontal. The vertical dimension indicates the individual, and the relationship between the individuals and the state. On the other hand, the horizontal dimension connects the individual themselves as members sharing the same political community (Harvard Law Review, 1997). Indeed, the vertical dimension expresses the obligations of the people to the state, and the reciprocal role of the state to its citizens (Cains, 2008). The horizontal dimension empowers members who share the same identity to participate actively as equals in the affairs of their community.

The other core element of citizenship is participation, which to Ricci (2004) is to live in accordance to a set of legitimate moral principles, but good citizens carry the additional role of participating actively in public life. Mohanty and Tandon (2005) observe that participation is a key concept in active citizenship.

         Taking into consideration the core element of citizenship, the next section addresses citizenship in the African context since the study area which is Ghana, is found in Africa.
Citizenship in an African context 
Apart from the Western form of citizenship, Africans have their own conceptions of citizenship. African democratic nations have their forms of governance and citizenship which have aspects of both traditional and western forms of democracy. Nevertheless, traditional forms of ethnic citizenship have posed a challenge to the attempts of developing nations’ citizen. In understanding the African form of citizenship, culture plays a significant role (Mhango, 2008).

Culture has been the most powerful weapon, which has sustained the African traditional forms of political governance and citizenship. The culture of a people is their way of life that has been nurtured over time (Gyekye, 2008). It includes their system of values – that is, the forms of behaviour, practice and thoughts they hold as most worthwhile and desirable, their beliefs in various lands, social practices, their legal and socio-political institutions, their manners – habits and customs, etiquette and fashions (Gyekye, 2008).

Thomson (2000) refers to culture as beliefs, customs, activities and practices that a group of people hold in common and how those shared views influence their thinking. In effect, culture can be seen as an umbrella term to connote the total way of life of a people. In Africa, elders have the social obligation and a sense of responsibility to inculcate into their young ones the values, norms, duties and responsibilities of active participation in their societies (Busia, 1967).

The evolution of citizenship in Africa cannot be separated from the political systems in which it operated. In this context, Africans came out with a number of mosaic political systems during the course of the pre-colonial period (Chikeka, 2004; Thomson, 2000, as quoted in Mhango, 2008).   The evolution of such political systems was the elements of lineages and kingships. He explains a lineage to be a group of families that trace their origins to a common ancestor, whereas kinship or a clan is a network of lineages that are related by blood or fictitious genealogies. The goal of blood relationships was to bring a sense of belonging and unity among people who shared the same culture (Mukhongo, 2008). Nevertheless, it is through such traditional forms of political systems that the understanding of the indigenous forms of African citizenship can clearly come out.

Groups in lineages or kinships derived political boundaries based on core values and attitudes that they held together towards political, social and economic aspects of life. The core values on matters such as beliefs, rituals, marital laws, inheritance as well as land owning rights, became their culture (Busia, 1967; Olorunsola, 1972), cited by Mhango (2008). Thomson (2000) stresses that the clan leaders of these political units wielded a great amount of power when dealing with such matters. In effect, the rise of political organizations in Africa was the quest for social order but they emerged taking different patterns in both time and space (Busia, 1967). For instance, Schraeder (2004) remarks that some of the political entities were states but others were stateless. In the cases of those that were states, some of them were bureaucratically centralized and others decentralized. Again, some of these political entities followed a patriarchal system of inheritance while others followed matriarchal system (O’Toole, 2001).

With the lack of communication in the pre-colonial era, a number of these political systems developed as separate entities with their associated cultures. The kinship networks in the political entities developed into various ethnic groups with the passage of time (Busia, 1967). The concept of ethnicity according to Schraeder (2004: 10) is used in the African context to mean: 

A sense of collective identity in which people (the  ethnic group) perceives itself as sharing a historical past and a variety of social norms and customs, including the roles of elders and other age groups in society, relationships between males and females, rites and practices of marriages and divorce, legitimate forms of governance, and the proper means of resolving conflict.

On the basis of this definition a number of ethnic groups were very small whereas others were considerably larger as regards how they traced their evolution to common ancestors.

On the account of economic exigencies, some of the political systems grew to include members of the ethnic groups, particularly for the essence of getting tribute by way of taxes. Compared to the western dimension, political systems of these natures were not hegemonic states since their frontiers changed greatly on account of the political powers wielded (Thomson, 2000). In effect, in the period prior to the colonial era, many political systems were multi-ethnic for economic reasons; nevertheless, one ethnic group was politically dominant (Schraeder, 2004). In political entities such as these, occasionally, there were traces of several lineages or clans contesting for chieftaincy. Busia (1967) stresses that such situations posed challenges to the societies whenever a number of candidates were eligible to the chieftaincy.

It is arguably clear to advance evidence that suggests elements of democracy whenever such situations occurred (Busia, 1967; Hayward, 1987). In the midst of such circumstances, those individuals appointed by custom in their political communities conducted some form of elections. Elections in the African context, according to Hayward (1987) were choosing between individuals to fill an office. Given this premise, choice of leaders involved different strategies like discussions, consultations and decision making which greatly varied among political states in the pre-colonial era. The changes resulted from the mode in which the political systems designated adults, clan or lineage heads or influential elders in the society for the assignment of choosing leaders (Hayward, 1987). 

In the case of the Ashantis in Ghana, the chief’s council represented the voice of people in several political issues, including elections (Busia, 1967). The council also had powers to overthrow the chief if he went contrary to the demands of customs. This presupposes that people participated in political matters alright; however, the level of participation was limited to a small group of people sanctioned by the society (Busia, 1967; Hayward, 1987). 

One can argue that these forms of political participation were not very different from the practices of Ancient Greece. Admittedly, even in the Western democracies this was the view of political participation for a long period of time. It was not until the close of the eighteenth century that the promotion of national franchise and participation of citizens was heightened in the democratic nation-states in the Western world.

It is clear that African forms of indigenous citizenship evolved in political systems whether the systems were states or stateless. There were three elements that made African indigenous citizenship peculiar. The first one was blood relationship in a political unit and this relation was basically ethnic (O’Toole, 2001; Thomson, 2000; Busia, 1967). The second element was that the preparation of citizens was meant for family and communal responsibility because there were no nation-states at the time. The third was that it was the responsibility of the whole community to inculcate in the youths the expected adulthood duties and responsibilities according to the core values of their societies (Department of Curriculum Development and Evaluation, 1990).

The youths were initiated in the forms of indigenous “schools” for the purposes of preparing them for civic responsibilities at both family and societal levels. Sei Dei (2005b) explains that the education of the African before the coming of the European was an education that prepared him for his responsibilities as an adult in his home, his village and his tribe. Smith (2003) has described the uses of folk-tales as educative devices in traditional African societies. Stories are used, not only to amuse and express feelings, but to also teach ideal forms of behaviour and morality. 
Children learned by listening to their elders, imitating or “emulating” them. These stories are usually handed down from one generation to the next; their main concern was to induct the youth into the moral, philosophical and cultural values of the community. During the initiation rites, which Groth (2006) mentions as one of the major avenues through which the African youth received his or her education; boys and girls were taught separately through the use of different “informal” curricula. Elderly women taught girls and elderly men taught boys. The traditional informal curriculum for citizenship education was mainly an integration of history, cultural beliefs and customs as well as adulthood duties and responsibilities on the basis of the core values of each ethnic group (Department of Curriculum Development and Evaluation, 1990; quoted by Mhango, 2008).

It can be deduced from the discussion so far that, before the coming of colonial rule during the second half of the 19th century Africans had developed their own forms of governance and citizenship, which were typically based on blood relationship. Busia (1967) points out that in Africa the concept of citizenship has continued to be more closely linked to kinship than with territory. The African position of ethnic citizenship with regard to blood relation is at variance with western concept of citizenship that is based on nation-states.

During the colonial period between 1884 –1957, the colonial masters carved their colonies in Africa in complete disrespect of the traditional political systems that emerged based on ethnic citizenship (Thomson, 2000 quoted in Mhango, 2008). In effect, the advent of the colonial masters ushered in the creation of new states with clearly marked territorial frontiers based on experienced African political traditions or forms of ethnic citizenship. The colonialists merged together different ethnic groups under new political canopies. The putting together of different African states nursed the seed of political confusion and challenges in the post colonial African states. It is held by some scholars (Busia, 1967; Thomson, 2000) that the colonial rule destroyed the elements of African traditional rule and citizenship.

It must be pointed out, however, that the African forms of ethnic citizenship stood the test of time during the colonial era, but functioned in a different political sphere. Nevertheless, the outcome of the colonial states was that Africans had to start considering citizenship beyond their families and kingship-based societies that was the situation during pre-colonial era (Mhango, 2008). In this instance, the role of initiation rites for the preparation of citizens at the national level was not possible because these practices were specifically organized according to the customs of each ethnic group. Hence, the formal education, which early missionaries and colonialists had introduced in Africa, was the better channel for national citizenship education. The Department of Curriculum Development (1990) in Malawi rather asserts the organization of formal education in the colonial states was meant for the glorification of the colonial powers through a school curriculum that was plagued with topics of Western civilization and not meant for nation building. Wandiga (1994) also adds that missionary education was not intended for nation building but for helping Africans to read the Bible.

It is on record that colonial masters granted political independence to Africans from 1957. It was during the departure of the colonialists, that the prescription of the Western forms of multi-party democracy was made to the new African leaders. Nevertheless, ethnic kinship citizenship became the avenue of struggle in the new post-colonial nation-states (Adejumobi, 2001; Osaghae, 2003 & Mhango, 2008). Ethnic bloc voting according to Kaspin (1997) was a major feature in the new post-colonial African states. As a tool for avoiding the ethnic citizenship voting in Africa, many Africa heads thought it wise to introduce one party system of governance for the purposes of political stability and socio-economic unity (Mhango, 2008).

It became obvious that ethnic citizenship (Englund, 2006) influenced the thought process of early African politicians since many of them considered national citizenship education around the desires of dominant ethnic group as a weapon for nation building. However, Mbaku, Agbese and Kimenyi (2001) report that such practice frequently led to the exclusion and marginalisation of some groups from the mainstream politics and economy. The marginalised and excluded ethnic groups adopted diverse means such as violence as a channel for their voices to be heard in politics and also to have a share of the national “cake”. Nevertheless, Meinhardt (1999) reiterates that by the early 1990s, many of the one party authoritarian regimes in Africa collapsed in favour of multi-party democracy. The re-emergence of multi-party democracy, has once more unveiled that individuals still identify themselves by ethnic, linguistic or religious blocks (Mbaku et al., 2001). It is observed that since 1990, multi-party democracy in Africa has shown traces of misunderstanding and conflicts over who has the right to vote as well as the right to vie as a political candidate in an area (Ceuppens & Geschiere, 2005). Thus, ethnicity with its components of tribe, language, religion and others still remains the major drawback to democracy in Africa.

As a means of overcoming ethnic elements in democracy in Africa, the school curricula are being used to evolve their own forms of democracies and citizenship based on the common standard of governance of the United Nations Universal Declaration of Human Rights (Gyekye, 2008). The process is mainly achieved through a curriculum which has the integration of the indigenous values of governance and citizenship with those outside Africa; particularly, the West. This form of integration appears worthwhile, since elements of traditional forms of governance and citizenship have co-existed even in this modern time. In Ghana for instance, the chiefs still rule their people, using the acceptable traditional customs that fit well with the national constitution.

Moreover, traditional forms of citizenship are still essential in nurturing the youth for civic responsibilities at both family and local levels. Such upbringing is mostly done through initiation rites. In effect, in the traditional African setup, families are still an important channel for civic education. It must however be pointed out that, the family source of preparing the youth in this modern times is not sufficient. This brings to the fore, the need for the youths to attend schools for the purposes of learning about active civic responsibilities beyond their families and their local communities. Accordingly, African nation-states use school curricula that contain both traditional and foreign concepts of governance and citizenship for the preparation of active participatory citizens at various levels. In Ghana, for instance, citizenship education has been introduced in the school curricula right from the basic level to the tertiary level.

It needs to be pointed out that what remains of colonial educational patterns in much of Africa is the hierarchical structure of the school. In formal British colonies, including Ghana, an appointed head boy served as the student class leader, taking attendance and performing chores for the school authority. The British structure remains up till now. Teaching strategies invariably rests on the colonial teacher centered method. Each classroom is teacher directed, with little chance for students’ interaction. From the view point of those who advocate for active involvement in democracy, this strategy does not prepare the students for active participation of democracy. In order to promote active and participatory citizens, the classroom and curriculum must ensure that ‘public’ talk is enhanced (Parker, 2004). He adds that problems that emerge from students living together should be subjects for class deliberation.
The Task Force on Civic Education at the Second Annual White House Conference on Character Building for a democratic, Civic Society in the 1995 report, mentions that an effective programme of citizenship education should provide opportunities for students to evaluate, take and defend the positions on issues relating to conflicts in terms of values and principles in social and political life (Center for Civic Education [CEC], 1995). The Task Force further emphasises “critical discussion of public issues and respect for knowledge” (CEC, 1995:1). Hess (2004) admits that high-quality discussion democratizes the classroom by accepting the quality of students and teachers contributions and developing critical thinking. Discussions based on opportunities to freely exchange ideas, listen and reorganize thoughts necessary in a democratic society. The lack of such opportunities leaves students unprepared for the hard work of democratic citizenry in a pluralistic nation (Hahn, 2003; Banks, 1997).
It has been established that Africans had a way of educating its members to be good citizens before the advent of the colonial masters. It is against this background that Appiah (2009) argued that the notion of citizenship in Africa is as old as recorded history, and not a uniquely Western idea. This notion puts the exploration of citizenship education in the colleges of education into the right perspective since it seeks to examine the perception of practitioners in the formal sector of education. Attempt is being made to review citizenship in the Ghanaian context since the present study is focused on colleges of education in Ghana.
Citizenship in the Ghanaian context

The history of Ghana, as far as citizenship education is concerned, has to do with the rise of independence where education was placed on the highest agenda of inculcating the virtues of national citizenship as a key step towards nation building (Arnot, Casely-Hayford, Dovie, Chege and Wainaina, 2007). At the World Congress of Civic Education of 2005, Kumah (2005) on behalf of the Ghana National Commission for Civic Education identified the role of education in relation to nationalism and citizenship in the following manner:
The education system must inculcate citizenship, sense of national pride and identity, individual rights and responsibilities to promote national integration and unity as well as democratic values. It should also foster a sense of commitment to national development (Kumah, 2005: 12). 

A number of issues have aided to shape this broader agenda around participatory democratic form of citizenship. Ghana’s Constitution was revised in 1992 to capture the complexity of political philosophies and economic goals. Citizenship in the Ghanaian context, according to the 1992 Constitution, was defined as “belonging to a particular country from which the individual enjoys certain rights and to which he/she owes certain duties and loyalty” (Constitution of the Republic of Ghana 1992: 4).

A person becomes a citizen of a country either by birth or by satisfying certain conditions laid down in law (Afari-Gyan, 2002). The citizen acknowledges basic allegiance (loyalty), obligation and obedience to his or her country. In the case of Ghana, any person who was a citizen either by birth or by registration, before the new constitution came into force, continues to be a citizen under the constitution (The Constitution of the Republic of Ghana, 1992). Thus, any person who was a Ghanaian citizen on the day that the constitution came into effect was allowed to continue to be a citizen of Ghana. On the same score, a person born in Ghana or elsewhere, whose parent or grandparent is or was a Ghanaian, automatically becomes a citizen of Ghana from the date of his or her birth (Constitution of the Republic of Ghana 1992).

The following persons are Ghanaian citizens by birth under the 1992 constitution:

1. a person born in or outside Ghana, whose parent(s) or grandparent(s) is/are or was /were a citizen/citizens of Ghana

2. a child born out of a marriage of a woman registered as a citizen of Ghana, even if the marriage has ended.

3. a child of not more than seven years of age found in Ghana, whose parents are not known.

4. a child of not more than sixteen years of age adopted by a Ghanaian citizen (The Constitution of Ghana, 1992).

Afari-Gyan (2002) posits that a Ghanaian citizen by birth cannot be deprived of his or her citizenship. A citizen by birth may, however, renounce his or her citizenship. Ghanaian citizenship can also be acquired by registration. Ghanaian citizenship acquired by registration includes:

1. A person who was a citizen by registration at the time the constitution came into force

2. A woman who was registered as a Ghanaian citizen on the basis of her marriage to a Ghanaian man, even if the marriage has since ended.

The constitution of Ghana allows the following persons to become citizens of Ghana through registration:

1. a woman married to a man who is or who, but for his death, would have been a Ghanaian citizen when the constitution came into force.

2. a man married to a woman who is, or who, but for her death, would have been a Ghanaian citizen under the constitution; provided that the marriage was entered into in good faith (with honest intentions) and the man lives in Ghana permanently.

Concerning citizenship, the parliament of Ghana has the powers to provide for the following matters according to Afari-Gyan (2002):

1. the manner of applying for citizenship by registration

2. ways of becoming a Ghanaian citizen other than by birth or registration; for example, by naturisation.

3. how a person may renounce his or her Ghanaian citizenship

4. the circumstances in which a person may cease to be a Ghanaian citizen. 

There is an amendment to the constitution of Ghana which provides for dual citizenship (Afari-Gyan, 2002). Legally, a citizen of Ghana may hold the citizenship of any other country in addition to his citizenship of Ghana (The Constitution of Ghana, 1992). The 1992 constitution of Ghana however, reveals that a person who is a dual citizen cannot hold any of the following offices of Ghana:

1. Member of parliament

Ambassador or high commissioner

2. Secretary to the cabinet

3. Chief of defence staff or any service chief

4. Commissioner, customs, excise and preventive service

5. Inspector-General of police

6. Director, Immigration service 

7. Any other office that may be specified by an Act of Parliament (Afari-Gyan, 2002: 12).

There are also instances, where there can be a loss of citizenship. On the initiative of the Attorney-General, the high court may deprive a person who is not a Ghanaian citizen by birth of his or her Ghanaian citizenship on the ground:

i. that the person’s activities are harmful to the security of Ghana or public interest.

ii. that the person became a Ghanaian citizen by fraud or misrepresentation or any improper means (The Constitution of Ghana, 1992).

It is argued out that in whatever way Ghanaian citizenship is acquired, the citizen owes certain duties and obligations to Ghana. The constitution spells out the following duties and obligations:

1. to be patriotic and loyal to Ghana

2. to know and abide by the constitution and other laws; and generally to promote democracy and the rule of law.         

3. to defend the constitution and resist any person seeking to overthrow it by violent or unlawful means.

4. to respect the rights and freedoms of others and live in harmony with them

5. to defend Ghana and render national service when necessary

6. to combat corruption and protect and preserve public property

7. to vote and participate in government

8. to pay taxes

9. to contribute to the well-being of the community where he or she lives, in an official or unofficial capacity

10. to create, nurture and protect a clean environment (The Constitution of Ghana,1992)

   The history of citizenship education in the Ghanaian context provides enough justification for the practicing of citizenship. The constitution has also spelt out what a good citizen is supposed to do. It needs to be argued out that National Commission on Civic Education n (NCCE) has assisted to stabilize citizenship education in Ghana. As will show in the following section, the role of NCCE is being highlighted.
The role of National Commission on Civic Education in Citizenship Education in Ghana
      The National Commission on Civic Education (NCCE) in Ghana was established with the adoption of the 1992 Constitution. The NCCE was mandated to formulate, implement and oversee programmes intended to inculcate in the citizens of Ghana awareness of their civic responsibilities and their appreciation of their rights and obligations as free people (Groth, 2006). With its establishment in 1993, the NCCE has concentrated on the following areas:

      1. The teaching of the Constitution in schools;

      2. Elections (both National and Local);

      3. Formulation of Civic Education Clubs in schools, work places 

         and communities;

4. Public Education on Political and Religious Tolerance;
5. Work within the Security Agencies;

6.  Work with Chiefs and Queen mothers ;

7. Public education on Role and Functioning of Democratic State institutions;

8. Research on Decentralization for Democratic governance;

9. Research on Customary Practices and Democracy;

10. Public Opinion Polls (NCCE, 2004:1).

In Ghana, the NCCE functions with the rationale of building a democratic culture in order to ensure Ghanaians that their Constitution provides a firm framework for democracy at both local and national levels.

       Based on this framework, the NCCE initiated the printing and distribution of pamphlets such as “District Level Elections 1994,” “District Assemblies”, Unit Committees,” and a small pocket version of the Constitution of the Republic of Ghana 1992, Abridged. Again, the Commission initiated a television show on the Constitution and created a number of educational posters and flyers in regard to the Constitution and human rights for distribution to the districts in education about these topics. Lesson plans were also developed by the NCCE in the classrooms and a board game similar to Monopoly about the Constitution. Many of these civic education pieces were meant to support the section of the population that missed citizenship education in the formal school setting.
      With the view of bringing the 1992 Constitution to every Ghanaian member in the language clear enough to be understood by most people, citizenship clubs were formed (NCCE, 2004). The clubs offered Ghanaian citizens of all ages information about the Constitution so that they could protect and defend it. Club membership involved observing the rules and culture of “good citizenship” as well as becoming responsive to issues in communities. Ever since, the clubs have been set in schools, workplaces, religious environments, villages, towns and cities throughout the country to instill civic responsibilities. The justification of this review stems from the fact the study will bring out knowledge, attitude and skills tutors and teacher trainees have acquired following the NCCE’s activities. The next section sheds light on the curricular dimension of citizenship education.
Curricular dimensions of citizenship education

In this section, attempts are made to review literature on the need for citizenship education, the subject matter of citizenship education, learning experience of citizenship education, approaches to handling citizenship education, and evaluation in citizenship education

The need for citizenship education

The rationale for citizenship education is decided on the political system and whether citizenship education is conceptualized as citizenship education or civic education. From the western perspective, citizenship education is geared towards questioning or enquiries. Thus, citizenship education aims to develop critical thinking in learners with the view to weighing their actions and their decisions that might affect the individual and society. In England, Crick (1998:7-8) asserts that citizenship education should aim at:

No less than a change in the political culture of this country both nationally: for people to think of themselves as active citizens, willing, able and equipped to have an influence in public life and with the critical capacities to weigh evidence before speaking and acting; to build on and to extend radically to young people the best in existing traditions of community involvement and public service and to make them individual confident in finding new forms of involvement and action among themselves.
The Advisory Council of Learning and Teaching, Scotland (2002) assert that citizenship education in Scotland aims at preparing active citizens not only at local and national levels but also at a global level. Citizens must be educated to realise the reciprocal relationship between rights and responsibilities in Scotland. It has been pointed out by Professor Tom Wilson, former chairman of Learning and Teaching in the Pennsylvania State University that two major principles must be noted by those who implement citizenship in the schools. He mentioned that learning citizenship is best achieved by providing students with the opportunity to practise citizenship. He adds that students must be encouraged to be active and responsible members not only in schools but also in their communities at the local, national, and global levels. Until a positive relationship is forged between schools and the wider world, the opportunities to develop citizenship will be short-lived.

It is also believed that citizenship education is normally meant to guide pupils towards (a) political literacy (b) critical thinking and the development of certain attitudes and values and (c) active participation (Eurydice, 2005: 10). The political literacy, critical thinking and active participation are respectively explained as follows:

The development of political literacy may involve:

1. Learning about  political and civic institutions, as well as human rights

2. The study of conditions under which people may live harmoniously together, social issues and on-going social problems

3. Teaching young people about national constitution so that they are better prepared to exercise their rights and responsibilities

4. Promoting recognition of the cultural and historical heritage

5. Promoting recognition of the cultural and linguistic diversity of society

The development of critical thinking and certain attitudes and values may entail:

1. Acquiring the skills needed to participate actively in public life

2. Developing recognition of and respect for oneself and others with a view to achieving greater mutual understanding

3. Acquiring social and moral responsibility including self-confidence, and learning to behave responsibly towards others

4. Strengthening a spirit of solidarity

5. The construction of values with due regard for doddering social perspectives and points of view

6. Learning to listen and resolve conflicts peacefully

7. Learning to contribute to a safe environment

8. Developing more effective strategies for fighting racism and xenophobia

Finally, active participation of pupils may be promoted by:

1. Enabling them to become more involved in the community at large (at international, national, local and school levels)

2. Offering them practical experience of democracy at school

3. Developing their capacity to engage with each other

4. Encouraging pupils to develop project initiatives in conjunction with other organisations (such as community associations, public bodies and international organisations) as well as projects involving other communities (Eurydice, 2005; 10).

It must be pointed out that the need to introduce citizenship education should be embraced by the tutors in the colleges of education, so that they can impart them to encourage and teach their trainees during preservice. These needs will invariably depend on the perception that the practitioners of education have on the subject matter. This justifies the relevance of this topic in the context of citizenship education in the colleges of education in Ghana, since it is the first of its kind.
Subject matter of citizenship education
Subject matter, also known as content is the principles, theories, generalization and laws which learners are offered for study. Parker and Rubin (1996) express that when the school specialist speaks of subject matter (content), he refers to the summary of information, which comprises the material for a particular course of a given grade. They say that the information may consist of a related body of facts, laws, theories and generalization, such as in traditional science courses or a description of events as in history course, or any other predetermined arrangement of a particular segment of man’s knowledge. Considering the subject matter of the citizenship education, curriculum is a crucial direction in conceptualizing citizenship. The subject matter, without doubt is influenced by the education adopted. The subject matter of citizenship education from a Scottish perspective should centre on four components (The Advisory Council of Learning and Teaching Scotland, 2002) such as knowledge and understanding, skills and competencies, values and disposition, and creativity and enterprise
The Information Network on Education in Europe (Eurydice, 2005) rather explains that citizenship education’s subject matter should centre on three main strands such as political literacy, critical thinking and the development of certain attitudes and values and active participation. With regard to the global nature of formal schooling, teaching, as the main practice within this institution, is fundamentally standardized around the world. “Teaching is a tapestry”, institutionalists, contend Baker and Le Tendre (2005), “with many commonalities, but a few striking differences.” 

A large proportion of the trainees and experienced teachers seeking to deepen the professional knowledge in citizenship education lack specific academic experience in the subject disciplines most likely to support them, namely political science, sociology, and human rights law (Torney-Purta, & Vermeer, 2004). The democratic citizen is an informed person, skilled in the processes of a free society, who is committed to democratic values and is able and feels obliged to participate in social, political and economic processes. 

Society expects individuals to make decisions regarding one’s personal life as well as to public affairs (Wilkins, 2003). This being the case, the presumption is that individual citizens have adequate background information in order to contribute to decision-making processes in an intelligent way. It is not possible to identify specific elements of information that all citizens need to know. In general, the expectation is that citizens should be knowledgeable in the world in which they live and informed about the social forces in which their lives are enmeshed.

Curriculum documents published by the National Council for the Social Studies indicate that the subject matter for social studies curriculum should be selected from such areas of knowledge such as history of the limited states and the world and the understanding of and learning to deal with change. Knowledge becomes outdated very quickly (Akar, 2006).  To prepare for this inevitability, the social studies programme should help students develop skills that will allow them to continue learning and participating for a life time and in so doing, sustain and fulfill democratic experiment.

Every society has ways of shaping the behaviour of young people consistent with the values of that society. Values are standards or criteria against which individual and group behaviour is judged. Beliefs reflect commitment to these values. Through family life, community living and school experiences, young citizens are expected to internalize a belief system that characterises the behaviour of people (Kankam & Kwenin, 2009; Leung & Print, 2002). Such values as freedom, justice, equality, responsibility, privacy and diversity rank high as general values to which people are committed as a nation.  It is expected of people to do what is “right” most of the time-to obey laws, pay their taxes, and treat others in humane ways. Once individuals perform what is expected of them, society should compensate their effort.
Generally, it can be concluded that the subject matter of citizenship education is comprised of three balanced components that have to do with the cognitive (knowledge), affective (values) and the psychomotor (skills) domains. The subject matter should not only equip the students with information, values and skills but should also be geared towards creating avenues to experience or have a feel of learning citizenship. There should be a way out about how the outcome can be presented in the schools and colleges. The following section reviews learning experiences in citizenship education for discussion.
Learning experiences in citizenship education
Learning is an organized attempt to effect changes in behaviour by presenting certain experiences. Tyler (1949) states that the term “learning experience” refers to the interaction between the learner and the external conditions in the environment to which he or she can react. The external condition in the environment may include the teacher, groups of people, natural and man-made objects, type of behaviour that impinges on the character of the learner, sanctions, regulations and laws. Learning experiences are the strategies or alternatives that are employed either in the classroom or outside the classroom to bring a desirable change in the learner’s behaviour. 

The schools and colleges play a meaningful role in providing the necessary experience in nurturing citizenship education. Torney-Purta (2002) has pointed out that if schools are to play a meaningful role in developing political and civic education within young people, a necessary prerequisite for student is an opportunity to learn about democracy, government and citizenship. The formal curriculum is both a logical and essential place to provide that opportunity (Print, 2007). This view contends that students can acquire civic knowledge, skills and values through the formal curriculum by studying subjects in much the same way as they would learn literacy through subjects such as English and Economics.

Niemi and Junn (1998: 147) found that for years four and eight, a correlation existed between levels of student civic knowledge and the amount and frequency of civic studies in subjects such as social studies. Substantial research from the United States and internationally shows that participatory approaches such as class voting, group enquiries, simulations, field work and cooperative learning, are more likely to engage students in experimental learning and aspects of democratic values and practice (Print & Smith, 2001; Torney-Purta et al., 2001). 

It has been asserted that learning experiences open and inform meaningful and critical discussion with non- bipartisan teachers which is highly significant in engaging students in citizenship education (Torney-Purta, 2002). There are other learnings which are derived from the informal curriculum which involves learning from activities not acquired through school subjects as part of the formal curriculum. These activities are informal in that while they are recognised by the school, they are characterised as non-subjects, low in status and low in their values to the teaching and learning situations (Print, 2007). Significantly, however, these activities constitute powerful means for educating the young in citizenship. As Patrick (1999) claims “participation in democratically run student organisations, and especially in student government activities, provides opportunities to practise the habit and skills of citizenship and democracy” (p. 53). 

The informal curriculum of the learning experience consists of activities which develop civic engagement. These include student governance, newspapers, debating, student elections, fundraising and political clubs (Hatcher, 2011; Print & Gray, 2002). These are real, meaningful activities which encourage active engagement and are potentially, the best predictor of adult political engagement (Hatcher, 2011). 

In effect, it can be said that through the formal and informal curricula, schools offer an opportunity for young people to engage in citizenship education. This knowledge needs to be established empirically in the colleges of education in Ghana. This, therefore, has informed the study. 
Approaches to citizenship education

From the curricular stand point, citizenship education can be understood depending on how it is approached in schools and colleges (Kerr, 1999). It may either be offered as a selected stand alone or optional subject, or integrated in one or more subjects, such as history or geography. A further possibility is to offer it as a cross-curricular educational theme, so that the principles of citizenship education might be present in all subjects of the curriculum (Eurydice, 2005: 23).

The literature suggests that citizenship education can be introduced or organized in the schools and colleges using several approaches such as a compulsory or optional subject, as an integrated component into other subjects, mostly social studies, history or geography, as a cross-curricular theme, so that all subjects assume the charge for developing citizenship, and in the charge for developing citizenship, and in the ethos of the school. Kerr (1999 b) hints that citizenship education can be approached from four areas such as the formal curriculum across the whole range in every country, the broad range of terms used to describe this area, the existence of three main curriculum approaches to citizenship education namely separate, integrated and cross curricular and the mixture of statutory and non-statutory approaches to citizenship education

       In the separate approach, citizenship education or civics is a specific subject or aspect.  In the integrated approach, it is part of the broader course, often social science or social studies and linked to other subjects and curricular areas.  In the cross- curricular approach, citizenship education is neither a separate subject nor topic, nor is it part of an integrated course, but it permeates the entire curriculum and is fused into subjects (Prior, 1999).

With the European setting, citizenship education at the primary level is introduced as a separate subject (the German-speaking community in Belgium and Romania), as integrated within other subject in Estonia, Greece, Cyprus, Luxembourg, Poland, Slovenia, Sweden, England, the Czech Republic, Ireland, Latvia Lithuania, Portugal, Slovakia Romania, France Austria, Norway and Bulgaria ( Eurydice, 2005).


The cross-curricular approach of introducing citizenship education is used in some western countries such as Spain (Collado & Atxarra, 2006).The Netherlands and Scotland (Leeman & Pels, 2006) do not approach citizenship education in a special subject in the curriculum.  However, citizenship education is introduced through intercultural education, and partially through world religious, colonial history, multi -cultural education, and migration studies (Leeman & Pels, 2006)


In North America (the United States of America and Canada) and some developing countries (Ghana and Kenya) citizenship education is often introduced either as separate subject called civic education or is integrated within humanities subjects namely social studies, history, geography  and citizenship education (Kumah, 2005; Torney- Purta, Barber & Richardson,2005; Ministry of Education, Science and Sports, 2007) 

It is abundantly clear from the forgone discussions that citizenship education may be approached through the civic related subjects such as civic education, social studies, history, and geography and world religions and so on. However, there is little or non-existence information about how citizenship education is approached in the colleges of education in Ghana. This issue calls for concern, the present study. The follow-up section addresses the teaching and learning interactions in citizenship education.
Teaching​ and learning interactions in citizenship education 
Conceptually, developing effective citizenship education demands the adoption of an appropriate teaching learning interaction. Loughran (2007) says teaching methodology is essentially concerned with how best to bring about the desired learning by some educational activity.


Kerr (1999) stresses that” while a number of countries  are still dependent on a passive deductive, transmission approach as the dominant teaching methodology, there are others who encourage a more interactive participative approach which makes room for classroom discussion and debate supported by project and inquiring work learning” (p. 20). He mentions that there is evidence in the Australian classrooms that structured discussion and debate are the most favoured approach, while in the USA, there are many opportunities for learning through extracurricular activities, service learning programmes, national competitions and mock elections. In the Netherlands, a study conducted by Schuitema, Veugelers, Rijlaarsdam and ten Dam (2009) on 482 teachers on the important methods of teaching citizenship education revealed that group work was an important method.

A democratic classroom that can promote effective citizenship education must be featured by the following: evidence of textbooks dominated by instruction, reflective thinking, student decision making and problem solving choices, controversial issues, individual responsibility, and recognition of human dignity (Kubow & Kinney, 2000: 265).  It is mentioned that effective methods are in concert with the general aim of citizenship education, which is developing effective and responsible citizenship.

Adeyemi (2002) advocates that a democratic environment classroom requires a cooperative relationship between teachers and students. This relationship must be founded on cooperation, fairness, equality and respect.  The teacher must see his or her role as a facilitator rather than an authoritarian.  As Print, Ornstrom and Nielsen (2002: 205) add that students must take in discussions and debates to usher them into the core values of a democratic society.
Notwithstanding the positive influence of active learning strategies and the democratic learning environment, what is being practised in schools deviates from the expected strategies.  Dinkelman (1999) points out that teaching social studies fails to prepare students to be more active in real life, although this is the main goal of teaching social studies.  He links this practice to using a teacher-centred approach with an emphasis on memorizing learning. In the same vein, Chaffee, Morcluchowics and Galpern (1998) argue that in Argentina, the learning process was conceived as expository, a one-way flow of information from teacher to student.  This, he argues, seldom encourages tolerance, independent thinking or participatory debate. 
A comparative research study conducted by Torney-Purta, Amedeo Pilotti (2004) in 15 Latin American and Caribbean countries in the early 1990 revealed the teacher-centred type of teaching.  The research suggested that teachers were the primary reason for the weakness of citizenship education, generally characterised by traditional authoritarian teaching.  In Canada, Sears and Hughes (2006) mention that teachers are not comfortable in dealing with issues of controversy, notwithstanding the fact it is very crucial to develop the capacities of critical thinking. Groth (2006) points out that in Ghana, citizenship education revolves around British pedagogical styles; lecture and recitation characterize pedagogy in the Ghanaian classrooms. As scholars have revealed, the lecture –recitation approach hinders the development citizenship education skills (Levistik & Groth, 2006)

The revelation so far on the empirical evidence refers to the gap between the policy and practice in teaching social studies.  This gap raises critical questions.  What kinds of citizens do schools and colleges intend to produce? Do the schools and colleges intend to develop critical citizens or obedient subjects? Other critical questions that call for concern are; who is accountable for the creation of this gap: the teachers, students or teacher educators? Is it the school structures or the curriculum?  Gathering empirical evidence about these questions might improve the teaching and learning of citizenship education.

Evaluation of citizenship education
The worth of a programme in terms of objectives, content, learning experience and methods used in imparting knowledge to be sought is done through evaluation.  Evaluation is the process of collecting and using information to make decisions. Lawton (1978) suggests that there are two major aspects of evaluation such as valuing which determines the worthwhile in a particular programme or course  in an educational system , and measuring which determines the actual educational outcomes and comparing them with the intended outcomes (quoted in Igwe, 2000).
        Traditionally, evaluation is meant to measure students’ achievement, usually at the end of the student exposure to a course of instruction.  Present- day evaluation has become far more embracing, with every component of the learning situation being assessed (Okunrotifa, 1981).

The citizenship education programme needs to be evaluated to get details about the learners, particularly their entry behaviour, teachers and resources for teaching. The critical issues so far as evaluation of citizenship education is concerned have to do with how learners are assessed and whether school culture supports the development of citizenship (Torney-Purta, et al., 2000). As far as evaluation is concerned, countries such as Belgium (the German- speaking community) Spain, Lithuania draw attention from the outset to the lack of objective methods or the unreliability of evaluation that has to go beyond simply measuring the theoretical knowledge acquired by learners (Eurydice, 2005).

Kerr (1999) emphasised that periodic surveys are used to assess the state of citizenship education, in several countries including Hungary, the USA and the Netherlands.  The federal government, according to Kerr (1999) has announced a baseline survey of student knowledge in civics or citizenship education as part of the “Discovery Democracy” initiative.

In Ghana, the Ministry of Education, Science and Sports (MOESS, 2007) states that evaluation exercises can be in the form of oral questions, quizzes, class assignments, essays, structured questions, project work and others. Teachers are asked in the social studies syllabus and in citizenship education to ask questions and set tasks and assignments that will challenge students to apply their knowledge to issues and problems.

Teachers are expected to carry out the evaluation since they are the gatekeepers of the implementation of the curriculum (Bishop, 1991).  Therefore, it is crucial to write on the important roles teachers are supposed to play in transforming the aims of policies for citizenship education into effective practice.

Citizenship education practices in schools and colleges
This section specifically looks at citizenship education participation, challenges to citizenship education, teachers’ and students’ perception on citizenship education.

As citizenship education is meant to prepare young people for an active and positive contribution to society, it should not convey only theoretical knowledge, but also the skills, practice and experience required for being a proactive and responsible citizen (Eurydice, 2004). Schools may be looked at as the microcosm in which active citizenship is learnt and practised (Kerr, 1999).  Nevertheless, this can only occur if school heads, teachers and other staff give learners the opportunity to engage with the concept daily. It has been argued that within an active citizenship education all aspects of school life can potentially contribute from school ethos and values and citizenship education as a school subject, to school and class councils, the use of visitors and extra-curricular activities (Kerr & Cleaver, 2004:38).   

        Therefore, facilitation of students’ participation is regarded as the thrust of citizenship education. To this end, the school culture, also known as the “ethos” or general atmosphere or climate of a school must be very inviting. The school culture may be defined as its system of attitudes, values, norms, beliefs, daily practices, principles, rules, teaching methods and organizational arrangements.


In the Eurydice (2005) report, it was mentioned that the school culture includes the behaviour of the entire school community, including pupils, teachers, non- teaching staff and parents. In the United Kingdom (England), a special Advisory Group drew attention in its 1998 report, Education for citizenship and the teaching of Democracy in schools, to the important contribution that the ethos of the school can make to citizenship education.
To reach such an end, schools must be democratic settings in which people are challenged to express their views concerning issues of both the school and wider community. Democracy, according to Dean (2005), is best learned in democratic settings. At school level, active citizenship can be nurtured among learners by encouraging them to take part in the work of formally established bodies. Learners’ participation may assume some variety of forms as far as organisational levels are concerned. By taking part in school councils or boards, learners may be able to help deal with a variety of issues in their school life. According to Kerr and Cleaver (2005), students are involved in all or some of the following:

1. Contributing to life at school in general 

2. preparing the school curriculum and expressing the opinions of pupils on curricular aims, content and requirements

3. cooperation with other schools at national and international levels

4. editing and publishing a school newspaper.

Dean (2005) mentions that democracy is best practiced in a democratic setting. Nevertheless, some evidence in both democratic and undemocratic nations indicates there are problems with participation. Pryor, et al. (2005) argue  that “even school councils in Ghana, which should provide a context where democracy as portrayed by the social studies syllabus can be learned, are not perceived by principals, teachers, pupils as a contribution and preparation for democratic citizenship” (p. 77).

It is suggested that English schools are not encouraging active participation citizenship approaches, which is leading to poor student participation (Kerr & Cleaver, 2005). In countries such as Belgium (in the German speaking community), the Czech Republic, Italy and Iceland, it is hard to attract either pupils or teachers into the work of pupils or school councils (Eurydice, 2005). Such a report is strengthened by Dean (2005), who in his study about the practices of citizenship education in Pakistani schools, revealed that the structural authoritarian nature of Pakistani schools must be changed if citizenship education is to be successful.

In an attempt to ensure active democratic citizens, a shift must be made in the practice of citizenship in the schools (Fairbrother, 2004).  Freely elected bodies for student representation must play a substantial role in school decision –making and the right of students to participate generally in school life should be discussed more openly for the purposes of active citizenship (Torney-Purta, & Schiville Amadeo, 1999). Avia (2010) points out that the importance of developing critical skills rather than cultivating obedient values and to use inquiry learning rather than rote learning. 

        Parents (or guardians) are also instrumental in helping children to learn and become active citizens. It is therefore important that there should be strong partnerships between parents and schools. Both share responsibility for transmitting appropriate civic behaviour and values to the young (O’ Shea, 2003).The parents may be informed to assume a consultative role, expressing opinions on the curriculum and school development programmes, discussing complaints from parents, or proposing possible cultural or social activities. According to Heydt (2001) in the United Kingdom (Scotland) parents and teachers may jointly form Parent Teacher Associations (PTAs) in which both groups work in support of the school concerned. PTAs can be represented at the National level by the Scottish parent Teacher council.

     
Parents play active role in citizenship education, though schools sometimes have difficulties in involving them. The Czech Republic, Italy and the United Kingdom (Scotland) report that schools sometimes face difficulties in encouraging parents to participate in the work of their governing bodies (Eurydice, 2005). Such passivity is mainly due to a general lack of parental commitment.


Besides becoming more familiar with democratic principles and organizational arrangements, what has been learnt at school may also be put into practice. This can be enhanced through school participation in society. Birzea (2000) stresses that school participation may include a variety of activities, ranging from information initiatives through which pupils gain an insight into social developments, to their real involvement in the everyday  life of the local community. Such activities include partnership and pupil exchanges with schools from other countries including pen pal correspondence, open (school) days or fetes at which the local community is invited to visit the school to find out how they function and meet pupils, visits to neighbourhood institutions or community groups including the police, fire brigade, museums, local or national authorities, religious institutions, NGOs, homes for children special needs, elderly people or asylum seekers, mock elections modeled on national or European parliament elections and games simulating the work of town councils or parliaments (Birzea, 2000, quoted in Eurydice, 2005). Aggarwal (2001) notes that there are two basic ways of linking the school and the community for purposes of teaching and learning.  He stresses that these ways are either sending the school to the community or the community to the school.

It is clear that the researchers see that the introduction of effective citizenship education is pivoted on active participation. Nevertheless there are many challenges associated with effective citizenship education in schools and colleges.

Challenges of citizenship education
In both developed and developing countries, many challenges are met in the   implementation of citizenship education. These challenges, according to Kerr (1999) have arisen because of the interplay and influence of their broad contextual and more detailed structural factors. Referring to the work of Whitchorn (2003), Kerr and Cleaver (2004), some challenges for citizenship education have been identified to include the fact that teachers require expert training in citizenship, citizenship needs resourcing financially and students must be aware of their learning experience. 

Fairbrother (2004) shares similar sentiment in view of his comment on the following challenges to citizenship education: citizenship is an untested subject, the school has to prepare students for university entrance, the activities of citizenship are organized from top down, and rote learning. Fairbrother (2004) also argues that teachers, lecturers and students list and memorize textbooks without discussion or debate. In Malaysia, Ahmad (2004) points out that insufficient teacher training; limited resource and exam-oriented education system adversely affect effective citizenship education. 


From the analysis of literature, it is clear that effective teaching is a major challenge of citizenship education. Teachers are considered as one crucial factor in enhancing citizenship education. However, Davies, Gregory and Riley (1999) point out that inefficient preparation of teachers is a major challenge in the development of citizenship education. They express the need of a new kind for teacher who has: “Academic background that puts him or her in a particularly good position to approach citizenship education confidently and skillfully” (p. 112). In effect, teacher education constitutes one of the largest challenges that impede effective citizenship education in schools.    

Conceptual issues
Origin of the terms “citizens” and “citizenship”
In educating students on citizenship, it is necessary for teachers to come to terms with the origins of the terms “citizen” and “citizenship”. This justifies the need to review literature on them. The term “citizen” is derived from the Anglo-Norman work “citizen” and the French term “citoyen” (Phillips, 1999: 41). It is a concept with urban origins based on the Latin term “civitas” – which implied people united in a city community. Heater (1990) proposes that the role of a citizen “entails a status, a sense of loyalty, the discharge of duties and enjoyment of rights not primarily in relation to another human being, but in relation to an abstract concept, the state” (p. 2).

It should be stressed that “citizenship is as old as settled human community” (Barbalet, 1988: 1). During those periods, group of people in specific territories developed rudimentary social contracts for social benefits. The origins of citizenship are directly linked with the development of Western civilization in ancient Greece and Rome. The term did not seem to take hold in the Islamic world or in ancient India or China. The development of the concept has been a subject of much comment by eminent historians (Turner, 2009; Phillips, 1999 & Heater, 1990). 

The use of citizenship was first linked with the Greek “polis” or city state. It was not only a unit of government. It was a club (Kapur, 1997). There are no doubt, traces of club atmosphere amongst present day politicians, but it is not that members of the voting public view themselves as part of the same club. A major challenge for teachers is to encourage students that they will be part of the club and it is up to them to determine how informed and active they will be as citizens.

Aristotle cited in Philips (1999) in his work on “Politic” emphasized, “a citizen is a man who enjoys the right of sharing in deliberative or judicial office (for any period, fixed or unfixed) (p. 42). He deliberately used “man” because women, children and resident foreigners, specific group of labourers and slaves were not accepted as part of the club. By law, any citizen who could not take a position in key decision would lose membership of the “polis”.
Citizenship can also be viewed from a legal point of view – from the Roman approach that differed from ancient Greek approach (Gilford, 2004). Of much concern to the Romans were with the rights and privileges of citizens and full citizenship provided six privileges. Some of these privileges were public rights such as service in the army, voting in the assembly, eligibility for public office and the legal rights of action and appeal. The others were the private rights of intermarriage and trade with other Roman citizens.

Roman citizenship provided equality before the law and acceptance was not based on race, religion or wealth. In the times of the Romans, fathers were required to inculcate in boys, a formidable list of civic qualities (Kabow, & Kinney, 2000). For instance they were required to be able to sing patriotic songs and recite the famous Tables. Boys were required to acquire firmness, courage, religious reverence, self-restraint, dignity, prudence and justice. In most cases, a boy was taken in hand by a member of the family and taught the elements of law.

From the Western perspective of citizenship, Abowitz and Harnish (2006:658) give a more detailed explanation of citizenship in a democracy as giving membership status to individuals within a political unit,  centering on identity of individuals, constituting a set of values, usually interpreted as a commitment to the common good of a particular unit, involves practicing a degree of participation in the process of political life, and gaining and using knowledge and understanding of laws, documents, structures and processes of governance (p. 653).

This explanation is comprehensive, though it has its limitation as it is skewed too much on the political participation in the civil society, making citizenship a fundamentally political concept. It must be argued however, that citizenship also includes all other forms of human involvement as found in social and economic spheres of life. This gap seems to be filled when Griffith and Barth (2006) assert that citizenship enhances humanity through membership and participation in a wide range of life that include the social, political and economic spheres of life. They concluded that these human interactions occur at various levels such as family, community, nation, and the world.

Many Western nation-states practised Greco-Roman form of citizenship for almost two millennia (Pocock, 1995). But during the twentieth-century the conception as just a status has been contested and expanded to include various political and social struggles of recognition (Isin & Turner, 2002). The key idea of citizenship in modern times, according to Arai, (1999) has to do with membership in a political system with some rights for active participation in public life. Currently, different models of citizenship have been proposed and contested; however, there is no single version of citizenship, which is of general acceptance (Smith, 2002). As a result, diverse conceptions of citizenship have come up based on the political ideology in which the concepts operate. Mention can be made of conceptions such as cultural citizenship, liberal citizenship, democratic citizenship, national citizenship, global citizenship and participatory citizenship (Jones & Gaventa, 2002).

The rights and obligations of citizens
Generally, citizenship is fundamentally defined by an explicit political community with a particular territory and history called the nation-state. Members within a political community are expected of certain rights which non-citizens do not enjoy. Citizenship in a democracy confers equal legal rights upon all people, irrespective of their identities. Equality is, thus, an attempt by modern democratic nation-states to allow all peoples active participation in national activities (Mhango, 2008).

Citizens enjoy fundamental human rights which stem from John Locke’s concept of “natural right” (Agu, 2000). By this, Locke meant that every individual is endowed at birth with certain rights, by virtue of his status and dignity as a human being, which cannot properly be denied him by any state under which he happens to live. The 1948 Universal Declaration of Human Rights by the United Nations spelt out the following rights:
(1) The right to life, security of the person, the protection of law and unimpeded access to the courts of law.

(2) Freedom from slavery, forced labour and inhuman treatment.

(3) Protection from deprivation of property.

(4) Freedom of conscience and religion.

(5) Freedom of expression and freedom of the press.

(6) Freedom of assembly and association.

(7) Freedom of movement.

(8) The right to a private family life (Agu, 2000:5).

Thus, it is useful to think of fundamental rights and freedom as things that cannot be interfered without lawful justification. It must be argued however, that in a despotic country, the people are not free to express their views in speech or writing; information is censored and its flow controlled. The people in such a country are not free to form or belong to associations of their own choice; a person who openly disagrees with the government is likely to be detained or harassed; people whose religious belief conflict with the state or the government’s ideology are not free to practise their faith; and unnecessary restrictions are often placed on the people’s movement (Afari-Gyan, 2002: 16).
In Ghana, the 1992 constitution guarantees every person in the country certain rights for the purpose of maximizing effective democratic life. Such rights are freedom of speech and expression; freedom of thought, conscience and belief; freedom to openly practise and manifest one’s religion; freedom to assemble; freedom of information; freedom of movement; (Constitution of the Republic of Ghana, 1992).

Afari-Gyan (2002) argues that the constitution of Ghana permits reasonable restrictions to be placed on general freedoms by law in the following instances;

(i) Enforcing respect for the rights and freedom of others and for the public interest.

(ii) In the interest of defense, public safety, public health or the provision of essential services.

(iii)  Entry into or movement within Ghana by a foreigner.

(iv)  Protecting the people of Ghana against the teaching or propagation of a doctrine which excludes disrespect for the nationhood of Ghana or the national symbols and emblems, or incites hatred against other members of the community.

In return for their enjoyment of special rights and freedom, Ghanaian citizens owe certain special responsibilities to their states. Responsibilities are duties a person ought to perform. According to Gyekye (2008), a distinction is often made between moral (i.e. human) and legal rights; in the same way, a distinction is made also between moral responsibility and legal responsibility. He explains that moral responsibility refers to a conduct that one feels one ought to adopt with respect to the well-being of another person or other persons. Legal responsibilities are duties which according to Gyekye (2008), Ghanaians have to carry out in response or obedience to a law that has been made by some recognized political authority; parliament, local council, a king and such other authorities. Agu (2000) explains legal duties to include regular payment of taxes; enlistment in the national army; service in the courts of law (p. 6).

Rights and obligations are spelt out in the constitutions of every nation-state and many of the debates on citizenship have been hovered around them (Abowitz & Harnish, 2006). Such debates according to Almaamari (2007) are based on two dominant perspectives in understanding citizenship in the light of liberal and civic republican.

From the liberal perspective, citizens are entitled to equal universal rights, and the role of the state is to protect and enforce such rights. Citizens are seen as rational individuals who decide whether to exercise their rights or not. For instance, voting in national election is an optional duty in UK, but it is compulsory in Australia. Liberal concept of citizenship is summarized as “a set of rights and corresponding obligations enjoyed equally by everyone who is a citizen of the political community (Miller, 2000: 82).
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Turner (2009) argues that citizenship becomes active only by empowering people to run and control their own affairs. Kymlicka and Norman (2001), as civil society theorists place emphasis on voluntarism in citizenship. They believe that the virtues of citizenship can be better transferred by voluntary organizations of civil society like churches, families, unions, ethnic associations, women’s support groups and charities. They stress that the voluntary nature of these organizations helps to make citizens responsible because, in this view, fulfilling the responsibilities of citizenship is a result of approval or disapproval incentives instead of legal punishment. 
The concept of citizenship education
The concept “citizenship” or “civics” education is generally said to engulf the preparation of young people for their roles and responsibilities as citizens and in particular, the role of education (through schooling, teaching and learning) in the preparatory process (Kerr, 1999). Kerr adds that citizenship education is covered by a wide range of terms used in many countries to include citizenship, civics, social sciences, social studies, world studies, society, and studies of society, life skills and moral education. The area also has links to curriculum subjects and options, including history, geography, economics, politics, environmental studies, values education, religious studies, languages and science. These interpretations mean that there are many different ways in which citizenship education can be approached and defined. This is underscored in a number of recent comparative studies on citizenship, civics, and education for democracy.
Kerr (1999) identifies four broad contextual factors which influence citizenship education as historical, traditional, geographical position, socio-political structure, economic system and global trends.  Tradition influences how citizenship rights have developed over years past and the balance achieved between rights and obligations in countries. Tradition helps to explain the evolution of underlying values which define how citizenship education has been, and continues to be approached in a particular country (Nelson & Kerr, 2005). For instance, there are clear differences between the Confucian traditions in south-east Asian societies such as Japan, Korea and Singapore and the social democratic traditions in England and its former colonies such as the USA, Canada, Australia and New Zealand.
Geographical  positions also influence how citizenship education has been and continues to struggle to balance the legacy of the colonial past, and links to Britain and France, with the growing influence of the USA. The social-political structure in a country re-enforces the values and traditions underpinning society and is the major determinant on the direction and handling of legal, political, and social and economic matters. The level of influence is a function of the size of the country and the type of government. According to Kerr (1999) recent policies of government in England, Sweden, Italy and Australia are having a great influence on the nature and direction of citizenship education in those countries. 
The economic system of a country or region is important at the micro level of national economies and the macro level moves to create trade blocs, such as the European Union (EU) and international trade agreements, such as GATT (Collado & Atxurra, 20060. It suggests that the micro is increasingly being influence by the macro, thereby bringing a number of challenges for citizenship education.
On the global trends, there is an accelerating awareness of the impact of what have been termed “civic megatrends” (Kennedy, 1997), that is developments that affect all countries. These emanate from the rapid pace of change in modern life which brought about reduction in the perceived size of the planet. This has led to talk of the world as a “global village” where it is possible to communicate trade, visit, live and sometimes struggle with other peoples and places at a level never before possible. These trends are presenting a number of challenges to citizenship education.

Kerr (1990) has stressed education about citizenship and education through citizenship and education for citizenship. Education about citizenship dwells on furnishing students with adequate knowledge and understanding of national history and the structures and process of government and political life. Education through citizenship involves students learning by doing through active, participative experiences in the school or local community and beyond. This learning experience strengthens the knowledge component. On the other hand, education for citizenship encompasses the other two stands and involves equipping students with a set of tools (knowledge and understanding, skills and aptitudes, values and dispositions) which enable them to participate actively and sensibly in the roles and responsibilities they encounter in their adult lives. This strand links citizenship education with the whole education experiences of students.
Osler and Starkey (2005) define citizenship as a feeling of a status and a practice. The feeling is a sense of belonging to a community and citizenship education can support students’ sense of belonging to a range of communities (local, ethnic, and national, diasporic, global) and thereby support their multiple identities. Osler (2005) underscores that citizenship education curriculum needs  to be underpinned by human rights and cited evidence which suggests that a well conceived human rights based citizenship curriculum has the potential to contribute to community cohesion, civic courage and greater solidarity with others, within and beyond our national borders.

The ideas of citizenship are connected with views about development. Countries going through new constitutional regimes encounter many, often time’s unanswerable issues, as regards citizenship approaches: whether citizenship is oriented towards enduring social or political values, towards rights and principles that might guide future development, or instead move towards support for current institutions and stable political order (Torney-Purta, Schwille & Amedeo, 1999).

A specialist on Latin American political culture lays down another level of complexity when considering the macro-system environment. Pluralism according to Lechner (2008) did develop historically in the region due to a holistic conception of society and order, in which dissent and conflict were considered and therefore intolerable.

Some democratic developments are interpreted basically in terms of public, formal terms, for example through the creation of fair political institutions, the ability to elect officials and the existence of rules to enhance the accountability of political authorities. Citizenship education in this context would to a large extent be based on knowledge and respect for political institutions, citizenship responsibilities (such as voting) and perhaps ways to contribute to the sustenance and reform of political and legal practices. This approach is consistent with the “contractual vision of citizenship’’, rooted in liberal political philosophy , which understands political activity as basically private and instrumental, as a means of furthering one’s private interests(Conover & Searing, 2000).

In the context where democratic development involves a connection with both institutional and cultural perspective, John Dewey, Paulo Freire and others have promoted the idea of democracy as a way of life,” stressing the personal relationships that constitute and undergird the political culture of country. Freire’s idea of education for liberation linked methodological issues with their contexts, so that the learner could see the relationship between sociopolitical structures and the act of learning and knowing (Freire & Mecedo, 1998). Citizenship education within this broader framework might concentrate on building democratic processes and related principles in everyday life such as democratic forms of decision-making or conflict resolution. This approach is somewhat consistent with the “communal view of citizenship”, which sees civic activity as a source of personal development and a contribution to the general well being of the community (Conover & Searing, 2000). One’s view of citizenship is likely to be the integration of both the communal and contractual visions, according to Conover and Searing.  The “good citizen” is linked with possible stresses on loyalty, civic virtue, tolerance, political self-development, civic memory, political participation and civic behaviour (including civility, public service, and a potentially critical view when examining political information).

 Broad and narrow concepts of citizenship education
Different terminologies have been used to refer to citizenship education such as education for citizenship, education about citizenship, education in citizenship, education for democratic citizenship, civic education, civics and global citizenship. These concepts have been used to distinguish between a narrow (minimal) and a broad (maximal) citizenship education.

The narrow concept of citizenship education is often used in totalitarian countries and based on teaching students about their rights and responsibilities, political structure, national history and the constitution. Here, citizenship education understanding is based on theory instead of nurturing a sense of participation. Studying about citizenship education may make students passive in the classroom, as teachers use only traditional methods of teaching. Griffth (1998), Kerr (1999) and Nelson and Kerr (2005) termed the narrow sense of citizenship education as education about citizenship. Kerr (1999) argues that the narrow concept of citizenship education is sometimes termed as civic education which is content-led, teacher-based, whole-class teaching and examination-based assessment.

The broad concept of citizenship education is frequently used in democratic states and geared towards education for citizenship. It consists of knowledge, values and skills and focuses in preparing students for active responsible participation in school and its outside. Unlike the narrow concept which is teacher-centred, the broad sense of citizenship education is basically functional on interactive teaching, which involves the teacher-learner teaching methods such as discussion, debate and the creation of an inviting atmosphere for students’ interaction with teachers (Nelson & Kerr, 2004; Kerr, 1999).

The broad concept is mostly used in western countries. The Information Network on Education in Europe (Eurydice) identifies citizenship education as school education for young people, which seeks to ensure that they become active and responsible citizens capable of contributing to the development and well-being of the society in which they live (Eurydice, 2005; 10).

It is clear that citizenship education can be conceptualised as a broad process that takes place in school and beyond. It is not just limited to transmitting knowledge to the student but is also concerned with the inculcation of skills and values with the view to making students function effectively as responsible citizens. This conceptualization is reflected in the teaching of citizenship education in most western countries such as England and United States of America.

Citizenship education and social studies 
Several scholars and authors emphasise the crucial role of social studies in developing citizenship education (Dean 2005; Print, 2000; Dinkelman, 1999). Barth et al., (1977), for instance, state that social studies is the integration of experience and knowledge concerning human relations for the purpose of citizenship education. Dinkelman (1999) states that the field of social studies is bound together by the aim of democratic citizenship education.
Barth (1983) defines social studies as the integration of social sciences and humanities for the purpose of instruction in citizenship education. Martorella (1985) adds that the purpose of social studies is to develop reflective, competent and concerned citizens.  He explains that reflective individuals are critical thinkers who make decisions and solve problems on the basis of best evidence available.  Competent citizens, he says, possess a repertoire of skills to aid them in decision making and problem solving.  Thus, the reflective, concerned and competent citizen is prepared to function effectively in today’s world and that of the future. This view is further supported by Michael et al. (2003) who state that social studies is  more related to the promotion of citizenship education in school .

Banks (1985) argues that social studies is that part of the elementary and high school curriculum that has a primary responsibility of helping students to develop knowledge, skills, attitudes and values needed for participating in the civic life  of their local community, the nation and the world at large. Aggarwal (2001), stressing the purpose of social studies points out that social studies which deals directly with man and the society in which he lives, carries special responsibility of preparing young children to become well informed, constructive participants in society and capable of developing healthy social relationships.  Michalls cited in Aggarwal (2001: 15) states “… the central function of the social studies education is identical with the central purpose of education – development of democratic citizenship”.

According to Martorella (1985: 12) the basic purpose of the social studies education is to develop reflective, competent and concerned citizens.  He adds that the focus of social studies is to develop the head, the hand and the heart. He stresses that “the head represents reflexion, the hand represents competencies, and the heart concern” (12 - 13).  This means that the main concern of social studies is to help learners to develop the abilities and skills to meet challenges that confront them.  It is against this background that the Ghana Education service (GES) (1988), cited in Kankam (2001), states that the objectives of the then Junior Secondary School (JSS) social studies was based upon  Bloom’s (1956) taxonomy of education, which stresses affective, cognitive and psychomotor domains.


In a similar vein, the 3-year post-secondary teacher training colleges in Ghana social studies syllabus (1993: 1), in an attempt to equip teacher trainees with the subject content, the professional knowledge and skills to handle the social studies programme at the basic level of education stresses:

Our goal in teaching school studies in the teacher training college should be to help students to acquire knowledge and to effect a change in their attitudes and values and the environment.  It is also to equip them with the values and attitudes of pupils (quoted in Kankam, 2002: 28). 

It is evident from the discussion that the main focus of social studies is citizenship education.  What is not clear however, is how social studies teachers and students in the area of study perceive social studies and citizenship education.  Hence, the following section aims to investigate into the practices regarding teaching citizenship education.

EMPIRICAL REVIEW OF LITERATURE
Teachers’ perceptions of citizenship education
A number of empirical studies have been conducted on citizenship education across countries, including United States, England, Israel and Hong Kong, and have employed different methodological techniques, basically on how teachers perceive the introduction of citizenship education in schools and colleges. In their study of teachers’ perspectives on citizenship education, Anderson et al. (1997), sought to explore the way social studies teachers conceptualized citizenship education and the models with which they are associated. Different qualitative and quantitative research methodologies were implemented in this project in four stages. The results of the study showed that teachers were not committed to one model of citizenship education. Rather, they expressed interest in a set of elements belonging to various citizenship models. In the national sample, teachers held elements of four perspectives: critical thinking, legalism, cultural pluralism and assimilation.  

A qualitative study to explore how English secondary schools are approaching the introduction of citizenship education was conducted by Leighton (2004) in England. He selected four schools varying in their implementation of social studies curriculum and students’ background, interviewing senior staff responsible for monitoring the citizenship curriculum. Findings revealed that not all English schools had yet implemented the introduction of citizenship education, and generally most of the teachers in these schools had no previous training in the field of citizenship education, which was reflected in their evaluation of the importance of the subject. Teachers’ attitudes toward social studies varied greatly; those working in schools that had a long tradition of teaching social science subjects expressed more confidence and support for the implementation of civics, while others perceived this as a threat to their own subject because they lacked confidence in delivering this new subject without training and previous experience in relative subjects.


A study by Leung and Print (2002) was conducted in Hong Kong. Its main thrust was to explore teachers’ perception of nationalistic education and the possible differentiation between pro-China school teachers and non-pro-China school teachers. The study was guided by a framework that considered nationalistic education in Asian countries broken down into five types: cosmopolitan nationalism, civic nationalism, cultural nationalism, anti-colonial nationalism and totalitarian nationalism. The study found strong teacher support for cosmopolitan (91.3%), civic (89.8%) and cultural (90.4%) nationalism, while anti-colonial nationalism was moderate (69%), and very low for totalitarian nationalism (6.3%). In addition, it showed strong correlations between the first three models (.644) and (.420). These results are compatible with the pluralistic nature of Hong Kong society. Nevertheless, it would be argued that the theoretical framework in this study shows some kind of replication and overlapping between different models of nationalistic education.  


A research study was also completed in Israeli context by Ichilov (2003) that purposed to investigate the differences between civics teachers’ qualifications, perceptions on citizenship education, and on school climate in different school systems in Israel. Her investigation was guided by the perception that teachers’ performance was influenced greatly and dependent on both their qualifications and their perceptions of central social issues. In conducting this research, the author analyzed the data collected for the IEA study of civic education in 28 countries. The independent variable in analyzing the data was the type of school. 

The results, however, did not show great differences between teachers’ professional qualifications in the different schools. Overall, teachers seemed highly qualified in their fields. In addition, there was no particular difference in terms of perceptions of their school climate and classroom activities. They expressed their support for “open” classrooms and encouragement of student participation and contribution to the learning process. Nevertheless, great differences existed regarding perception of citizenship education and political issues between teachers in Arab schools and their counterparts in Hebrew schools. Arab teachers showed little support for patriotism and national symbols. In addition, they attached less importance to issues related to conduct of army, immigration, global anti-Semitism and Zionist historical narratives. 
In contrast, teachers in Hebrew schools, both religious and public, showed greater support in the opposite direction. As regards their perception of the ability of students to make decisions about school life and to express their opinions about political issues without teacher supervision, teachers in both Arab and religious Hebrew schools were more conservative than their colleagues in public state schools. From all these findings, Ichilov expressed concern about the applicability of having national civics curriculum that aimed to contribute to shaping a uniform national identity, with these considerable differences among teachers in Arab and Hebrew schools.


In the European context, Arnot, Araujo, Deliyanni-Kouimtzis, Ivinson, and Tome (2000), conducted a comparative qualitative study in four countries: Greece, Spain, Portugal, and the United Kingdom. The purpose of the study was to assess the possible impact of national-cultural traditions on teachers’ values on citizenship, gender relation, and the goals of education. Participants were a selective sample of student teachers (14 Greek, 40 British, 9 Spanish, and 10 Portuguese). The main finding of this study was that there were great differences in the focus of citizenship in the different contexts due to the political agenda of the state and the political experience of its people. For example, the discourse of critical citizenship appeared much clearer in countries that had experienced dictatorship and totalitarian regimes, while in stable democratic nations, like the United Kingdom, student teachers seemed more skeptical than critical. The authors related these two distinct cultural, political and historical experiences among nations, as well as to differentiated execution of civic curriculum.  

The relevance of teachers’ theories of action is noted in a study by Dunkin and Welch (1996) that stresses four case studies of teacher knowledge in citizenship education. Through interviews, using stimulated recall, the researchers investigated key ideas of pedagogical knowledge, emphasizing the teachers’ pedagogical background and their knowledge of teaching and learning strategies. 

 
The study by Dunkin and Welch (1996) suggests a set of anticipated propositions with relevant segments for teachers of citizenship education. They reported that:

When experienced teachers are asked to teach material with which they are unfamiliar, they are asked to implement new syllabuses involving content with which they are unfamiliar; they tend to interpret the syllabus as being more prescriptive than they are intended to be. Thirdly, when teachers lack confidence in their knowledge of subject matter, they tend to adopt teacher-centred methods (Dunkin & Welch, 1996).

All these findings have obvious implications for professional development courses in citizenship education (Ahmad, 2006). Research suggests that perception and beliefs about subject matter influence teacher selection of content and pedagogy. Dinkelman and Hoge (2004) for example, found that a course in politics, government or citizenship produced gains in civic content knowledge and confidence to teach selected topics among preparatory teachers. In their study, Torney-Purta et al. (2005) explored how teachers’ (measured by a degree in a civic related subject and participation in relevant in-service training) and teachers beliefs (measured by self reported confidence in teaching civic related topics) relate to students ‘civic knowledge and they found that having confidence about a topic may be related to the ability to convey information to students. They further concluded that increasing the extent of teachers’ preparation in civic related subject matter could be a viable strategy to improve civic knowledge.
       Oulton et al. (2004) investigated teachers’ readiness to use controversial issues in the context of citizenship in the classroom. The research included focus groups and questionnaires which were applied to a sample of 205 teachers. The researchers found that many teachers were unprepared and felt constrained in their ability to handle controversial issues concerning citizenship in the classroom.
       In a study conducted by Doppen, Feinberg, Lucas, Bohan, and Ogawa (2011) on the social studies preservice teachers’ knowledge and perceptions of the U.S. naturalization test, it was found that the preservice teachers had a limited conceptions on citizenship education issues. The authors discussed the implication of the results and suggested ways to broaden citizenship education in the development teacher preparation programmes.
      If, as the literature suggests, perception about a subject matter in teaching is a concern of teachers in their pedagogy about and for citizenship education , then research that has  as its aim the exploration of  how tutors and teacher trainees perceive citizenship education in the colleges of education has critical implications  for education and development . 
Students’ perceptions of citizenship education 
The views and perception of young people with respect to citizenship were addressed in the International Association for the Evaluation of Educational Achievement (IEA) study (Torney-Purta et al., 1999, 2001), which provided a context for the English IEA study (Kerr et al., 2002) and the DfES commissioned longitudinal study (Kerr et al.,  2004; Cleaver et al., 2005). These surveys gathered data through questionnaires and concentrate on elements of citizenship knowledge such as political and legal processes and institutions, voting, including voting intentions, and political representation and legal rights. For example they suggested a decline in levels of awareness of political processes and institutions, a low level of trust in the European Union and little intention of engaging in future political activity (Cleaver et al., 2005).
An ESRC-funded questionnaire survey in one LEA likewise reported low levels of political knowledge, interest, trust and efficacy among young people, but the authors note that the findings do not confirm a lack of engagement with the wider social world (Halpern, et al., 2002; Morris et al., 2003). However, these findings were challenged by a Home Office survey (Farmer & Trikha, 2005), that found wide variations in levels of political engagement among young people.         

Farmer and Trikha (2005) analysed the results from a sample of nearly 1,700 young people and concluded that levels of trust in institutions such as the police broadly match that of the adult population. Although a substantial minority of young people (41 per cent) was dismissive of politicians, the vast majority (81 per cent) wanted involvement in decision-making. This study found that young people played an active role in their communities, with half engaging in civic activity. Young people from minority ethnic groups were particularly likely to make contributions within their homes, families and communities, the highest rates of participation in civic activities being recorded by black Caribbean and mixed race respondents. This confirms evidence from the DfES survey, which found that students from visible minorities tended to have more positive views about volunteering (Cleaver, et al., 2005). Abstract and decontextualised questions can only go so far in reaching evidence of the significant and often sophisticated understanding that young people do have of their roles in the world and their relationships to society, local, national and global. These have been captured through qualitative studies such as Osler and Starkey (2003) and Hudson (2005) which confirmed young people’s willingness to engage in political issues at all levels from the local community to the global world. 
      Adeyemi, Boikhutso and Moffat (2003) explored the extent to which the objectives of citizenship education have been realized in Botswana. The authors drew on interviews and observations of thirty –two social studies teachers from eighteen junior schools. The majority of the teachers felt that the objective of working to produce good citizens had been minimally or satisfactorily achieved. About half of the social studies teachers thought they had undergone sufficient training on the concepts involved in citizenship education but they highlighted the challenges of irrelevant instructional materials, job dissatisfaction and large class size. 

       In mixed-methods study, Martin and Ohiodo (2007) examined attitudes about citizenship by surveying 333 eighth grades and 362 eleventh grades from five rural school districts in a Southwestern state. They also conducted 54 interviews. The responses indicated that helping others was perceived to be the most important aspect of good citizenship, followed by obeying rules and laws.
        Martin (2008) conducted a comparative analysis of teacher education students’ views about citizenship education in Denmark.  Seventy-seven teacher education students consisting of 28 men and 49 women were interviewed on citizenship education. Whereas some participants opposed citizenship education and emphasized a need to focus on only the content, the majority discussed how citizenship preparation and mastery of content were congruent with their area organizations’ national goals.
      In Ghana, Kwenin (2010) conducted a quantitative research on secondary school students’ perceptions on citizenship education in the Ashanti region. The study revealed that majority of the students’ demonstrated positive perception about citizenship education. The major problem they faced with the learning of citizenship education was inadequate teaching/learning resources for better illustrations.
      Research explicitly exploring the perception of teacher trainees and tutors in the colleges of education in Ghana has thus far been rare and isolated in literature. What seems to exist is foreign discourse on citizenship education.There is the need to add to the literature the perceptions and commitment of both tutors and teacher trainers on citizenship education in the colleges of education in Ghana. At least, the contested nature of citizenship education within the literature leads the researcher to explore the manner in which tutors and teacher trainees perceive the conceptual and methodological issues to strengthen the fragile democracy of Ghana. 
Conceptual framework for citizenship education and development
   
The tutors and the teacher trainees perceptions  at  the colleges  of  education are shaped  by  their  knowledge,  attitudes and values,  both inside and outside the  colleges’ environment.  In Kennedy and Fairbrother’s (2004) discussions of some key findings of citizenship education across the Asia-Pacific region, they noted teacher education teachers and students should not be regarded as passive recipients of citizenship education. Teachers are not unaware of the aims of citizenship education, but their responses are not as predictable as presumed. This resonates with the intention and goals of this study, which aim at exploring tutors and teacher trainees’ perceptions on citizenship education. 

      In the multi-nation study conducted by the International Association for the Evaluation of Educational Achievement (IEA), the research team proposed a model to analyse the situation of civic education in various national settings (Torney-Purta, Schwille & Amedo, 1999). The complex model illustrated the various dimensions of civic education/citizenship education. It placed the individual student in the middle of a multitude of environmental forces that influence the understanding and development of civic /citizenship education. The model illustrates how civic/citizenship education is the likely result of the many environmental forces , including: community youth organizations and work places; formal community influence by political leaders; the influence of family, parents and siblings; peer group influence in and out of class, and the influence of school through the curriculum taught by teachers.
       In order to better understand the school dimension of this model, how tutors and teacher trainees understand citizenship education and how it might be offered in the classroom, the current study was undertaken.The current study was inspired by contemporary psychological and sociological theories, namely Bronfenbrenner’s (1988) ecological approach to studying development and cognition formation and the views and perception of other scholars, such as Lave and Wagner (1991) and Conover and Searing (2000).

However, as   school students aged 10 to 14years old were the subject of the study in the IEA project, this current study adopted some elements of this model has proposed a new one in the current study to show the position of tutors and teacher trainees as recipients of citizenship education in an institutional setting to understand their perception on citizenship education (See Figure 1).   Martin (2005) also used of Bronfenbrenner’s ecological approach (1988) to studying development and cognition formation, based on the cognitive strategy use model applied to civic activity. This model emerged from a study on a high schools students’ use of cognitive strategies in the social studies classroom, and it suggests that behaviour relates to understanding how to do a task, seeing the task as being relevant, and being motivated to do the task. The cognitive strategy use model has also been used to understand civic participation by university students (Martin, 2008). In 2008, Martin explored 39 elementary versus 36 middle and secondary education students’ perceptions on citizenship through a case study methodology at a Southeastern university. The study explored what the teacher education students considered to be a good citizen.
     The framework of this study has four contextual elements such as tutors, teacher trainees, citizenship education and national development. It suggests that tutors and teacher trainees’ perceptions are influenced by the relationships and interrelationships of knowledge, skills and values on citizenship education through formal and informal instructions. The framework in this study is unique in that it is based on actual experience with the development of teachers who are shaping and will continue to shape educational practice in the field of citizenship. In addition the framework provides a structured way of integrating perceptual issues for citizenship education into colleges of education. Additionally, it reveals how citizenship education goals can be actctualised to enhance national development through social studies .The contextual issues of the framework are based on the social studies tutors, and teacher trainees, on citizenship education for national development.
Three of the four contextual issues are interrelated, and each of them relates to citizenship education for national development, as illustrated in Figure 1.









Figure 1: Citizenship education for national development
Several scholars and authors support the crucial role of social studies in developing citizenship education (Dean, 2005, Print, 2000). The social studies curriculum element is the policy documentation, where much of the teaching and learning of citizenship-related information, skills, values and disposition is planned (Torney-Purta, 2002). This view contends that students can acquire civic knowledge, skills and values through studying social studies in much the same way they would learn literacy through subjects such as English.  For example, in programmes such as social studies and other related subject areas such as history, issues relating to citizenship education are taught. In the same way knowledge, values, skills and attitudes on citizenship education that tutors impart are derived from the social studies curriculum.
        If tutors’ and teacher trainees’ appreciate the knowledge of citizenship education, then it will likely influence their knowledge of relevant values and skills taught in citizenship education. Similarly, this will enhance their perceptions of the characteristics of good citizens which invariably translate into effective principles and practices of citizenship education through effective instructional delivery in the classroom.
     By way of direction for the study, this schema or framework shows a relationship of how social studies tutors’ knowledge, values and skills, perception, principles and practice, instructional delivery of citizenship education could possibly influence instructional outcomes in citizenship education at the classroom level leading possibly to national development. Effective national development is predicated on the level of patriotism, national consciousness and the feelings of integrity expressed by citizens who have been exposed to the content and instructional delivery system of citizen education by the social studies teacher trainees and tutors in colleges of education.

In the same vein, the framework also indicates how the teacher trainees’ knowledge, values, skills and practices of citizenship education concepts will also affect instructional outcomes in citizenship education at the classroom level, leading ultimately to national development. 
The other context of the framework is where both teacher trainees and tutors are found. The tutors implement the school curriculum and act as the “attacking troops” who know the dynamics of the classroom situation. Tutors are therefore better placed to give their candid perception of the college’s curriculum. The authority relationships and friendly atmosphere for the expression of opinion within the school, as well as opportunities for both tutors and teacher trainees to participate in decisions about school policy, also influence citizenship education. Obeying college regulations, keeping the environment clean, respecting school authority, and voting during college elections are all features of citizenship education. Research has shown the powerful way in which fairness in the administration of school rules and students’ expectations about their power in school decision making influence attitudes and behaviour in citizenship education (McLaughlin, 2004). In the school community, once the teacher trainees have been taught on the issues relating to citizenship education, they can also give their views about citizenship education relating to the approaches being used to introduce citizenship education, the teaching learning processes, the subject matter, the evaluation strategies as well as the focus or objectives of the social studies curriculum.
The framework indicates that the closer the colleges are able to position themselves to the middle of the diagram, the more likely they are to draw clear and transparent links among the main contexts within which citizenship education can develop. By so doing, they are creating a climate for the active development of “active citizenship” within colleges and providing teacher trainees with opportunities for participation within their colleges and wider communities whilst ensuring a sound knowledge, understanding and skills through the social studies curriculum. The more both tutors and students understand the links between and among these contextual issues; the more likely they are to become knowledgeable, empowered, and responsible and “active” citizens now and in the future.
It must be pointed out that citizenship education aims at raising the consciousness of learners for the purposes of development. One expects that tutors’ and teacher trainees’ knowledge, skills, and perception they have acquired should lead to national development. Knowledge is not acquired for its own sake, but must be utilised to the betterment of one’s society. Citizenship education should therefore translate to national development. 
That is why the arrow points down to national development.
Summary of the chapter
This chapter has presented the literature on education that is relevant to citizenship education. The chapter also examines the critical theory that provides the basis for an approach to citizenship education allowing teachers to reflect critically on their actions. Both conceptual and emerging issues on citizenship education have been reviewed. The review of literature has also shed light on the fact that an appropriate social studies curriculum for the preparation of effective citizens must help students in the acquisition of knowledge and development of skills and positive attitudes necessary for active participation in nation-building.

The review shows that all countries seek effective citizenship education but the practices on ground often do not tally with their wishes. Teachers’ insufficient preparation constitutes one of the most difficult challenges to citizenship.  Assessing practitioners understanding of citizenship education is of utmost necessity. Hence, the chapter has specifically reviewed literature of teachers’ perception of citizenship education. What stands out clearly in the review is that citizenship education in colleges of education calls for research, as the evidence of teachers’ orientation and practices of citizenship education are still insufficient, especially, in the Ghanaian contexts. 
It must be pointed out that most of the review focused on practising teachers while teacher trainees were covered by few researchers outside the area of study. The present study therefore looks at both perceptions of citizenship and citizenship education and its practices from the view points of both teacher trainees and tutors of social studies in the colleges of education in Ghana.
In the next chapter, citizenship within the perspective of social studies will be considered. 
CHAPTER THREE
CITIZENSHIP EDUCATION AND SOCIAL STUDIES PERSPECTIVES WITHIN THE CONTEXT OF THE EDUCATION SYSTEM IN GHANA

History of Education in Ghana 
It was not until the last quarter of the 19th century that Ghana was first to consider a state organized education (McWillam and Kwamena-Poh, 1975, Antwi 1992; and Aboayge 2002). Until this time, informal system of education had been the main avenue by which Ghanaian communities prepared their members for citizenship. Thus, in pre-colonial times education was deeply rooted in Ghanaian culture as it was in most other African societies. Basically, informal or traditional education had and still has the sole purpose of introducing society with all its instructions, taboos, mores and functions to the individual and of making the individual a part of the totality of the social consciousness (Antwi, 1992). 
A major feature of the then informal education was the fact that it embraced all aspects of the personality of the child and the adolescent. The subject matter of the informal education was related to the acquisition of knowledge through the study of history, music, environmental studies, philosophy and rhetoric. According to McWilliam and Kwamena-Poh (1975), the first major purpose of such education was the inculcation of good character and good health in the young members of the community.

The expansion of colonial empires swept away the strong traditions of African civilizations and planted in their place a new technological civilization supported by western education, and the dynamic power of the Christian gospel and its teaching (Antwi, 1992). The earliest contacts of Ghana with Western education were through the coastal forts erected by the European slave trading nations (McWilliam & Kwamena-Poh, 1975). Three castle schools were established in the Gold Coast by the African company of merchants. The oldest was established at Elmina by the Portuguese, Christiansburg by the Danes and the third at Cape Coast by the English (Aboagye, 2002). The building of formal educational system in Ghana started with the colonial government in the form of castle schools. A native of Ghana (Gold Coast), Philip Quaicoe, was trained in England at the early age of thirteen and after his graduation became the first African headmaster of the colonial schools at Cape Coast.

       Mission schools followed the castle schools with the arrival of the Missions in the country. The Christian Missions included Catholic, Basel, Wesleyan, Anglican, the African Methodist Episcopalian Zion, Bremen, Seventh Day Adventist and the Salvation Army Church (Aboagye, 2002). The main aim of the missionaries was the proselytisation of Christian faith. Education was identified as a powerful tool to making the transformation. The missionaries thus adopted a two dimensional policy of evangelization and education. The use of the school approach, according to Aboagye (2002) had the underlying assumption that children are more receptive to the faith than adults and that through the school approach they could easily be converted to the Christian faith. This explains why almost every mission embarked on the establishment of schools in its areas of operation.
The structure of educational system in Ghana

      The structure of education in Ghana is composed of Pre-school Education, Basic Education, Senior Secondary Education (3years), Technical and Vocational Education (3years), Teacher Education (3years), Special Education, Polytechnic (3years) and University Education (4years)


Pre-school and first cycle education in Ghana


In Ghana, the pre-school at the first cycle level is made up of education at the pre-school, the primary and junior secondary schools. The Ministry of Education set up the Nursery and Kindergarten unit in 1965 in order to develop pre-school institutions in Ghana (Antwi, 1992). Antwi mentions that in 1974, the government ruled that kindergarten education of 18 to 24 month’s duration for the group four to six years should form part of the educational system. Based on this submission, model nursery and kindergarten schools were opened for three-year-olds in the regional and district headquarters of the Ghanaian Education Service mainly to offer students Training in the Department of the unit practical experience for their child-study programme.

The Government of Ghana has decided that kindergarten education should progressively become part of the universal, free and compulsory basic education structure (MOEYS, 2004). This is made possible when the government recognises the crucial role that pre-schools education plays in the formative years of the child, especially its potential for overcoming the educational disabilities of children from less favoured family background.

At the primary level, the system of education consists of a small private sector and a public sector comprising schools run by or assisted by the government. The primary schools assist children from about the age of six to thirteen. The first six years of primary education provide training in the basic skills of reading, writing and arithmetic (Antwi, 1992). Currently, citizenship education is taught at primary four (4) to six (6) with the new reforms (Anamoah-Mensah Committee Report 2007).

Junior High Schools (JHS)
The pupils after graduating from the primary schools continue to the Junior High School. The Junior High School Education in Ghana takes pupils three years to graduate. It caters for children within the age bracket of 12-14 years. In addition to the primary school objectives, the JSS has these objectives;
i. Making children discover their aptitudes and potentialities and inducing in them the desire for self-improvement.

ii. Making children appreciate the use of the hand as well as the mind and making them creative and productive oriented.

iii. Making children understand their environment and then eager to contribute towards its survival.

iv. Preparing pupils for continuing education in Senior or Technical and Vocational institutions (MOEYS, 2004).

Senior Secondary Schools
Following the 1987 Educational Reform, the Secondary Level which is operating under the name Senior Secondary School (SSS) (Senior High School) was tasked to perform three major functions (Agyeman, 1996) such as producing graduate for;
i. Admission into Universities, Polytechnics, Nursing Training Colleges, Post-Secondary Teacher Training Schools, the Forestry School and other Commercial, Vocational and Technical Institutes of the tertiary level, both public and private.

ii. Immediate employment in the public and private sectors for further on-the-job training 

iii. Self-employment in agriculture, vocational and technical trades as apprentices (Agyeman, 1996:7) 

Teacher education development in Ghana
The 2007 education reform report defines teacher education as the type of education and training given to, and acquired by, an individual to make him or her more academically and professionally qualified teacher (GoG, 2002). It continues to state that the quality of human capital of any nation depends on the quality of education it offers, and the quality of education given is also determined by the quality of teachers who teach. It is therefore, crucial that the standard of teachers be kept in tune with current expansion in knowledge due to the technological advancement the world over (GoG, 2002)
The teacher education programme in Ghana is organized to offer a three –year pre-service Diploma in Basic Education (DBE) to train teachers for programme A (teachers teach at the primary level at the basic level) and programme B (teachers to teach at the junior secondary school level). 
The main teacher training institutions in Ghana are the University of Cape Coast (Faculty and Institute of Education), University of Education, Winneba and Colleges of Education (38 public and 3 private). University of Cape Coast and University of Education, Winneba also offer pre-service training for teachers who have graduated from the Colleges of Education and want to further their profession after teaching at least for three years.

In Ghana, the Basel missionaries opened the first teacher training college in 1845 at Akropong-Akwapim. Other colleges that were opened within the period included those by the Breman missionaries in 1894 at Amedzofe, Wesleyan mission in 1922 at Aburi, which was transferred to Kumasi in 1924, and Our Lady of Apostles (OLA) training college for Women at Cape Coast in 1928 by the Catholic sisters. This initiated a tradition of teacher education founded by missions training teachers for the schools (Akyeampong, 2003). 

Historically, teacher education started with the training of external teachers in non-formal teacher training institutions in the early 1940’s. This was followed by the 4-year post middle teacher training programme for teachers in the primary and middle schools. The duration of this programme was reduced to two (2) years in order to train more teachers as a result of the implementation of the 1951 Accelerated Development Plan for Education. The products were awarded Certificate B. The 4-year post middle Certificate A was re-introduced in 1961 when the Certificate B programme was found to be ineffective. The 3-year Post Secondary Certificate ‘A’ programme was introduced to operate alongside the 4-year post middle with a focus on training teachers for the middle and Junior Secondary Schools (JSS). This was however, changed to a 2-year post- secondary programme which was later eliminated. In 1982, the Modular Teacher Training Programme (MTTP) was introduced as a blend between distance education and the conventional teacher training approach, to provide pupil teachers in the system with Post Middle Certificate ‘A’ or Post- Secondary Certificate ‘A’ training. 

The number of initial teacher training colleges which was 83 in 1967 has decreased to the present 38 with seven of them being single-sex female institutions. There were also six diploma awarding institutions which offered 3-year education programme for Certificate ‘A’ teachers in Home Economics, Science and Technical subjects, Agriculture, Physical Education, Ghanaian Languages, Special Education, Art Education, Mathematics, Education and Music. Over the years, changes in teacher education have been the direct responses to the needs and circumstances of the moment, thus making them ad hoc and uncoordinated (Anamuah–Mensah, 2008). The different categories of teachers’ certificates existing in our educational institutions are a pointer to this fact. Some of these are:

i. Two-year post Middle Teacher’s Certificate ‘B’

ii. Two-year post B Teacher Certificate ‘A’

iii. Four-year Post Middle Teacher’s Certificate ‘A’

iv. Two-year Post Secondary Teacher’s Certificate ‘A’

v. Three-year Post Secondary Teacher’s Certificate ‘A’

vi. Two-year Post Certificate ‘A’ Diploma Certificate 

vii. Three-year Post Certificate ‘A’ Diploma Certificate 

Currently, all teacher training   colleges in Ghana have   phased out the Three-year Post-Secondary Certificate ‘A’ programme   and are running a Three-year Diploma in Basic Education. This programme consists of two –year in school and one-year attachment or out-programme.  All the colleges prepare teachers for both primary and JSS (JHS) levels.

The vision of teacher education in Ghana is to prepare the grounds for quality teaching and learning outcomes through competency-based training of teachers. The mission is to provide a comprehensive Teacher Education programme through pre-service and in-service training that would produce competent, committed and dedicated teachers to improve the quality of teaching and learning in Ghanaian classrooms. 

Technical and vocational education
Students can pursue technical education at any of the following institutions: secondary technical schools, vocational centers, polytechnics, technical institutes and technical teacher education colleges and universities. 
There are a number of secondary technical schools in Ghana operating at the senior secondary level. These institutions offer a variety of technical, commercial and vocational subjects. Entrance requirements are the same as for other secondary schools: a passing grade in the Common Entrance Examination.  Technical institutes offer several programs: pre-technical courses, general technical courses and craft courses. The pre-technical course, which required the Common Entrance Examination for admission but now requires Basic Education Certificate, takes two years of full-time study to complete. Then students can either take up an apprenticeship or continue their technical education, either in general technical programmes or craft courses. The general technical courses, offered in engineering technology and building, require two-years of full-time study and the pre-technical course. The craft courses also offered in engineering technology and building, take two years to complete and lead to examinations of the City and Guilds of London Institute awards or local examinations. Graduates of the craft courses then can go on to apprenticeships or to the polytechnics for advanced craft courses. Technical institutes offer three to four-year secretarial and commercial programmes, leading to the GCE O-level examinations. Students who complete a five-year secretarial and accounting course are awarded the Ghana Business Certificate. Polytechnics offer programmes leading to the City and Guilds of London Institute overseas awards of the Ordinary Technician Diploma (OTD), requiring two years of study, and the Higher Technician Diploma, requiring a further two years of study following the OTD. Graduates of these programmes are qualified to work in local industries. 
Polytechnics offer an additional programme in institutional management, catering and domestic subjects leading to the Institutional Management Certificate in Institutional Housekeeping and Catering. In all these institutions students are required to develop citizenship consciousness for the promotion enabling environment for a better living.
The historical development of social studies
This area takes into consideration the literature related to the Background of Social Studies Education, Development of Social Studies in English- Speaking African Countries and the Development of Social Studies in Ghana. It is important to understand how social studies evolved in the United States, as it appears to have had a chequered history that has reshaped the way it is conceptualized and practiced.
General background of social studies education
Social studies is an integrated area of study that draws subject matter from various other disciplines. The National Council for the Social Studies (1994) put up a comprehensive definition of social studies as the integrated study of the social sciences and humanities to promote civic competence (p. vii). Within the school programme, social studies provides  coordinated, systematic study drawing upon such disciplines as anthropology, economics, geography, history, law philosophy, political science, psychology, religion, and sociology, as well as appropriate content for  the humanities, mathematics, and the natural sciences .

From this perspective of multidisciplinary subject matter and child-centered pedagogical approaches, educators observe that social studies stands out as the most appropriate subject for citizenship education (Barton & Levstik, 2004; Biesta, 2006; Parker, 2003; Ross, 1997a; Ross, 1997b; Thornton, 2005b). Brief backgrounds to the foundations of the social studies in the USA, English-speaking African countries, and Ghana can help us appreciate the arguments of these educators.

Development of social studies in the United States of America


Despite the fact that the foundations of social studies are fraught with mythologies and misconceptions, available evidence suggests that the United States was the first country in the world to include social studies in its public school curricula as far back as 1916 ( Adler & Sim, 2008; Ross, 2006; Murry, 1997). Up until 1916, History was the leading subject for citizenship education in US public schools (Correira, 1997; Lybarger, 1983). However, after the 1900s, the United States faced a lot of social, economic, and political problems that came about because of a number of factors. Such factors included the traumatic experience from the Civil War and Reconstruction, rapid industrialization, and massive migration into the country (Woyshner, 2003-2004; Correira, 1997; Saxe, 1992). Against this backdrop, it did not come as a surprise that by the early 1900s, social sciences activists challenged History’s claim of uniqueness in the education of citizens (Evans, 2004; Correira, 1997).


The activists challenged that epistemological and mythological constraints made History unable to address the new problems the United States was facing at the time (Correira, 1997). For example, they challenged that History emphasised rote learning and social events that were not connected to the present (Hertzberg, 1981). These arguments made disciplines like Sociology and Political Science to gain legitimacy for citizenship education (Correira, 1997). It thus became clear that the challenges the United States faced after the 1900s “created the opportunity for social studies ideas to enter school politics” (Saxes, 1992: 271). This shift marked the symbolic beginning of social studies.

The activists of social science saw the discipline as a general area of inquiry drawn from other subjects to help solve societal problems. However, educators agree that any comprehensive social study must include historical content because knowledge about the past is important in understanding the present (Thornton, 2005b). This factor explains why, in spite of the protracted disputes between the apologists of the two disciplines since the 1900s, the integrated social studies field relies heavily on history and other social sciences for the purposes of its academic rigor (Thornton, 2005b). The American philosophy of social studies soon spread to other parts of the world including Africa.

Development of social studies in the English-speaking African countries

In Africa, social studies took time to reach the continent (Chilambo, 1988), probably due to conservative attitudes of missionaries and colonialists who controlled formal schooling in the colonies. In British colonies, the entire school curricula were tailored to produce obedient subjects of the British Monarchy (Tlou & Kabwila, 2000). However, after gaining their political independence, African educators’, thinking of the meaning of social studies took a different view from that perceived by their former colonial masters. The articulation of these views dates back to 1967 when educators from eleven countries met their counterparts from the UK and the US at Oxford. African educators who attended the meeting came from Botswana, Ethiopia, Ghana, Kenya, Lesotho, Malawi, Nigeria, Sierra Leone, Tanzania, Uganda, and Zambia (Merryfield, 1988; Merryfield & Tlou, 1995). The Oxford meeting laid the foundation for the African Social Studies Programme (ASSP), an organization responsible for the improvement of social studies in Africa. A follow-up international conference held at Mombasa, Kenya, in 1968 laid the foundation for social studies in African school curricula (Adeyinka, 2000; Merryfield, 1988).


Three major resolutions came out of these discussions. First, the purpose and objectives of social studies became preparation of active citizens for both local communities and nations (Adeyinka, 2000). This kind of philosophy was compatible to the change of status of Africans, from colonial subjects to citizens in their nation-states. Second, the content of social studies emphasized culture, environment, and problems relevant to the African needs (Shiundu & Mohammed, 2001). This change was also necessary because the goal of the inherited colonial school curriculum was preparation of obedient and loyal subjects, but this view was irrelevant in the post-colonial era. Instead, African Social Studies Programme’s (ASSP’s) emphasis was on the role of social studies in the development of nationhood, installation of skills and attitudes towards economic development, and creation of self-reliant citizens (Merryfield, 1998). For these reasons, the new social studies was an integration of the traditional subjects of history, geography, and civics, with some elements of other subjects like agriculture, economics, sociology, political science, and anthropology. Again, the pedagogies for teaching social studies changed from the traditional-teacher-centered to learner-centered approaches (Adeyinka, 2002). Thus, African educators also saw the importance of active participatory approaches that were necessary for the preparation of critical-thinking minds for making informed decisions.


As a result of the efforts of the African Social Studies Programme (ASSP), 17 African nations had initiated social studies programmes in their school curricula by the mid 1980s. To date, ASSP has continued its efforts in making social studies relevant to the preparation of competent citizens for culturally diversified societies.

Foundation of social studies in Ghana

As part of the government’s policy to training teachers to teach social studies at the basic schools, social studies was introduced at the teacher training colleges in Ghana. The social studies programme as a field of study was introduced into the curriculum of the teacher training colleges in Ghana as far back as the 1940s (Tamakloe, 1988; Kankam, 2001). The teaching of social studies during this period was experimented in Presbyterian Training College (Akropong), Wesley College (Kumasi) and Achimota Training College (Accra). This experiment, according to Agyemang-Fokuo (1994) was, however, not allowed to blossom due to both teachers’ and students’ negative perception and attitudes towards the social studies programme.

By the early 1950s, the single subjects (i.e. studying subjects like history, economics and geography separately) had taken over the integrated social studies (i.e. drawing concepts, ideas, knowledge etc from different subject areas like history and geography to solve problems or explain issues) in the teacher training colleges. The reasons advanced for the resumption of the single subjects approach according to Tamakloe (1988), was the fact that social sciences graduates of the University of Ghana, who were to handle social studies in the teacher training colleges could not cope with the integrated approach, for they specialized in single subjects. Also, the students in the teacher training colleges welcomed the single subject approach because they perceived it as an opportunity to either improve upon their grades in the single-subjects such as history, geography and economics in School Certificate or General Certificate of Education (G.C.E.) Ordinary Level (OL) or get a firm foundation in order to try their hands at GCE “O” Level examinations.

In the late 1960s, another development propelled the re-introduction of integrated social studies in the teacher training colleges in Ghana. This was when some graduate and non-graduate teachers who, had been sent to Wales and Bristol to study the “Environmental studies approach” and the “Integrated social studies” returned to Ghana. By 1971, about 14 of the teachers with positive perception about social studies had been posted to the teacher training colleges to spearhead the development of the integrated programme, which they had studied abroad.

In 1976, the experimental junior secondary schools were established where social studies was one of the core subjects of the school curriculum. There was the need for student-teachers at the teacher training colleges to specialize in social studies to teach at the experimental junior secondary schools. After training the first three batches of social studies teachers at the teacher training colleges for the programme, it was realized that there was a glut of teachers because there was no corresponding expansion of the junior secondary schools in terms of numbers. The result was that social studies had to be abandoned in the training colleges in the 1981/82 academic year (Tamakloe, 2008). There was no need for training specialist social studies teachers who could not be absorbed into the education system. This state of affairs in the training colleges of Ghana, together with the fact that social studies was not examined externally for certification, both at the teacher training colleges and secondary school levels, made tutors and students alike to develop a half-hearted attitude to the study and development of social studies.

The development of social studies in the teacher training colleges has been characterized by unsteadiness due to both tutor’s and students’ perceptions and attitudes towards the programme since its inception. It is against this background that Tamakloe (1988) described the attempt at introducing social studies as one plagued with a “chequered history”.

The 1987 Education Reform Review Committee was born as a result of the experimentation of some of the recommendations of the 1972 Dzobo Committee. The Review Committee Report of 1987 recommended six years primary school, three years junior secondary school and senior secondary school education. The recommendation was implemented in 1987, which led to all middle schools being turned into junior secondary schools. With this new reform in education, social studies was re-introduced in the teacher training colleges as one of the elective subjects to train students to teach social studies at the junior secondary schools.

The 1987 Education Reform Programme aimed at changing the content of education at the basic level and to ensure its relevance to individual and societal needs (GES, 1987). Based on this, the New Education Reform Programme has brought in its trail social studies at the Basic Education level nationwide.

The aims and objectives of the junior secondary school social studies programmes reflected all the three domains of educational objective: cognitive, affective and psychomotor. The cognitive domain deals with the acquisition of knowledge, facts and ideas; the affective domain deals with the behavioural change of the learner whilst the psychomotor domain deals with the acquisition of skills (GES, 1987). The introduction of social studies at the basic education level necessitated the training of more teachers to have sound basis in the content for the courses at the junior secondary school level. Consequently, in 1990, Teacher Training Colleges in Ghana embarked on teaching of social studies after a new programme of instruction had been designed. The aims and objectives of the teacher training college social studies syllabus are to:

 Help the teacher trainees to be equipped with the subject content, the professional knowledge and skills that will enable them to handle confidently the social studies programme at the basic level of education. Hence, our goal in teaching social studies in the Teacher Training Colleges should be to help students to acquire knowledge and to effect a change in their attitudes and values in their society and the environment. It is also to equip them with the skills to teach for changes in the values and attitudes of pupils (GES, 1993: 1).

               The social studies programme has been perceived differently and described in various ways by many writers over the years (Martollera, 1985). Some writers like Banks (1985) and Bar, Barth and Shermis (1977) perceive social studies as a single subject and a singular noun. Wesley (1950) and the Committee on Social Studies (1976) perceive social studies as several subjects and therefore describe as a plural noun. However, the writers in the field of social studies perceive the subject as an integrated subject because it integrates the social science subjects such as history, geography and civics for the purpose of citizenship education (Tamakloe, 1994).

It is common knowledge that the tutors and students at the teacher training colleges have different perception of the social studies programme, and therefore are likely to approach the subject according to how they perceive it. There are two categories of tutors teaching social studies in the teacher training colleges in Ghana. The first category consists of those tutors who graduated in integrated social studies from either University of Cape Coast or University College of Education of Winneba (Kankam, 2001). This first category of tutors studied the theory, principles and methods of teaching integrated social studies. Such tutors are likely to perceive social studies as an integrated subject with its main goal as citizenship education and therefore, teach the subject as prescribed by the Ghana Education Service. The second category of tutors studied the separate subjects such as History, Geography, Economics and other foundation subjects of Social Studies. Such tutors are not likely to get the principles underpinning integration in Social studies. Hence, such tutors are not likely to perceive social studies as an integrated subject with its main focus on citizenship education. The GES (1993) prescribes that social studies should not be treated as separated and isolated subjects but rather as one integrated subject.

Goals and purposes of social studies

It has been established that there is an endless debate regarding the purposes and goals of social studies and how particular social goals can be achieved (Ross, 2006; Brophy, 1990). The debate, however, does not prevent the writing of the goals and purposes of social studies. The main goal of social studies has been mentioned as citizenship education which involves preparing citizens for active participation in a democracy by providing them with the essential knowledge, skills and values (Ross 2006; Haln, 2001). The National Council  for Social Studies (1990) states that the basic goal of social studies education is to prepare the young people to be humane, rational, participating citizens in a world that is becoming increasingly interdependent.
     The goals of social studies as given by the National Commission on Social Studies in schools’ report (1989) hangs around five themes which are; (a) development of civic responsibility and citizen participation; (b) development of a global perspective through an understanding of students’ life experiences as part total human experience, past and present; (c) development of ‘critical understanding’ of the history , geography, and the pluralistic nature of the of the civil institutions of the United States; (d) development of a multicultural  perspective of the worlds’ peoples through an  understanding of their differences and commonalities throughout time and space; (e) development of social students’ capabilities for critical thinking about ‘the human conditions’. 

The five goals according to Mullins (1990) were accompanied by recommendations on the characteristics of what content should be taught in social studies and these were: 
       1. History and Geography should be the unifying core of the social studies 

            curriculum and should be integrated with concepts from economics,  

            political science and social sciences
2. Social studies should be taught and learned consistently and cumulatively from kindergarten through grade 12

3. The curriculum should impart skills and knowledge necessary for effective citizenship in democracy

4. The curriculum should balance the study of United States with studies of other cultures.

5. Superficial coverage of content should be replaced with dept study of selected content( Mullins, 1990:1)

These goals have served as the bedrock on what social studies aims to achieve and what content knowledge should be considered. Even though educating for citizenship is the main focus of social studies, the consensus over citizenship education is fruitless as it is a highly contested area and content specific (Seara & Hughes, 2006). Marker and Melinger (1992:124) stressed “Behind that totem to which nearly all social studies researches pay homage lies a continuous and rancorous debate about the purposes of social studies.”The argument on the debate   regards to social studies stretches due to the fact citizenship education itself as used in the field is a contested concept. 
     
Barr, Bar and Shermis (1997) put up an insightful synthesis on social studies by suggesting competing analysis on the purpose and goals of social studies. They came out with three traditions that illustrate different approaches to social studies and these were put under content, content, purpose and method such as: Social studies taught as Citizenship Transmission: Social studies taught as Social science; Social studies as Reflective Inquiry. The citizenship transmission suggests citizenship is promoted through the inculcation of right values as guidelines for making decision. This relates to transmission of concepts and values through techniques such as textbook, recitation, lecture, question and answer sessions and structured problem solving exercises. 
      The second approach is taught as a social science and it is based on the grounds that citizenship is best promoted by decision making based on the mastery of the social sciences concepts and problems. The method of teaching is based on the discovery of social science different methods. The subject matter is derived from structure, concepts and processes found in each subject and the integrated social science discipline (Barr, et al.19977).
        The third approach is that social studies is taught as Reflective inquiry.  Citizenship is taught via a process of inquiry. In this approach, students identify problems, ponder over them and test   for some insights. Barr et, al. (1977) argue that it is this self-selection that constitute the content of reflection.
       Researchers have pointed out that the identification of these traditions have aided in explaining the tension in the field of social studies (Thornton, 2005; Evans 2004)
Citizenship education in teacher education
Given the developmental nature of social studies education in promoting citizenship education, teacher education can be seen as one of leadership training (Brookes & Holford, 2009). Teacher educators become change agents and teacher education programmes are instruments of change for development. The inability of social studies teachers to get adequate preparation through teacher education affects their teaching. Literature depicts that poor teaching of citizenship education is a significant problem in many countries as learners do not get the developmental issues in citizenship education. Stressing the future of citizenship education in an Australian contest, Print (2000) mentions the necessity of teachers’ professional development:

Supporting teacher professional development and changing pre-service teacher education will become a major challenge for governments, universities and schools. Unless Australia has dedicated, knowledgeable, well-prepared teachers using an array of appropriate pedagogies, civic education will not be successfully implemented in schools. No matter how brilliant the curriculum, how wonderful the curriculum resources and how useful the research, the civics initiative will flounder without dynamic effective teachers. At this point, attention to teacher needs appears to the Achilles heel of the civics renaissance (p. 31).

In Hong Kong, Lee (2004) reports that teachers are not well equipped and their civic teaching are rather superficial. This calls for training in the education of values. Again, it is mentioned that teachers hold negative attitudes towards civic education and do not know how to teach it, which results in students being uninterested in the subject (Ahmad, 2004).

Inadequate ability to carry out effective citizenship education in the classroom is unfamiliarity or indecision about what citizenship education stands for. Ahmad (2004) revealed in his study that the key obstacle facing History teachers in Malaysia in their teaching is their limited knowledge of citizenship education. On the basis of this, Kerr and Cleaver (2004) lamented the bad-prepared teacher for citizenship education:

The fact that many teachers continue to feel under-prepared to deliver citizenship suggest that either the training outcomes have been disseminated to other staff, or that the key messages in the training have added to the confusion and uncertainty, or a mixture of the two. Either way, providing adequate teacher training for citizenship education remains a critical, on-going challenge (p. 6).
Researchers in the field of citizenship education have emphasised the inclusion of citizenship dimension in teacher preparation programmes. Kennedy (1998) points out the idea of preparing democratic teachers who can model democracy in their public, private and professional lives.
      It is gathered from the literature so far that poor teacher preparation accounts for poor teaching of students and therefore effective teacher preparation is crucial in citizenship education.

Summary of the chapter

The chapter has underscored the various contexts within the education set-up of Ghana where citizenship education can be taught to ensure proper national development. It is said that the habit one cultivates is very difficult to do away with. Therefore, if pupils are introduced with citizenship education right away from the pre-school through to the tertiary level, there is the likelihood that they will acquire the knowledge, values and skills needed in citizenship education for the purposes of national development. The chapter has also revealed that social studies is the main focus of citizenship education. And that the social studies education started in the United State of America. In Africa, the social studies conference that took place in Mombasa, Kenya, in 1968 laid the foundation for social studies education. In Ghana, the development of social studies education in the colleges of education has been characterized by unsteadiness due to tutors’ and students’ perceptions and attitudes towards its inception.
In the next chapter, the methodology of the study will be discussed in depth; the chapter locates the study in the main paradigm that will be used. More importantly, the research design, population, sample and sampling procedures, instruments and their administration as well as data analyses techniques will be considered.
               CHAPTER FOUR
                        RESEARCH METHODOLGY

Overview

          This chapter   first discusses the main research paradigms, research design, and population, sample and sampling procedures. Then the instruments being used to collect the data are also presented. The chapter concludes with discussion of the validity, reliability, the ethical considerations of the study, and data analysis techniques.  

 Research paradigms 
A research paradigm is a perspective about research held by a community of researchers that is based on a set of shared assumptions, concepts, values and practices (Johnson & Christensen, 2008). The research must address questions based on four identified sets of assumptions proposed by Burrell and Morgan (1979) in building the research paradigm. These are ontological, epistemological, human nature and methodology.

An ontological assumption is concerned with the nature or essence of the social phenomena being investigated. Here, the researcher asks, is social reality external to individuals-imposing itself on the consciousness from without or is it the product of individual consciousness? Is reality of an objective nature or the result of individual cognition? Is it given “out there” in the world or is it created by one’s mind? These questions, according to Cohen, Manion and Morrison (2004), emanate directly from what is known in philosophy as the nominalist-realist debate.

The second set of assumptions identified by Burrell and Morgan (1979) are of epistemological kind. These concern the very basis of knowledge. That is, its nature and forms, how it can be acquired and how it can be communicated to other human beings. The epistemological assumption determine extreme positions on the issues of whether knowledge is something which can be acquired on the one hand or is something which has to be personally experienced on the other hand.

The third set of assumptions concern human nature and specifically the relationship between human beings and their environment. Cohen et al. (2004) stress that since the human being is both its subject and object of study, the consequences for social science assumption of this kind are far-reaching. It can be summed from the above that the three sets of assumptions have direct effect for the methodological concerns of researchers since the contrasting ontologies, epistemologies and models of human beings will in turn demand different research methods.

Invariably, researchers adopting an objectivist (positivist) approach to the social world and who treat it like the world of natural phenomena as being hard, real and external to the individual will choose from a range of traditional options such as surveys and experiments.  On the other hand, others welcoming the more subjectivist (anti-positivist) approach and who view the social world as being of a much softer, personal and humanly created kind will select from emerging techniques such as accounts, participant observation and personal constructs.

The fourth set of assumptions deal with methodological issues. This perspective expresses itself most forcefully in a search for universal laws which explain and govern the reality which is being observed (Burrell and Morgan, 1979).

Positivism 

     The positivist paradigm is the idea that only what can empirically be observed is important and that science is the only true source of knowledge (Johnson & Christensen, 2008). The positivist philosophy, located within normative studies, is underpinned by the assumption that “human behaviour is essentially rule-governed” (Cohen et al., 2004:6). Therefore, positivists recommend the use of scientific methods to uncover reality. The positivists believe that there is one reality in the world. The researcher’s role is therefore, to discover the universal laws that govern human behaviour. To the positivist, human behaviour is described by predictability and causality. It follows that behaviour is both observable and measurable, which makes it possible to discover the patterns and regularities of such behaviour.
 Interpretive paradigm
    
The interpretive paradigm developed as a critique of positivism in the social sciences. In general, interpretivists share the belief that reality as we know it is constructed inter-subjectively through the meanings and understandings developed socially and experientially. Therefore, we cannot separate ourselves from what we know. The investigator and the object of investigation are linked such that who one is and how one understands the world is a central part of how one understands himself/herself, others and the world (Blumer, 1984).

Interpretive paradigms rely heavily on naturalistic methods (interviewing and observation and analysis of existing texts). These methods ensure an adequate dialogue between the researchers and those with whom they interact in order to collaborate meaningfully with reality (Dash, 2005). The interpretivist considers educational research and the people in them as being social construction rather than the result of external mediators assumed by the positivist research paradigm (Carr & Kemmis, 1986). From the epistemological point of view, people generally perceive social reality in diverse ways. As a result, their actions and decisions are influenced by the interpretations and other social reality (Radnor, 2002). The interpretative researcher’s role is to make meaning of their world. With this perspective, the researcher obtains information from talking to the participants in their natural setting in which they create their realities. Many researchers question the legitimacy of the interpretivist paradigm in sociological and educational research. In the recent past, qualitative research was seen as ‘“soft”, unrigorous and subjective, with researchers always having to justify their “unconventional” methodology and having to “prove” the validity of their outcome” (Scott & Usher, 1999:10). However, the situation seems to have changed since interpretivist paradigm influences the methodologies and methods in most research in educational and sociological context in recent times (Cresswell, 2003).This notwithstanding, some aspect of the current study is founded on the interpretive paradigm.

      
On the basis of the purpose and research questions raised in this study, the study is premised on both the positivist and interpretative paradigms. Thus, the researcher combines the two paradigms. The main focus of the study is to examine tutors’ and teacher trainees’ perceptions of citizenship education. It is anticipated that the prospective respondents will create, modify and interpret the world they live in, in accordance with their subjective experience. Consequently, the study is based on the assumption that its participants have variations of understanding about citizenship education. Informed by the relativistic nature of the social world, the aim of the study is to provide explanations and interpretations about the world as it is perceived by the participants. The study intends to make inferences from its subjects and understanding of respondents’ perceptions by using an induction process. It is anticipated that by probing into the account of respondents’ action, it will provide an understanding about what they are really doing in their settings (Almanema, 2006; Cohen & Mannion, 2004). Based on the fact that the interpretative perspective is characterized by the subjectivity of knowledge, the researcher has to involve himself with the participants in order to understand their views on citizenship education in the colleges of education. 

       The interpretative and positivist views would be used in the study. The questionnaire, which is the main instrument in positivist research together with interviews from the interpretative view points are used, the intentions of which is to cover responses that interview schedules cannot cover and to triangulate the method of data collection from different sources .
Study area

     Since the study explores citizenship education in Ghana, this section introduces Ghana, the area of study in terms of its population, geography, history and contemporary developments. 

       Ghana’s population of just over 2 million in 1921 increased to about 6.7 million in 1960 and 8.6million in 1970; it thus more than tripled in a short period of nearly fifty years (i.e. 1921-1970).Although data for the early part of the 20th century are not reliable, they are, indicative of a rapid increase in the country’s population. The reported average annual growth rates of 1.6 percent in 1931-1948 and 4.1 percent in 1948-1960 suggest an acute under-enumeration of the 1948 population. The average annual growth rates of 2.8 per cent between 1921 and 1960 and 2.7 per cent between 1931 and 1960 also confirm the undercount that occurred in 1948. The depression in the 1930s however might have shrunk the immigration stream or even reversed it (Caldwell 1967:113) so that the level of incompleteness might not therefore be as high as portrayed by the results. The population of Ghanaians by birth grew at a rate of about 3.0 per cent per annum during the same period, an indication of under-enumeration of the population of foreign origin. The 1970 census was conducted a few months after foreigners without residency permits were asked to leave the country and it was therefore not unlikely that a certain number of those who remained in the country might have declared themselves Ghanaians or evaded enumeration.

Some of these persons were counted in the 1960 census while a sizeable number of those who remained in the country might have been missed in the 1970 census for security reasons. There more compelling explanations for the reported low growth rate for the period 1960-1970. Thus, both the reported average annual growth rates for the total population and population of Ghanaian origin appear to have been distorted by coverage errors. The 1960 population size therefore seems to have been more accurately reported than that of the 1970 (Gaisie, 1996). The results of the 1984 and 2000 censuses indicate that the population expanded very rapidly during the following three decades 1970-2000. It rose from 12.2 million in 1984 to 18.9 million in the year 2000; growing at the average annual growth rate of 2.7 per cent and tripling its size, once again, in four decades (1960-2000). It is said that except the distortions of the 1948 and 1970 censuses, largely due to international migration and related issues, the average annual rate of population expansion has never fallen below 2.7 per cent and the rate of natural increase hovered around 3 per cent per annum until it started a slow decline to 2.8 percent in the early 1990s.

        Ghana lies roughly between longitude 1° East and 3° West along the Atlantic coast and stretches inland from about latitudes 5° to 11° north of the Equator (Buah ,1998). Ghana is generally a flat land with one main continuous upland range which cuts across the country north- westwards from the frontiers of the Republic of Togo through the Volta region, Akuapem, Kwawu and Asante to Kintampo in the Brong-Ahafo Region. The range is broken up by the River Volta by a gorge at Akosombo, where a hydro- electric dam has been built, about eighty kilometers north-west of Accra.  The most prominent peaks of the range are concentrated   north – east of the gorge, in the Volta region; the highest of these peaks, Mount Afadjuto is about 886 metres above sea level.

    Ghana is endowed with many rivers, most of which flow into the sea. The largest of these rivers is the Volta, which has formed into the largest artificial lake as a result of construction of the dam at Akosombo. The rivers promote fertility of the land as well as a fresh water industry.

    
The main groups of people of Ghana are distinguished mainly by language and, to some extent, by their political, social and other cultural institutions (Buah, 1998). The Akan constitutes more than half the country’s population. The Ga-Adangbe and the Ewe both inhabit the south-eastern part of the country, while in the northern half of the country are the Mole-Dagbani; comprising the Mamprusi, Mossi, Dagomba and Gonja. Other groups in the north include the Dagaba, Sisala, Kusasi, Lobi, Konkomba and Nanumba. History has it that some of these peoples grew into strong kingdoms or even empires through conquest and immigration; others remained smaller states and at a point were annexed as vassals by the more powerful states like Denkyira, Akwamu and Asante.
          The economy of Ghana has a diverse and rich resource base. Gold, timber, diamonds, bauxite, and manganese exports are major sources of foreign exchange. An oilfield which is reported to contain up to 3 billion barrels (480×10^6 m3) of light oil was discovered in 2007. Oil exploration is on-going and, the amount of oil continues to increase. The domestic economy continues to revolve around subsistence agriculture, which accounts for 50% of GDP and employs 85% of the work force, mainly small landholders.  

       The country established tertiary institutions especially, colleges of education for training human resources for effective national development. The extent of the national development is achieved and sustained depending on the extent to which education is capable of producing Ghanaian citizens who are nationally conscious, patriotic, and committed to nation-building process. This position is predicated on some of the problems which have beset the contemporary Ghanaian society, such as lack of discipline, excessive materialism, and lack of individual and national integrity, disunity and so, which may affect adversely the national development and transformation.

 Research design
In this section, the methodology that underpins the researcher’s approach is explained. As a background, some of the literature on the three major research approaches, that is qualitative, quantitative and mixed method research, is reviewed.

The decision to use qualitative, quantitative and mixed methods is replete with the assumption concerning “the nature of knowledge and reality and the process of acquiring knowledge about reality" (Hathway, 1995:536). In the main, their differences in perspective start with how they make sense of social reality. Many qualitative researchers maintain that the nature of the social world is different from that of the natural world and should be investigated in different ways. There are also some qualitative researchers who say that the natural world can be investigated by using qualitative research methods. For example, some environmentalists use qualitative approach when they study natural things.

All in all, qualitative researchers assume that in the social world, there are multiple realities, that the world is not an objective thing ‘out there’, but a function of persona1 interaction and perception (Merrian, 1998). In the view of these researchers, knowledge is constructed socially through an intimate relationship between the researcher and the researched (Denzin & Lincoln, 1994). For qualitative researchers, knowledge is also gained when a researcher reflects on her/his behaviour and thoughts as well as the phenomenon under study (Kvale, 2008). 
Furthermore, Peshkin (1992:173-177) argue that “qualitative researchers accept an interpretive or hermeneutic character of all human knowledge so that there is not one truth but many”. They emphasise the importance of unity between subjectivity and objectivity in the process of gaining knowledge and building theory from experience; that is, they emphasise inter-subjectivity. For example, when teacher trainees and tutors   in this research expatiate on what they think of the social studies and citizenship education in the teacher training colleges, it is possible that their interpretation of the learner's ability may be influenced by their own feelings because, as qualitative researchers argue, in many ways there is no such thing as objectivity in social science (Kvale, 2008; Denzin &Lincoln, 1994).
Furthermore, the qualitative research approach does not emphasise predetermined hypotheses to be proved. It recognises and develops fluid ways of constructing knowledge (Kvale, 2008) and the themes, ideas, concepts, and theories that emerge in the process of the study are considered to be useful and transferable to other situations. 

On the other hand, many quantitative/positivist researchers argue that there is no qualitative difference between the natural and the social world such that the method and procedures of the natural science can  be applied to the investigation of the social science world (Hitchcock & Hughes , 1989 ). In the quantitative research approach, the object of the study is usually known, observed, measured and confirmed (Merrian, 1998).  The research approach is also characterized by predetermined variables and analysis based on quantitative data (Onwuegggbuzie, & Johnson, 2006). It sets and tests hypotheses; predicts and controls behaviour. It emphasises the notion of experiment, systematic measurement, sampling strategies, statistical analysis, generalizability, reliability and objectivity (Graue & Walsh, 1998).

The third approach is the mixed method which is the one in which the researcher tends to base knowledge claims on pragmatic grounds (Cresswell, 2003).This approach is founded on the pragmatic belief that  researchers need to stop asking questions about reality and the laws of nature. Thus, for a mixed method researcher, pragmatism opens the door to multiple methods, different worldviews, and different assumptions as well as different forms of data collection and analysis in the mixed method studies. Opie (2004) argues that there are no hard and fast rules in research and therefore there is flexibility in the choice of methodology.
Some researchers follow the positivist tradition, which believes that knowledge is an external reality detached from the researcher. Others believe that knowledge is subjective and socially-constructed. It could be argued that the fact that these two perspectives are normally combined means there are other researchers who are ‘believers of both positivist and interpretivist faiths’. Such researchers might believe that although knowledge is ‘out there’, it can be well understood when the social and cultural context in which the researcher lives is understood. This position demands the use of mixed approach to studying phenomenon. Coming to terms that all methods have limitations, researchers feel that biases inherent in any single method could cancel the biases of other methods. It employs strategies of enquiry that involve collecting data either simultaneously, sequentially or transformatively to best understand research problems. Creswell (2003:16) argues that basically the mixed-method embodies three strategies of different nature such as

1. Sequential procedures – in which the researcher seeks to elaborate on or expand the findings of one method with another method;

2. Concurrent procedures – in which the researcher converges quantitative and qualitative data in order to provide a comprehensive analysis of the research problem. In this design, the investigator collects both forms of data at the same time during the study and then integrates the information in the interpretation of the overall results; and 

3. Transformative procedures – in which the researcher uses a theoretical lens as an overarching perspective with a design that contains both quantitative and qualitative data (Creswell, 2003:16).

 The data collection also involves gathering both numeric information (e.g., with instruments) as well as test information (e.g., interviews) so that the final database represents both quantitative and qualitative information (Creswell, 2003). 
Specifically, the descriptive survey under quantitative approach and case study under qualitative approach were the combined research design for the study. The primary purpose of descriptive research is to provide an accurate description or picture of the status or characteristics of a situation or phenomenon (Johnson &Christensen, 2008). Descriptive survey enables an examination of large and small populations to discover a phenomenon by selecting and studying samples chosen from the population to discover the relative incidence, distribution and interrelations of sociological and psychological variables (Borg, & Gall, & Gall, 1993).  Fraenkel & Wallen (2006) observe that survey research has three major purposes of description, explanation and exploration. Descriptive survey design is used because it is relatively quick and cheap to conduct and administer. It also allows researchers to identify the proportions of people in particular groups and controls the effects of subjects participating twice (Krejcie & Morgan, 1970). This design has its limitation in getting respondents to answer questions thoughtfully and honestly.
Research indicates the growing tendency to utilise different methods in order to do away with the shortcomings of each single design. Cohen and Manion (1994) assert that social scientists have come to abandon the spurious choice between the qualitative and quantitative data. And that they are concerned rather with the combination of both which make use of the most valuable features of each.


Based on the issues raised in the research questions, there was a mixed method approach of both qualitative and quantitative for the study in order to gain detailed data that can help address the real issues of citizenship education in Ghana in general and in colleges of education in particular. Hence, both descriptive survey and interview have been employed in this study. Together they would provide a rich source of information and ensure validation of findings through triangulation. The use of triangulation enables qualitative and quantitative approaches to be integrated into a single study (Creswell, 2003). As indicated earlier, both quantitative and qualitative approaches would be combined in a sequential manner. This will reflect in the data collection and analysis. First of all, quantitative data will be collected and analysed.This will help in the identification of important issues raised in the quantitative data to form the basis of the semi-structured interviews. The interviews will be tape-recorded and transcribed for analysis. Nevertheless, the two distinct data sets would be compared to identify the similarities and differences between the two for conclusion and reporting.
Population
        A population is a set of all elements. It is the large group to which a researcher wants to generalize his or her results (Johnson & Christensen, 2008). In this study, the target population comprises all tutors and students of the public colleges of Education in Ghana. In all, there are 38 public colleges of education running the Diploma in Basic Education programme in accordance with the educational reforms in Ghana (Anamuah-Mensah, 2008).  There are three forms of colleges of education running basic education in the colleges of education programme in Ghana. These are the general teacher education programme, the specialist (Science, Mathematics, Technical, Early Childhood and French) programmes and the Distance Education programme. The distance education programme has three categories such as the four-year Untrained Teachers Diploma in basic education, the Three-year Diploma in Basic Education for serving certificate “A” teachers and Two-Year Diploma (sandwich) for serving certificate “A” teachers.

      The accessible population consisted of the final year social studies teacher trainees and the social studies tutors of the colleges of education. The final year teacher trainees of the general education programme were chosen on the following grounds: the social studies students on the general programme spend most of their time on campus and therefore would get time to study concepts and theories of citizenship education and practise them both on campus and in the wider community. The final year teacher trainees were chosen with the view that they might have covered many areas of the social studies syllabus and therefore would be better informed about issues in social studies in general and citizenship education in particular.

            In all, the total population for the final year teacher trainees was 9,196 with the tutors’ population of 76 in all the colleges of education (Institute of Education, 2009). The distribution of the population of the 38 colleges of education in Ghana is shown in Appendix C.
Sampling procedure
            Sampling is a crucial step in achieving the desired results in this study. The question of sampling arises directly out of the issue of defining the population on which the research will focus. Factors such as expense, time, and accessibility frequently prevent researchers from gaining information from the whole population (Cohen, Manion & Marrison, 2004). Therefore, researchers often need to obtain data from a smaller group or subset of the total population in such a way that knowledge gained is representative of the total population under study. In this direction, Fraenkel and Wallen (2006) stress that the sample is the group to which information is obtained while population is the larger group to which one hopes to apply the results.

              Sampling can be divided into sample type and sample size. Sample type can be put into two main divisions such as random samples and non-random samples (Borg & Gall, 1989; Cohen, Manion & Morrison, 2004). Walliam (2005) mentions that the benefits of random samples exceed those of the non-random samples in particular, when one is making generalization. He explains that random sampling techniques give the most reliable representation of the whole population while non-random techniques, relying on the judgment of the researcher or an accident cannot generally be used to make generalization about the whole population. Examples of the random sampling techniques are simple random, stratified, cluster, systematic and multi-stage sampling whilst the non-sampling techniques are convenience, purposive, quota, dimensional and quota (Cohen, Manion & Morrison, 2004)
Sample size
     Sample size determination is inevitable in a research design. The decision on sample size is that the larger the sample size, the better, because larger samples result in smaller sampling errors (Johnson & Christensen, 2008). The mean and standard deviation of a large sample, as Borg and Gall (1989) stress, is more likely to be representative of the mean and standard deviation of the population. Additionally, a larger sample is less likely to lead to negative results (Almaomari, 2007). 

            There is no doubt that using a large sample is acceptable; the researcher, must however, stick to the minimum standard of sample size. Borg and Gall (1989) argue that in survey research, there should be at least 100 participants in each major subgroup, and 20 to 50 in each minor subgroup. The minimum participants in descriptive studies, correlation studies, experimental and comparative studies according to Fraenkel and Wallen (2006), should be 100, 50 and 30 respectively.

Samples for the research
           The study is a national survey and in order to give the sample a national representation, attempts were   made through appropriate   sampling procedures to ensure that teacher trainees and tutors from different colleges of education in Ghana were captured. To achieve this, colleges of education in Ghana were clustered into three ecological zones such as Southern zone, comprising Western Region, Central Region, Greater Accra Region and Volta Region; Middle zone, made up of Ashanti Region, Eastern Region and Brong- Ahafo Region; and Northern zone consisting of Northern Region, Upper West Region, and Upper East Region. Through simple random sampling (lottery approach), one region was selected from each of the three zones. Thus, the Ashanti, Central and Northern Regions were selected for the study. 

     In selecting the teacher trainees and tutors for the study, multi-stage stratified random procedure was used to ensure that the sex –types (mixed and single-sex) of colleges in each region were captured. For each region, two mixed colleges and a single sex college were randomly selected. This was to ensure that the views of all categories of students were represented. In the case of the Northern zone, however, only two mixed colleges were selected to participate because there was no single sex college. This resulted in the selection of eight colleges.
After selecting the regions and the sex-type colleges, the colleges were further stratified into years of establishment, where the oldest and the newest colleges of education were purposively selected. This was to make provision for both the new and old colleges’ views to be captured. The procedural directions followed in arriving at the sampled colleges by zones, sex-types and years of establishment are shown in Table 1.
Table 1: Distribution of sampled colleges of education 
	College
	Zone
	Region
	Year of

establishment 
	Sex type

	Wesley
	Middle
	Ashanti
	1922
	Mixed

	Offinso
	Middle
	Ashanti
	1955
	Male

	St. Monica’s
	Middle
	Ashanti
	1930
	Female

	Komenda
	Southern
	Central 
	1947
	Mixed

	Foso
	Southern
	Central
	1965
	Mixed

	OLA
	Southern
	Central
	1924
	Female

	Bagabaga
	Northern
	Northern
	1944
	Mixed

	E. P. Bimbila
	Northern
	Northern
	1962
	Mixed


In deciding on the number of teacher trainees to select from each of the colleges, the table for determining the sample size from a given population by Krejcie and Morgan, as cited in Cohen et al. (2004) was used. Krejcie and Morgan (1970) postulate that “as the population increases the sample size increases, at a diminishing rate and remains constant at slightly more than 380 cases” (Krejcie & Morgan, 1970: 610). Borg and Gall (1979: 195) suggest that as a general rule, sample sizes should be large where:

1. there are many variables.

2. only small differences or small relationships are expected or predicted.

3. the sample will be broken down into subgroups.

4. the sample is heterogeneous in terms of the variable under study.

5. reliable measures of the dependents variables are unavailable.

     The target population for the  teacher trainees  offering social studies in the  colleges selected from the three zones in Ghana was 2,211  (Institute of Education, 2009) . The estimated population of the tutors handling social studies in the selected colleges of education was 36. Krejcie and Morgan (1970) posit that for a population of 2200, a sample size of 327 is quite representative. In eight sampled colleges, their population was given as 2,211. With this figure, it was statistically prudent to use the sample size of 332 in line with Krejcie and Morgan’s (1970) suggestion. This informed the choice of the sample size. Ordinarily, the 332 should have been proportionately distributed among the eight colleges based on their representativeness on their total population. However, this should have led to some colleges not having the minimum of 30 required from a sample to be regarded as normally distributed according to the central limit theory. To avert that problem, 15 percent was selected from each sub population.  With the mixed colleges, after selecting the sample, equal proportion (15%) of males and females were selected through the lottery method. In the case of the tutors’ population, all of them (36) were selected because they were not many hence the census method was used. The distribution of the population and the sample of the student-teachers are shown in Table 2.
Table 2: Distribution of population and sample selected for teacher trainees
	Colleges
	             Population
	        Sample
	   Total

	
	Male
	Female
	Total
	Male
	Female
	

	Wesley
	240
	121
	361
	36
	18
	       54

	Offinso
	206
	76
	282
	31
	11
	       42

	St. Monica’s
	-
	202
	202
	-
	30
	      30

	Komenda
	2I2
	67
	279
	32
	10
	     42

	Foso
	212
	88
	300
	32
	13
	     45

	OLA
	-
	257
	257
	-
	39
	     39

	Bagabaga 
	237
	43
	280
	36
	6
	     42

	EP.Bimbila
	192
	58
	250
	29
	9
	      38


Note. Institute of Education, University of Cape Coast (2009)

For the purposes of interviewing respondents for a deeper understanding of issues, in each college, the Heads of Department of Social Studies, and two class leaders of social studies teacher trainees were selected. These respondents were leaders who might have experienced some form of citizenship education as leaders of the colleges.
 Research instruments
          The research instruments used were questionnaire and interview. A questionnaire is a self-report data-collection instrument that each research participant fills out as part of a research study (Johnson & Christensen, 2008). Researchers use questionnaires so that they can obtain information about the thoughts, feelings, beliefs, values, perceptions, personality and behavioural intentions of participants (Johnson & Christensen, 2008; Cohen et al, 2004). Borg, Gall and Gall (1993) assert that questionnaires can be used to explore educational phenomena such as the perception of teachers and principals about the various school reform proposals. It has been emphasised that survey studies normally use both questionnaire and interview to gather data. However, questionnaire is used to collect basic descriptive information from a large sample, whereas the interview is used with a smaller sample to deepen the questionnaire responses (Borg, Gall & Gall, 1993; Sarantakos, 2004; Christensen, 2008).
          There are two main types of items in the questionnaire: structured and open-ended (Sarantakos, 2004; Cohen et al, 2004). The structured items provide responses where the respondents have to choose from the responses provided whereas with the open-ended items, the respondents have to provide their own responses. Cohen et al (2004) stress that the structured form of the responses is easy, quick to complete and straight forward to code in a computer for analysis. The open-ended items even though allow the respondents to express their views voluntarily, are more difficult and time consuming to work with because the answers will first need to be coded and quantified using some form of content analysis. Notwithstanding the difficulty in using open-ended items, they effectively combine with the close-ended items to give a broader picture of respondents’ views.

            The use of questionnaire, in comparison with other instruments, offers respondents’ anonymity, there are no geographical limitations to its implementation, it is a comparatively economic method in both cost and time, and it allows time to carefully check the content of questions that are likely to yield more accurate information (Walliman, 2005 cited in Almaamari, 2007). However, questionnaires usually produce very poor response rates (Borg & Gall, 1993). This deficiency was overcome in this research by the presence of the researcher and the use of letter of introduction from the Director of Institute of Development Studies which explained the academic intentions of the study.

           The questionnaire used in this research consisted of four main sections. Section one consisted of introduction to the questionnaire that pointed out the rationale of the research, the rights of the respondents and some guidelines for responding to the items. Section A followed by items on demographic information. The other sections were structured based on the research questions. All the structured items were measured using the Likert Scale. In designing the questionnaire, issues in the literature, the researcher’s professional experience and knowledge guided him.
The interview occupies a central position in the whole chain of social investigation. In a qualitative research, the interview is regarded as one of the most suitable methods of collecting data by means of direct verbal interaction between two individuals or among a group of individuals (Borg & Gall, 1993). The greatest advantage of the interview in the hands of a skilled interviewer is its flexibility (Oppenheim, 2000). The interview situation is, however, fraught with possibilities of bias. “The interviewer may give inkling of her own opinion or expectations by tone of voice, the way in which she reads the questions, or simply by her appearance, dress, and accent” (Oppenheim, 2000:31).

Interviews can be employed either as complementary or supplementary method (Cohen et al., 2004) as in the present research with questionnaire. Adopting interviews in a complementary method helps to make follow-up on unexpected results, validate other methods or to get deeper understanding of concepts (Cohen & Manion, 1994).
Literature has shown that whether interview is used as complementary or supplementary data collection, it can be put under three types such as structured interview, semi-structured interview and unstructured interview ( Borg & Gall, 1993; Cohen et al., 2004).  An interview guide follows a set pattern, usually adhering, as much as possible, to the order of questions on the interview schedule. An unstructured interview on the other hand allows more freedom for interviewees to handle their responses, as it is not conducted according to a list of prepared questions (Kvale, 2008). A semi-structured interview is conducted according to pre-set questions, with the opportunity to probe the responses of the interviewees.

As stated earlier, this research attempts to explore the perceptions of teacher trainees and tutors on citizenship education, a semi-structured interview is used to complement the questionnaire.  Literature reveals that this type of interview is very helpful to encourage the interviewees to freely express their perception, views and experience about citizenship education, and can be used in the Ghanaian context, hence, the researcher used interviews as well.

In all, two interview guides were used in this research (see Appendice B). These were the tutors’ schedule, and the teacher trainees’ schedule. The interview schedules for both tutors and teacher trainees were meant to deepen their responses in the questionnaires and to explore how they both develop citizenship in their class in the colleges of education for the tutors and in the schools for teacher trainees. The findings of the questionnaire were used as the basis of the interview guides.

In all, the interview schedules were put into four parts. Part one was an introduction to the interview that showed the goals and relevance of the study and the rights of the participants. This was followed by items on background information such as name and position, the date and place of the interview and the starting and ending of the interview. The third part of the interview was based on the demographic information relating to the interviewees and the final parts related to the main items on the interview.  

Pre-testing 
Pre-testing of instruments is one of the 15 principles in constructing a worthwhile instrument (Johnson & Christensen, 2008). Pre-testing the questionnaire and interview guide aims to achieve three goals; first, to ensure that the questionnaire is suitable to elicit the perceptions of teacher trainees and tutors about citizenship education and citizenship. Secondly, it is done to check the clarity of the items and to identify whether any ambiguity existed. Thirdly, Pre-testing is done to ensure that administration procedures were effective. The instruments, especially the questionnaire and interview guide were pre-tested in the Holy Child College of Education and Akrokerri College of Education on both the teacher trainees and tutors. These two colleges bear similar characteristics of being both mixed and single sexes as required of the sample for the study. 

Validity of the instruments
When test and other measurements are used, there is a need to separate the good from the bad items on the instruments. The two major criteria for making this distinction are validity and reliability (Cunningham, 1986). Validity “refers to the accuracy of the inferences or interpretations made based on the test scores. The inferences regarding specific uses of a test are validated, not the test itself” (Standards for Educational and Psychological Testing, 1985: 9). Validity is thus a judgment of the appropriateness of a measure for the specific inferences or decisions that result from the scores generated by the measure (Teddlie & Tashakkori, 2006). Examination of the validity aims to make sure that the adopted instrument measures what it is supposed to measure.  The validity of test score is established through three approaches: content-related, criterion-related and construct-related validity (Cunningham, 1986; Cohen et al., 2004).

The constructions of the questionnaire and interview guide were influenced by the literature reviewed in the study. The initial version was revised by the supervisors who commented on the layout of the questionnaire, the wording and possibilities of similar statement. The aim was to reveal any ambiguity, threatening questions and other problems which needed to be sorted before trying out the questionnaire. Their constructive and informative responses were used to improve the questionnaire and the interview guide to produce the final versions. 
Reliability of the instruments
Reliability is another crucial issue in both educational and social researches. Reliability is a statistical quality of test scores that is independent of content (Cunningham, 1985). Reliability aims at ensuring that the instrument for data collection is consistent and produces approximately the same results in different settings and at different points in time. Teddlie and Tashakkori (2006) establish that reliability is the extent to which measures are free from error. If a measure has high reliability, it has relatively little error and if it has low reliability, there is a great error. If the instrument is unreliable, it would have a tendency to bring about unexpected outcomes.

The two types of reliability that can be considered to reduce errors or unintended outcomes are internal reliability and external reliability (Cunningham, 1985). Internal reliability refers to the consistency of the instruments. The internal consistency can be obtained by using two methods such as split-half reliability and Cronbach alpha (Cunningham, 1985). The external reliability, on the other hand, can be obtained by other researchers using the same methods and procedures in the same or similar settings in order to discover whether the results will be consistent or not (Wiersma & Jurs, 2005). Its reliability can be arrived at using a coefficient of stability “test-retest”.

Consistency and repeatability are the two main characteristics of reliability. The reliability of the questionnaire can be obtained using Kuder-Richardson “KR” and Cronbach’s “alpha” which means that a high KR reliability or high and both indicate good reliability. Obtaining over 0.7 from alpha test can be regarded as an indicator of good internal consistency of the test (Cunningham, 1985).

In trying to maximize the value of pre-testing the questionnaire, the respondents were provided with a space to write their comments, problems and suggestions for any development. The questionnaire was pre-tested using various social studies tutors and teacher trainees in Holy Child and Akrokeri Colleges of Education. Reliability was computed by using Cronbach alpha and the results 0.732 for teacher trainees and 0.765 for tutors when the alpha level had been set at .05 (Appendix E). While reliability of quantitative data can be achieved by using the statistical procedures, ensuring the reliability in qualitative data is a bit different. The following procedures have been suggested to improve the reliability of quanlitative research;

1. Checking multiple sources of qualitative data to ensure themselves that the data obtained is consistent

2. Thinking carefully about the procedures used to obtain the data  about trustworthiness of their sources of informants

3. Applying internal criticism (e.g. compare what the informant says against what is said by other informants) (Mertler & Charles, 2005). 

The procedures spelt out above were strictly adhered to. The procedure was pre-tested to prove their effectiveness and appropriateness to this study. The data were collected from different respondents from different colleges.
 
Ethically, it is always prudent to seek the consent of respondents before instruments are administered. Accordingly, a letter of introduction was obtained from the Director, Institute for Development Studies (see Appendix D) spelling out the intent of the research to whom it might concern. After the questionnaire and interview were tested for validity and reliability, the researcher went to the various colleges of educations’ principals for accessibility in November, 2010. Official access was obtained and each of the colleges was separately contacted to arrange an appropriate time for the administration of the instruments. The researcher administered the questionnaire personally in all the colleges. This was done in order to address enquiries by the respondents on the instruments. 

  One tutor, in each college, upon being given the letter of introduction, was obliged to provide the researcher the required courtesy to administer the questionnaire. The tutors’ questionnaires were distributed before the teacher trainees’ questionnaire. The tutors’ questionnaires were given to them personally where they were around and for those who were not present at the time; theirs were handed over to their Heads of Department. 

In administering the trainees’ questionnaires, the following sequences were followed: 

Firstly, the subject tutors welcomed the researcher to the classroom, introduced him and mentioned his mission to the trainees and left. Then, the researcher explained and highlighted the reason and benefit of the study and the rights of the trainees during the course of the study. The trainees were allowed to ask questions for clarification. Copies of the questionnaire were administered and collected after filling. A short discussion was granted in order to take additional comments regarding citizenship education and its preparation in the colleges. The researcher recorded names of class leaders and their contact information to undertake follow-up interviews. These proceedings were followed to ensure gathering of credible data and to abide by the ethical consideration in educational research. The return of the questionnaires was quite encouraging. In all, 255 out of 332 questionnaires were returned by the trainees given the return rate of 77%. On the part of the tutors, the return rate was 94.44%. The data collection was done November, 2010 to January, 2011. The data collection took seven weeks to complete.
Conducting the interviews
In conducting the interview, two teacher trainees class leaders of social studies, and Heads of Department of social studies were contacted to arrange a mutually convenient time to conduct the interview. Each interview was initiated based on the overview of the interview including its purposes, significance, and the rights of the interviewee and the importance of recording. A convenient time and place were chosen for the granting of the interview. Before conducting the interview, the tape recorder was checked before starting with a question regarding the interviewee’s professional qualifications in order to gradually prepare for the main questions. Conscious effort was made by the researcher not to bring his personal view to overcrowd the interviewees’ thought. At the end of each interview, interviewees were given the freedom to add, if they had additional comments on the study. The interviewees were assured of confidentiality of using whatever information was obtained for only academic purpose. The researcher used two days for each of the colleges. The interview lasted an average of 40 to50 minutes.
Limitations to the study
There is no worthwhile research without any limitations and the present research is no exception. The major limitation has to do with the travel to the nook and cranny of all the selected eight colleges of education scattered in Ghana. The limitation was even compounded given the fact that the researcher was lecturing and at the same time acting as the department’s examination officer as well.

 Another difficulty had to do with the fact that the respondents with their tight schedules were reluctant to avail themselves for the exercise. Some of the respondents were putting up conditions of getting gifts before responding to the items. Some of the arguments put up to justify the condition were that the researcher after gathering the data would get promotion and that they wanted to get their own share. They reasoned that they might not see the researcher again after the interview.

There was also a problem in the course of conducting the interviews. In conducting the interview, some appointments were declined by few interviewees. For instance, some teacher trainees and tutors purported that they were too busy at the time. A number of phone calls had to be made to reach out to many interviewees.

Even though the researcher encountered limitations, he overcame them through constant reminder of the essence of the research and its consequent educational implications. Hence, the outcome of the study would not be suspect.

Data analysis technique
 
Data analysis plays a key role in any credible research and therefore must be done according to the aims of the study. Cohen et al. (2004) emphasise that the prepared researcher will need to consider the mode of data analysis to be employed. Data analysis is a process of making sense out of what the researcher has observed, interviewed, read, interpreted, and reflected upon. It involves categorising, identifying classifying, synthesising, consolidating, sorting, explaining, developing theories, searching for themes, and organising so as to make sense of the data that one has collected (Denzin, 1989). Researchers have made clear distinctions between two types of analysis such as qualitative analysis and quantitative analysis. Borg, Gall and Gall (1993) argue that the results of quantitative studies should be presented in numerical form, while the qualitative studies should be presented as verbal data or visual data.

     The choice of which statistics to employ is not arbitrary (Cohen et al (2004). For qualitative data analysis, the researchers have at their disposal a range of techniques; for example Hamersley (1979) in Cohen et al. 2004 spells out the following:

1. Coding of field notes

2. Content analysis of field notes

3. Cognitive mapping

4. Seeking pattern of responses

5. Looking for causal pathways and interconnections

6. Presenting cross-site analysis

7. Case studies

8. Personal constructs

9. Narrative accounts 

10. Action research analysis

11. Analytic induction

12. Constant comparison

13. Grounded theory

14. Discourse analysis

15. Biographies and life histories   (Cohen et al. 2004).

Expressing his view on qualitative analysis, Kvale (2008) points out that the analysis proper involves developing the meanings of the interviews, bringing the subjects’ own understanding into the light as well as providing new perspectives from the researcher on the phenomenon. He adds that the five main approaches to the analysis of meaning are condensation, categorization, narrative structuring, interpretation and ad-hoc methods (Kvale, 2008).
   In this study, the researcher made use of quantitative and qualitative data analysis. With the quantitative data analysis, after discarding the incomplete copies questionnaire, the completed ones were numbered and coded. All the data gathered from the questionnaires were then fed into Product and Service Solutions (SPSS). With the help of this statistical package, descriptive statistics, especially, percentages, frequencies, means and standard deviations that were indicators of the perception of the teacher trainees and tutors of social studies about citizenship education, emerged. Pearson chi-square technique was also used in research questions one and two to analyse the relationships between tutors and teacher trainees on the perceptions of citizenship education and the characteristics of a good Ghanaian citizen. 

     On the part of the interviews that had to do with qualitative analysis, the researcher followed the procedure given by Kvale (2008) in analyzing qualitative research. The researcher first transcribed and coded the data; then the transcripts were translated. After this, topics were read and appropriate quotes were inserted. After these steps, transcripts were generated and coded before analysis and interpretation were made. Following these steps, logical and comprehensive outcomes were obtained. Finally, these steps helped to come out with clear and real views about the status of citizenship education in the teacher training colleges. Generalizations drawn from these processes form the basis for the discussion of findings and conclusions in chapter eight.
                                               CHAPTER FIVE
TUTORS’ AND TEACHER TRAINEES’ PERCEPTIONS OF CITIZENSHIP EDUCATION

Introduction
        This chapter takes into consideration the cross-tabulation of tutors and teacher trainees of the sampled colleges of education, against their background characteristics such as age distribution, sex and teaching experience. It also considers tutors’ and teacher trainees’ perceptions on the term “citizenship education”. Details of the respective issues are shown subsequently.

Ages of tutors in the colleges of education
        In an attempt to consider the perceptions of tutors on citizenship education, the ages of the tutors in the colleges were examined. It has been established that the maturity of people in terms of age influences their perception (Ackerman, 2000: Ackerman & Rolfhus, 1999). Against this background, the age of tutors from the various colleges of education in Ghana was collected from the surveys. Information obtained is shown in Table 3.

Table 3: Ages of tutors in colleges of education
	
	Ages

	
	26-30
	 31-35
	36-40
	41-45
	46-50
	50+

	College
	n
	%
	n
	%
	n
	%
	N
	%
	N
	%
	n
	%

	Komenda
	0
	0
	1
	20
	3
	60
	0
	0
	0
	0
	1
	20

	St Monicas
	1
	20
	0
	0
	3
	60
	0
	0
	1
	20
	0
	0

	Offinso
	2
	40
	2
	40
	1
	20
	0
	0
	0
	0
	0
	0

	OLA
	0
	0
	0
	0
	1
	33.3
	1
	33.3
	1
	33.3
	0
	0

	Fosu
	0
	0
	2
	50
	1
	25
	0
	0
	0
	0
	1
	25

	Bagabaga
	0
	0
	0
	0
	0
	0
	0
	0
	2
	66.6
	1
	33.3

	Bimbilla
	0
	0
	0
	0
	2
	100
	0
	0
	0
	0
	0
	0

	Wesley
	0
	0
	3
	42.9
	0
	0
	1
	14.3
	1
	14.3
	2
	28.6


Field study 2010
    Analyses of the age distributions of tutors in Table 3 reveals that in general, tutors within the ages of 26-30 and 41-45 are very few. Thus, 3 (9%) representing each of the age bracket the total being 6 (18%). Ages 36-40 had the highest number of tutors which shows that majority of the tutors 11 (33%) are in their youthful stage. If the study conducted by Ackerman (2000) that revealed aging professionals have more experience in the performance of their work is anything to go by, then it can be accepted in my findings that because most of the tutors are youthful, and have  less experience in their teaching roles. It is hoped that those who are older and more experienced from the Wesley College may help their counterparts with ideas during workshops and marking sessions organized by the Institute of Education.
      The study also shows that there are more tutors at the colleges of education who fall within the ages 36-40. It can be deduced from the analyses that the majority of the tutors have more years to spend in the teaching profession and can therefore sustain the teaching of citizenship education before they finally retire. Research has revealed that the longer people work in their profession, the better the tasks they perform (Ditchfield, 2002).
Tutors and teaching experience
 
This research collected information on the teaching experience of the tutors in this study. Some have suggested that the more experienced tutors are, the better they will understand and be aware of citizenship issues and also become more competent in their teaching (Dieker, 2000; Peterson, 2009). The teaching experience of the tutors is shown in Table 4.

Table 4: Tutors’ teaching experience in colleges                                                                                                                
	
	Experiences

	
	 1-5
	6-10
	11-15
	16+
	Total

	College
	n
	%
	n
	%
	n
	%
	n
	%
	n
	%

	Komenda
	4
	80
	1
	20
	0
	0
	0
	0
	5
	100

	St Monicas
	0
	0
	2
	40
	3
	60
	0
	0
	5
	100

	Offinso
	3
	60
	2
	40
	0
	0
	0
	0
	5
	100

	OLA
	0
	0
	0
	0
	2
	66.7
	1
	33.3
	3
	100

	Fosu
	0
	0
	2
	50
	1
	25
	1
	25
	4
	100

	Bagabaga
	0
	0
	3
	100
	0
	0
	0
	0
	3
	100

	Bimbilla
	1
	50
	1
	50
	0
	0
	0
	0
	2
	100

	Wesley
	3
	42.8
	2
	28.6
	0
	0
	2
	28.6
	7
	100


Field studies 2010
      Table 4 shows that for tutors having teaching experience between 1-5 years, Komenda College has the highest number, 4 (80%) out of a total of 5, whereas OLA, ST Monicas and Bagabaga Colleges had none. Within the teaching experience of 6-10 years, Bagabaga College of education had the highest number of tutors, 3 (100%), while OLA College of education had no tutors within that bracket of teaching experience. For 11-15 years of teaching experience, Table 4 reveals that ST. Monica’s College of education has the highest number of tutors, 3 (60%) while Offinso, Bagabaga, Bimbilla, Wesley and Komenda Colleges registered none. For 16 years and above teaching experience, Wesley College had the highest number of tutors 2 (28.6%) whereas Komenda, Monica’s, Offinso, Bagabaga and Bimbilla had none.

       It can be inferred from the analysis of Table 4 that tutors teaching social studies at Wesley College of education are more experienced, followed by OLA and Fosu Colleges of Education respectively. It can be deduced that experienced tutors are comparatively found in Wesley College of education. Perhaps, it is a college with comparatively better facilities, sited in a region where cost of living is relatively low. One therefore expects that tutors would remain there for a number of years. The experiences that tutors have acquired in the teaching profession may make them well grounded in their area of specialty. Davies et al (1999) expressed the need for teachers of citizenship education to have practical experience that puts them in a good position to approach citizenship education confidently and skillfully.

Tutors’ perception on citizenship education
     The perception that one has in a subject will determine one’s ability to contribute to the discussion and the development of the subject area (Nelson & Kerr, 2005). Darling-Hammond (1998:12) puts it “What teachers know and can do makes the most difference in what children learn”. An effective tutor must be able to integrate content knowledge with the specific strengths and needs of students to ensure that all students effectively obtain and apply the knowledge and skills to and perform at higher levels. Understanding tutors’ perception on citizenship education is crucial since they are the “attacking troops” in the classroom and also at the centre stage of developing the conscious mind of students. Bishop (1992) stresses that teachers know the dynamics of the classroom situation and therefore gauging out their perception in citizenship education is crucial. There are obviously many different activities and skills that could be included in citizenship education.  In order to determine what might be included in citizenship education based on the tutors’ perception, one part of the research survey presented eight different areas of content that might be included in the teaching of citizenship education.  Table 5 provides the data from the respondents.

Table 5: Tutors’ perception on citizenship education
	
	 Offinso college
	        Wesley college
	OLA college
	Komenda college

	STATEMENT
	 Yes              No

n     %      n       %                  
	    Yes                   No

n        %        n        %
	       Yes           No

n      %      n       %
	   Yes                No

n       %      n       %

	Developing ideas, beliefs, desirable behaviour and attitude of students.
	5         100      0          0
	6          100     0         0
	5       100     0         0
	5       100     0            0

	Providing students with sufficient knowledge and understanding of national history and politics.
	5          100     0         0
	6           100    0         0
	5       100     0         0
	5        100     0            0

	Inculcating certain basic skills and tools in solving societal problems.
	5          100      0        0      
	6           100    0         0
	5        100    0         0
	5        100     0            0

	Providing the knowledge of the constitution 
	5         100      0         0
	6           100   0         0
	5        100    0        0
	5         100    0            0

	
Table 5 cont’d
	
	
	 
	

	Preparing the young for their roles and responsibilities.
	5         100      0        0
	6           100   0        0
	5       100    0       0      
	5        100     0            0

	Making the conscious attempt to provide knowledge and respect for political institutions.
	5         100      0       0
	6          100   0         0
	5         100    0      0
	5        100     0            0 

	Making deliberate effort to offer young generation moral, social, intellectual and knowledge about cultural heritage
	5        100     0         0
	6         100    0         0
	5       100       0       0
	5       100      0             0

	Developing skills of participation in both private and public spheres
	5        100       0
	6         100     0         0
	5         100      0        0
	5         100     0            0


Table 5: Tutors’ perception in citizenship education
	STATEMENT
	          Monica’s college
	  Fosu college      
	Bimbila college
	Bagabaga college

	Citizenshipeducation means…
	 Yes                     No

n         %      n         %

                  
	    Yes                   No

n        %        n        %
	       Yes           No

n       %      n       %
	   Yes                No

n       %      n            %

	Developing ideas, beliefs, desirable behaviour and attitude of students.
	3        100      0          0
	5         100      0           0
	2        100    0        0
	3        100     0           0

	Providing students with sufficient knowledge and understanding of national history and politics.
	3        100      0          0
	5         100      0           0
	2        100    0         0
	3       100      0        0

	

Table 5 cont’d
	
	
	
	

	Inculcating certain basic skills and tools in solving societal problems.
	3        100      0          0
	5         100      0           0
	2        100    0        0
	3        100     0           0

	Providing the knowledge of the constitution.
	3        100      0          0
	5         100      0           0
	2        100    0        0
	3        100     0           0

	Preparing the young for their roles and responsibilities.
	3        100      0          0
	5         100      0           0
	2        100    0        0
	3        100     0           0

	Making the conscious attempt to provide knowledge and respect for political institutions.
	3        100      0          0
	5         100      0           0
	2        100    0        0
	3        100     0           0

	Making deliberate effort to offer young generation moral, social, intellectual and knowledge about cultural heritage.
	3        100      0          0
	5         100      0           0
	2        100    0        0
	3        100     0           0

	Developing skills of participation in both private and public spheres.
	3        100      0          0
	5         100      0           0
	2        100    0        0
	3        100     0           0

	Field studies 2010
	
	
	
	


    
When responding to the stem question:  “Citizenship education means:” Table 5 shows that the entire group of thirty four tutors agreed that all eight of the activities and areas of knowledge listed are aspects of citizenship education. Generally, in all the eight colleges of education, the tutors perceive that citizenship education means developing ideas, beliefs, desirable behaviour and attitudes of students; citizenship education means providing students with sufficient knowledge and understanding of national history and politics. The findings of these participants support those in Martin’s (2010) study which explored teacher education students’ views about citizenship education. Martin’s study indicated that the participants expressed similar views on citizenship education.

     Blege (2001) saw citizenship education as the instructional preparation of the younger generation towards making students good and effective persons in society. Once the tutors gain that perception, then it is anticipated that citizenship education will be handled well in the colleges of education and will therefore be able to transmit to the teacher trainees who are to teach at the basic schools where citizenship education has been introduced as core subject.
       It can be inferred from the analysis that in all the individual colleges of education, almost all the tutors from the colleges of  Offinso; Wesley; Komenda; Fosu; OLA; Bagabaga; and Bimbilla agree that citizenship education is meant to making deliberate effort to offer  the young generation , moral, social and intellectual knowledge about cultural heritage. One expects that tutors will translate their perceptions about citizenship education into effective teaching so that the teacher trainees will get better understanding. The finding of the study confirms the study conducted by Arnot et al. (2000) which examined the perception of teachers on citizenship education in Greece, Spain, Portugal and United Kingdom. The findings revealed that in all the four countries, teachers admitted that citizenship was meant to offer young generation moral, social, intellectual knowledge   about cultural heritage.

Teacher trainees’ perceptions of citizenship education

       Teacher trainees were presented with eight statements about the meaning of citizenship education. These items were drawn from the review of literature on citizenship education with the intention of examining teacher trainees’ perception on them. The perception that teacher trainees have on citizenship education will determine their level of commitment and how much they will be able to impart during their teaching (Torney-Purta, 1999). Hence, it was necessary to find out what teacher trainees perceived to be the meaning of citizenship education. To facilitate the analysis, the statements were put into two categories of Yes and No responses. Information obtained on teacher trainees responses are shown in Table 6.

Table 6: Teacher trainees’ perception on citizenship education                 
	STATEMENT

	          Offinso college
	        Wesley college
	OLA college
	Komenda college

	Citizenship education means…
	 Yes                No

n        %      n      %           
	    Yes                No

n       %        n        %
	       Yes           No

n       %       n       %
	   Yes              No

n      %        n      %

	Developing ideas, beliefs, desirable behaviour and attitude of students.
	28     82.4     6     17.6
	30    88.2     4      11.8
	29      100      0     0
	25     86.2    4  13.8

	Providing students with sufficient knowledge and understanding of national history and politics.
	32     94.1     2        5.9
	32    94.1      2       5.9
	29       100     0     0
	28     96.6     1   3.4

	Inculcating certain basic skills and tools in solving societal problems.
	34     100      0       0  
	34     100       0       0
	25      86.2    4   13.8
	29     100      0    0

	Providing the knowledge of the constitution. 
	28   82.4      6     17.6
	30       88.2     4     11.8
	29        100     0    0
	25     86.2     4    0

	

Table 6 cont’d
	
	
	
	

	Preparing the young for their roles and responsibilities.
Making the conscious attempt to provide knowledge and respect for political institutions.
	26   76.5      8     23.5
20    58.8     14   41.2
	26      76.5      8     23.5
23       67.6    11    32.4
	29        100     0    0
29        100     0     0
	23     79.3     6  20.7
19     65.5   10  34.5

	
	
	

	Making deliberate effort to offer young generation moral, social, intellectual and knowledge about cultural heritage.
	28    82.4    6   17.6
	29      85.3       5     14.7
	29      100       0      0
	 25     86.2   4   13.8

	Developing skills of participation both in private and public spheres.
	28   82.4    6   17.6
	30      88.2      4      11.8
	29      100       0      0
	     25     86.2    4  13.8

	Field study 2010

	
	
	
	


Table 6: Teacher trainees’ perception on citizenship education (cont’d)
	STATEMENT
	   Monica’s college
	        Fosu college
	Bimbila college
	Bagabaga college

	Citizenship education means…
	 Yes                     No

n         %      n     %
	    Yes                   No

n        %        n        %
	       Yes           No

n       %       n      %
	   Yes                No

n       %       n            %

	Developing ideas, beliefs, desirable behaviour and attitude of students.
	28      100      0         0
	28      87.5       4       12.5
	32     91.4        3        8.6
	31    91.2      3           8.8

	Providing students with sufficient knowledge and understanding of national history and politics.
	28     100       0         0


	30     93.8        2        6.2
	33   94.3         2       5.7
	30    88.2       4           11.8

	Inculcating certain basic skills and tools in solving societal problems.
	24     85.7    4       14.3
	32     100         0          0
	35   100            0        0
	34   100        0              0

	Providing the knowledge of the constitution. 
	28    100     0         0
	28     87.5       4         12.5
	32    91.4        3      8.6
	31    91.2       3        8.8

	Preparing the young for their roles and responsibilities.
	28    100    0          0
	25     78.1         7      21.9
	30    85.7        5      14.3
	25   73.5        9        26.5

	
Table 6 cont’d
	
	
	
	

	Making the conscious attempt to provide knowledge and respect for political institutions.
	28    100     0        0
	21        65.6      11    34.4
	28     80          7      20
	22     64.7     12      35.3

	Making deliberate effort to offer young generation moral, social, intellectual and knowledge about cultural heritage.
	28      100        0     0
	27       84.4       5     15.6
	34      97 .1       1       2.9
	26       76.5     8     23.5

	Developing skills of participation in both private and public spheres.
	28     100       0      0
	28       87.5     4      12.5
	32       91.4         3     8.6
	31        91.2       3      8.8

	


Source: Field study 2010.

Table 6 shows that with regard to developing ideas, beliefs, desirable behaviour and attitude of students, out of the 255(100%) teacher trainees in the eight colleges of education, 231(90.6%) responded YES, meaning that they agreed what citizenship education meant while 24(9.4%) responded on the contrary. For the teacher trainees in the individual colleges, the responses were as follows:  Offinso, 28(82.4%); Wesley 30(88.2%); OLA, 29(100%); Komenda 25(86.2%); St Monica’s 28(100%); Fosu 28(87.5%), Bimbilla 32(91.4%) and Bagabaga 31(91.2%) responded YES to what can be used to explain citizenship education.Their perceptions gained may be linked up with what they  have learned  from their tutors  in the classrooms. It can be inferred from the the analysis that at least more than half of the teacher trainees have gained perceptions about what explains citizenship education which is a good sign of teaching citizenship education  at the basic education level where citizenship education has  been introduced at the upper primary level.  
     On the statement “providing students with sufficient knowledge and understanding of national history and politics as a meaning of citizenship education,” it came out that all the teacher trainees in the colleges of education indicated high agreement on the statement. Out of the 255(100%) teacher trainees, 242(94.9%) responded in affirmation to the statement. Their responses stood as Komenda 28(96.6%); St.Monica 28(100%); Offinso 32(94.1%); Fosu 30(93.8%); Bimbilla 33(94.3%); OLA 29(100%); Bagabaga 30(88.2%) and Wesley College 32(32%) showing their agreement on the statement. Darling-Hammond (1998:12) puts it “What teachers know and can do makes the most difference in what children learn”. An effective tutor must be able to integrate content knowledge with the specific strengths and needs of students to ensure that all students effectively obtain and apply the knowledge and skills to and perform at higher levels. It is therefore anticipated that the teacher trainees will be able to affect pupils positively with their knowledge.

      In addition, the teacher trainees showed their understanding on citizenship education as a means of inculcating certain basic skills and tools in solving societal problems. On this statement, of the 255 (100%) respondents in all the eight sampled colleges, 247(96.9%) agreed to the statement. For each college, teacher trainees reported their understanding about statement.  Komenda 29(100%), Wesco 34(100%), in ST. Monica’s 24(85.7.9%) respectfully indicated their agreement to the statement.  Offinso, 34 (100%), Fosu 32(100%), Bimbilla 35(100%) and Bagabaga 34(100%) similarly indicated high agreement to the statement. All the trainees have shown positive signs though; in the Colleges such as OLA, 4(13.8%) and Monica’s, 4(14.3%) had limited knowledge in the statement. Aggarwal (2001) mentions that even though social studies is supposed to offer citizenship education to learners, the understanding they gain depends upon how serious they take their lessons in class.  On the whole, it can be said that the 247(96.9%) of the teacher trainees have indicated high agreement on the statements the meaning of citizenship education. The finding supports Mathews and Dilworth’s (2008) study on teacher education students’ perceptions about the functions of multicultural citizenship education within social studies classes.

         As to citizenship education “providing the knowledge of the constitution and its application,” 231(90.6%) of the respondents indicated their agreement. In the eight colleges of education, all the 28(100%) trainees from ST. Monica’s and OLA 29(100%) indicated their total agreement to the statement. The constitution of Ghana contains the rights and responsibilities of Ghanaians (Afari-Gyan 2002). Their agreement to statement suggests that they are quite abreast with the Constitution of Ghana. The finding supports Groth’s (2006) study on the adolescents’ perception of citizenship and democracy in Ghana where the participants admitted that citizenship education is also meant to provide knowledge in the constitution.

        On the issue of preparing the young for their roles and responsibilities, Table 6 reveals that out of the 255(100%), 212(83.1%) from the eight colleges of education admitted that is the meaning of citizenship education. Of such figure, Offinso 26(76.5%), Wesley 26(76.5%), Ola 29(100%), Komenda 23(79.3%), Monica’s (100%), Fosu 25(78.1%), Bimbilla 30(85.7%) and Bagabaga 25(73.5%) respectively indicated their understanding on the statement. These findings support Banks’ (2005) assertion that citizenship education through social studies is meant to educate learners to take up their roles and responsibilities in their communities. It is hoped that such knowledge that teacher trainees have acquired will develop in them positive attitude which will be translated into national development.

     For citizenship education to mean “making conscious attempt to provide knowledge and respect for political institutions,” majority 190(74.5%) out 255 of the trainees in the college of education indicated their agreement on the statement. Table 8 shows that of the eight sampled colleges of education, Offinso 20(58.8%), Wesley 23(67.6%) ,OLA 29(100%), Komenda 19(65.5%), Monica’s 28(100%), Fosu 21(65.5%), Bimbilla 28(80%) and Bagabaga 22(64.7%) showed high agreement on the meaning of citizenship education. These findings supports Doppen, Misco, & Patterson’s (2008) of a statewide online survey of 198 randomly selected high school teachers in a Midwestern state where the participants exhibited similar knowledge.

      A similar understanding is also demonstrated by the teacher trainees in all the sampled colleges of education on citizenship education being meant to making a deliberate effort to offer young generation moral, social, intellectual knowledge about cultural heritage. Out of the 255 respondents, 226(88.6%) agreed on the meaning of citizenship citizenship education. In the study conducted by Kwenin (2010) among the senior high schools in the Ashanti region of Ghana, the participants’ also acknowledged this fact.  In regard to this statement, one can infer   from the responses  that  it is likely the teacher trainees in the colleges of education will be able to live up to expectation when they are posted to teach at the basic education level upon graduation and that will auger well for national development.

      For citizenship education to “developing skills of participation in both private and public spheres,” teacher trainees in the sampled colleges of education indicated their level of agreement to the statement. Their level of agreement stood as:  Komenda College of Education, 25(71.4%) out of 29(100%); in ST. Monica’s 28(100%); in Offinso, 28(782.4%); in Fosu College of Education 28(87.5%); in Wesley College, 30(88.2%); Bimbilla 32 (91.4%) and Bagabaga 31(91.2%). The understanding displayed by the teacher trainees lends support to the findings of AlMaamari (2006) where student teachers in the Omani district also accepted this idea.
Tutors and teacher trainees’ perceptions of citizenship education
     This section looks at the perceptions of both tutors and teacher trainees in eight sampled colleges of education in Ghana. This is to help identify in broad terms and in percentages the perception both tutors and teacher trainees have on citizenship education for the purposes of comparisons and policy making. A chi-square test was calculated to determine whether perceptions of the tutors were significantly different from the teacher trainees. Information obtained is shown in Table 7. 
Table 7: Cross-tabulation of reponses for tutors and teacher trainees by perceptions of citizenship education
	Statement
	    Tutors
	
	Teacher trainees         
	
	
	

	Citizenship education means…
	    YES  

n           %
	  NO

n        %
	   YES

 n         %
	    NO

 n         %
	[image: image1.png]



	P
	
	W

	Developing ideas, beliefs, desirable behaviour and attitude of students
	34     100 
	0       0
	231   90.6
	24    9.4
	3.490
	.062
	
	.110
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	Providing students with sufficient knowledge and understanding of national history and politics
	34     100
	0       0
	242   94.9
	13    5.1
	1.815
	.178
	
	.079

	Inculcating certain basic skills and tools in solving societal problems
	34     100
	0       0
	247   96.9
	8      3.1
	1.097
	.295
	
	.062

	Providing the knowledge of the constitution, its principles, values, history and application of contemporary life
	34     100
	0       0
	231   90.6
	24    9.4
	3.492
	.062
	
	.110

	Preparing  the young  for  their roles and responsibilities
	34     100
	0       0
	212   83.1
	43   6.9
	6.736
	.009
	
	.153

	Making conscious attempt to provide knowledge and respect for political institutions

	34     100
	0       0
	190   74.5
	65  25.5
	11.182
	.001
	
	.197
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	Making the conscious effort to offer young generation moral, social and intellectual knowledge about cultural heritage
	34     100
	0       0
	226   88.6
	29  11.4
	4.298
	.038
	
	.122

	Developing skills of participation in both private and political spheres
	34     100
	0       0
	231   90.6
	24    9.4  
	3.490
	.062
	
	.110


Field Study, 2010 X2=Chi-square; W=Effect size; P= P-value.
     
The Chi-Square analysis indicates that there were significant differences between the tutors and the teacher trainees on three of the survey items. Tutors and trainees had signicantly different perceptions on preparing the young for their roles and responsibilities (x2(1)=6.736, p=0.009,w=.153), making the conscious effort to provide knowledge on political institutions (x2(1)=11.182;p=0.001,w=.197) and  making the conscious effort to offer young generation with moral, social and intellectual  knowledge  about cultural heritage ( x2(1)=4.298, p= .038,w=.122). The tutors and teacher trainees on the other five survey items were not significantly different, indicating strong agreement between the tutors and teacher trainees in their views of the importance of the items. According to Cohen (1988), the effect sizes in the Chi-Square table, which are below .2, are considered small. This would indicate that although, there were significant differences between the two groups on the three items, the difference between their responses were not great.
      Table 7 shows that all the tutors in the sampled colleges of education had 100% agreement in the items that described citizenship education. However, for the teacher trainees, there were differences in their perceptions. For instance, on the statement developing ideas, desirable behaviour and attitude of students, while 231(90.6%) agreed with the statement, 24(9.4%) did not agree on the statement. On the statement ‘providing students with sufficient knowledge and understanding of national history and politics,’ 242(94.9%) agreed that this was a part of citizenship. What is more interesting is that, the teacher trainees seemed to disagree more on the statement “citizenship education is making conscious attempt to provide and respect political institutions.” On this statement, 65 (25.5%) disagreed with the statement. Afari-Gyan (2002) argued that peoples’ understanding of citizenship education underlies their perceived rights and responsibilities in their dealings with political institutions. Nevertheless, it is one thing teaching it and another thing learning it based upon ones perception and commitment. Arthur (2003) argues in a study by Leenders ,Veugelers and De Kat (2007) that the teacher in education is a role model though, students are not obliged to heed to this model.
     The teacher trainees 246 (97.2% ) and 247 (96.9%) respectively, came close to the perception of tutors’ on the statements ‘providing the knowledge of the constitution, its principles, values, history and application to contemporary life’ and  ‘inculcating basic skills and tools in solving societal problems’. The findings confirm most of the studies done on citizenship education (Arnot, et. al, 2010; Martin, 2008; Groth, 2006; Torney-Purta & Barber, 2004). In a study done by Arnot, et al. (2010) in Ghana and Kenya, it was revealed that learners knew the importance of citizenship education as helping them to acquire knowledge, values and skills, to integrate well in society and to solve their political challenges. 
Tutors’ and teacher trainees’ perceptions   on a good Ghanaian citizen


This section examines the perception of tutors and teacher-trainees in the colleges of education on the perceptions of what it means to be a good Ghanaian citizen. The cognitive theory use model which emerged from a study on high school students’ use of cognitive strategies in the social studies classroom revealed that behaviour relates to understanding how to do a task, seeing the task as being relevant and being motivated to do the task (Martin, 2005). Understanding tutors’ and teacher trainees’ perceptions on the characteristics of a good Ghanaian citizen is therefore crucial. Perception is the process by which individuals select, organize and interpret the input from their sense (vision, hearing, touch, smell and taste) to give meaning and order to the world around them (Jennifer & George, 2004). Geiger and Ogilby (2000) stress that perception is the primary process by which one obtains knowledge over time. The ways people perceive things determine their level of commitment to those things. Callahan and Kellough (1992) in their observation pointed out those students put much effort in their activities when they see that they would achieve their aim and be rewarded.


It can be said that regardless of the instructional and motivational strategy chosen, certain perceptions by teachers and students must be in place to support the successful implementation of that strategy. Callahan and Kellough (1992) therefore, concluded that students’ perception on learning depends on an enabling classroom environment, teachers’ cordial relations, possibilities and challenges, tasks as well as rewards anticipated. It is mentioned that when teachers’ and students’ perception of a given environment are favourably congruent, it makes the atmosphere within that environment more friendly, thus, allowing each one the freedom to explore his or her perception without ridicule (Painta, Hamre, Stuhlman, 2003).

A positive perception and attitude of a programme enables teachers to plan for effective instructional delivery (Kwenin, 2010). It is against this background that the researcher formulated research questions two and three. Consequently, items on the perception of a good Ghanaian citizen in both tutors and teacher-trainees questionnaires were designed to collect relevant data.


These statements range from ‘‘abides by the rule of law to participate constructively in public life.” Responses to each statement were scored as follows: 2 = Positive (Agreement) and 1 = Negative (Disagreement). These were calculated as frequencies and percentages. Tutors’ and teacher trainees’ perceptions on a good Ghanaian citizen are shown in Table 8.
Table 8: Cross-tabulation of reponses for tutors and teacher trainees by perceptions on characteristics of a good citizen
	Statement

	    Tutors
	
	Teacher trainees      
	
	
	
	
	

	 A good Ghanaian citizen is one who:
	  POSITIVE  

n           %
	NEGATIVE

n         %
	  POSITIVE    

     n         %
	NEGATIVE

   n        %
	 Х 2  

	
	pvalue
	W

	Abides by the rule of law
	 34    100
	0        0
	255       100    
	  0            0
	-
	
	-
	-

	Shows loyalty towards the President of the country
	 34    100
	0        0
	199         78
	56           22
	9.261
	
	.002
	.179

	Respects the symbols of the country
	34    100
	0        0
	224      87.8
	31         12.2
	4.630
	
	.031
	.127

	Votes in every national election
	34       100         
	0        0
	233      91.4
	22           8.6
	3.175
	
	.075
	.105

	Maintains traditional norms and customs
	21      61.8
	13       38.2
	205      80.4
	50         19.6
	6.106
	
	.013
	.145

	Knows how the government works
	34       100
	0           0
	179      70.2
	76         29.8
	13.749
	
	.000
	.218

	
Table 8 cont’d
	
	
	
	
	
	
	
	

	Knows important events in the national history
	30      88.2
	4         11.8
	247      96.9
	8             3.1
	5.611
	
	.018
	.139

	Can make wise decision
	34       100
	0             0
	241      94.5
	14         5.5
	1.962
	
	.161
	.082

	Fulfils his family responsibilities
	
	

	
	34      100
	0         0
	212      83.1
	 43        16.9
	6.736
	
	.009
	.153

	Learns from experiences else where in the world
	26        76.5
	8        23.5
	156      61.2
	99         38.8
	3.010
	
	.083
	.102

	Tolerates diversity within his society and the wider world
	26       76.5
	8           23.5
	157      61.6
	98         38.4
	2.868
	
	.090
	.100

	Communicates by using more than one language
	22      64.7
	12         35.3        
	128      50.2
	127       49.8
	2.530
	
	.112
	.094

	Participates in politics at national and international levels
	25      73.5
	9         26.5
	151      59.2
	104       40.8
	2.581
	
	.108
	.095

	Makes a good contribution to advance the Ghanaian economy
	25      73.5
	9       35.3
	219      85.9
	36       14.1
	3.482
	
	.062
	.110

	
Table 8 cont’d
	
	
	
	
	
	
	
	

	Respects the cultures of other nations
	21      61.8
	13         38.2
	169    
66.3
	86      33.7
	.271
	
	.603
	.031

	Protects the environment
	  34    100
	0         0
	224     87.8  
	31         12.2
	4.630
	
	.031
	.127

	Participates constructively in public life
	
	
	

	
	34        100              0         0                203    79.6            52          20.4        8.455                  .004         .171

	
	
	
	
	
	
	
	
	

	Knows his/her rights and duties
	26       76.5
	8           23.5
	210     82.4
	45         17.6
	.693
	
	.405
	.049

	Stands for his/her rights
	34       100
	0           0
	214      83.9
	41         16.1
	6.370
	
	.012
	.148

	Is concerned about the welfare of others
	29      85.3
	5         14.7
	221      86.7
	34         13.3
	.048
	
	.862
	.013

	Provides the government with some criticisms about its policies
	34       100
	0              0
	208      81.6
	47         18.4
	7.484
	
	.006
	.161

	Thinks critically about the media reports
	22      64.7
	12         35.3
	225      88.2
	30         11.8
	13.372
	
	.000
	.215

	Participates criticallyin discussions about the traditions and customs
	29       85.3
	5           14.7
	209      82
	46         18
	.299
	
	.632
	.028


Field Study, 2010. X2 =Chi-square ;W=Effect size;P=P-Value
      A Pearson chi-square test was performed to analyse this information further to determine whether there were differences in the perceptions of tutors and teacher trainees on the characteristics of a good Ghanaian citizen. According to the data in Table 8, there were significant differences between the perceptions of tutors and the teacher trainees on the following items: a good citizen shows loyalty towards the president; respect the symbols of the country; maintains traditional norms and customs; knows how the government works; know important events in the nation’s history; fulfils his family’s responsibilities; protect the environment; participate constructively in public life; and stands for his/her rights. According to Cohen (1988), the effect sizes in the Chi-Square table, which are below .2, are considered small. This would indicate that although there were significant differences between between the two groups on the nine items, the difference between their responses was not that great.
    Table 8 shows that generally there were nine (9) out of the twenty-three (23) items where tutors and teacher trainees showed significant differences indicating a general agreement on the items that describe a good Ghanaian citizen. On the statements ‘a good Ghanaian citizen abides by rule of law,’ there was a 100 % agreement by both tutors and teacher trainees on the statement. This supports a study done by Leenders, Veugelers & De Kat (2008) on teachers’ view on citizenship education in secondary education in the Netherlands where participants showed agreement on the statatement “abiding by rules on the land”. A similar confirmation was found in Groth (2006) on the adolescents’ perception on a good Ghanaian citizen. The finding might be a good sign for Ghana as it tries to maintain its sense of nationhood, abiding by law will make Ghana a peaceful place to live. 
       On the statements “ a good Ghanaian shows loyalty towards the President of the country”; “ votes in every national election;” “knows how the government works”; “Can make wise decisions;” “protects the environment”;  “participates constructively in public life”;  “provides the government with some criticisms about its policies” and “stands for his/her rights,” the  there was 100% agreement among the tutors while the teacher trainees respectively had 199(78%); 233(91.4%) ; 233(91.4%); 179 (70.2%) ; 241(94.8%); 224(87.8%);  203(79.6) 208(81.6%) and 214(81.65).  It is clear from the findings that tutors levels of agreement were higher than the teacher trainees. Mathews and Dilworth’s (2008) on their study on teacher education teachers’ perception about   the function of multicultural citizenship education in the social studies confirmed that the experienced and knowledgeable teachers were able to describe who a good citizen is. 
     Hopefully, once the tutors and teacher trainees have demonstrated a greater agreement on the definition of a good Ghanaian citizen, there is the likelihood that they will show commitment by translating it into their teaching both outside and inside the colleges.  Zimbado (2003) stressed that the way a person perceives his environment determines his/her commitment. The findings confirm the study across Hong Kong, England and the United States of America where the teachers also perceived a good citizen in the study (Torney-Purta, & Richardson 2003). The finding further confirms Prior’s (1999) study in Australia where teaching staff described a good citizen as informed, demonstrates respect for laws and rules, has and individual value system, has a national rather than transnational orientation, and focuses on community. Prior’s (1999) study contrasted with the present study when it comes to a good citizen’s participation in national politics. Whereas in Prior’s study the participants considered a good citizen as the one who focuses on community services rather political participation, the participants in the present study agreed that participation in politics at national and international levels as a sign of a good citizen. 
    It is interesting to know from the findings that in both responses from tutors and teacher trainees on the statements “a good Ghanaian citizen is one who: participates in politics at national and international levels” and “communicates by using more than one language” the participants showed less agreement (See Table 8). These responses seemed to suggest that the respondents have not fully embrased the purpose of social studies education that seeks to educate young people to become well- informed and rational citizens in the culturally diverse and independent world (National Council for the Social Studies, 1994). Considering Ghana’s heterogeneous composition, Levstick and Groth (2005) argued that a good Ghanaian citizen should know his/her own language and customs to ensure national unity and international cohesion.
 CHAPTER SIX
CITIZENSHIP EDUCATION AND ITS PRACTICES IN COLLEGES OF EDUCATION

This chapter deals with tutors’ and teacher trainees’ mode of practising citizenship education in the colleges of education. The practice of citizenship for the purposes of national development depends on the expectation of the wider community which is translated into the social studies curriculum to be taught and learned in the school community (Torney-Purta & Vermeer 2004, Print, 2000). In  the tutors’ and teacher trainees’ instruments, they were asked to express their views on how the principles of citizenship education were modeled through practice in the colleges of education in Ghana. Specifically, this section looks at the practice of citizenship education, general approaches of introducing citizenship education, and the goals of citizenship education
The practice of citizenship education in the colleges of education in Ghana
As citizenship education is meant to prepare young people for an active and positive contribution to society, it should not only convey theoretical knowledge, but also the skills, and behaviours required for being proactive and responsible citizens (Eurydice, 2004). Schools and colleges may be looked at as a microcosm in which active citizenship is learned through practice (Kerr, 1999). Nevertheless, this can only be realised if school authorities give learners the opportunity to be engaged with citizenship concepts and experiences daily. Therefore, facilitation of students’ citizenship behaviour is regarded as the pivot of citizenship education. To this end, to understand the teacher trainees’ and tutors’ perceptions of how citizenship education was practised in their colleges, the survey for this research contained a number of questions. Table 9 shows teacher trainees’ and tutors’ responses on how citizenship education is practised in the colleges of education. The mean ranges from 5.0 to1.0, where 3  represents the middle range, 5.0 and 1.0 represent the highest and lowest mean scores of practice respectively.

	


Table 9: Respondents view on how citizenship education is practised in the colleges of education

	I practise citizenship education in my college by…
	Teacher trainees                               Tutors 


M                 SD                         M             SD                  

	Abiding by the rules and regulations
	4.84                 0.37
	4.88         0.33

	Showing loyalty towards college authority        
	4.36               0.48
	4.65          0.49

	Respecting the views of both teachers and colleagues
	4.28               1.09
	4.38         0.49

	Table 9 cont’d
	
	

	
	
	

	Protecting the environment
	4.31               1.03
	4.50          0.51

	Participating constructively in social activities.
	4.46             0.66
	4.74          0.45

	Knowing my right and responsibilities
	4.72             0.51
	4.62          .49

	Making a good contribution to the  college
	4.59             0.49
	4.50         0.51

	Voting in college election 
	4.12               1.05
	4.62           0.49

	Tolerating different view on campus
	4.40              1.01
	4.50           0.51


Field study 2010                                               *M=Mean; SD=Standard deviation

              With the statement “I practise citizenship education in my college by abiding by the rules and regulations”, the teacher trainees’ responses mean of 4.8 and that of tutors (4.88) show that teacher trainees and tutors are in agreement with this statement. This is a positive development because once they are practising such skills in colleges, it is hoped that the habit will become part of them so that when they leave college there will be a greater probability that they will practise good citizenship. Banks (2008) argues that by equipping learners with essential knowledge and skills, more informed citizens will participate in society which will lead to more socio- political development.

             Table 9 also shows that teacher trainees and tutors show loyalty towards college authority with the means of 4.36 and 4.65 respectively. This is also very positive because with their loyalty to college authorities, students’ unrest, which is rampant in schools and colleges, will perhaps be minimized. Education is the deliberate and systematic influence extended by the mature person upon the immature through instruction discipline and harmonious development (Aggarwal, 2001). The tutors, being mature persons, are therefore influencing the immature persons who are the teacher trainees.

           For the statement “I practise citizenship education in my college by respecting the views of both teachers and colleagues” the teacher trainees’ mean responses of 4.28 and that of the tutors, 4.38, are suggestive of good practices. This finding is in contrast with the arguments raised by Kerr and Cleaver (2004) that schools in England were not encouraging active citizenship practices, resulting in students’ poor participation in citizenship issues. Such a remark is further supported by Dean (2005) who, in his study about the practices of citizenship education in Pakistani schools, suggested that the hierarchical authoritarian nature of Pakistani schools had to be changed if citizenship education was to be successful.  By teacher trainees respecting the views of their tutors, the tutors will do their best to respect the views of teacher trainees. It is hoped that a mutual respect between the tutors and the trainees will result in a habit of demonstrating respect for others when the trainees leave the teachers’ colleges.  Kerr (2002) points out that the school structure is looked at as the microcosm in which active citizenship is learnt and practised.

          Protecting the school environment was another statement used to determine teacher trainees’ and tutors’ means of practising citizenship education in the colleges of education. The positions of both teacher trainees (m=4.46) and tutors (m=4.7) on protecting the environment demonstrate another way that good citizenship is being learned in the colleges. On the part of the teacher trainees it is hoped that when they come out of college, they will be able to protect both their immediate and distant environments.            

     A review of Table 9 indicates that on the other practices, such as participating constructively in social activities; knowing my rights and responsibilities; making a good contribution to the image of the colleges; voting in every college election and tolerating different views on campus show there is considerable agreement that these practices are being practiced.The means are all above a 4.0, and range from a low of 4.12 to a high of 4.74. On the practice of voting in every election, there is a noticeable difference in mean scores, with the trainees having a mean score .50 below the tutors. These practices demonstrate that many aspects of school life potentially contribute to citizenship education if tutors are encouraged to emphasise the practices in both the school and the wider community. In England, Kerr and Cleaver (2004) argue that the leadership of the schools is not encouraging active citizenship practices, resulting in weak student/tutor participation. Dean (2005) in his study about the practices of citizenship education in Pakistani schools suggested that the hierarchical authoritarian nature of Pakistani schools needed to be changed if citizenship education were to be successful. The situation in the Ghanaian colleges, however, is quite democratic, which encourages both teacher trainees and tutors to practise many of the most important citizenship skills needed in society. 

            Verba, Scholzman, and Brady (1996) argue that institutions in which individuals have an opportunity to practise democratic governance are ‘schools of democracy.’ In their study, adult having participated in student’s government while in high school was the most important school variable in predicting adult political activity. In line with the practices of citizenship education in the colleges of education in Ghana, Hart , Donnelly ,Yuiuness and Atkins (2007) further reveal that students who have voted in school elections are significantly more likely to vote ,while those who have stood for a student election,  are more likely  to vote as  adults. Interestingly, in this study, the trainees’ view of the their participation in voting colleges’ elections was noticeably below that practice as rated by tutors.This may indicate a need to further encourage teachers in the   colleges  of education to emphasise the importance of students participating in elections. 

          The findings of this study provide encouragement that the teacher trainees are being given opportunities to practice good citizenship skills in their college environment, and by doing so, it is hoped they will continue to demonstrate citizenship skills when they leave the colleges and become citizens at large. 

General approaches of introducing citizenship education
    
From the curricular stand point, citizenship education can be understood depending on how it is approached in schools and colleges (Kerr, 2002). It may either be offered as a selected subject alone,  an  optional subject or integrated in a  subject such as social studies or other subjects such as history, geography or as a cross curricular theme so that all subjects assume the responsibility of developing citizenship.

This section of the questionnaire sought to determine both teacher trainees’ and tutors’ views about how citizenship education should be approached in the teacher training institutions. The mean ranges from 5.0 to1.0, where 3 represents the middle range, 5.0 and 1.0 represent the highest and lowest mean scores respectively. The responses are shown in Table 10.
Table 10: Teacher trainees’ and tutors’ views on how citizenship education be approached

	Citizenship education can 

Be taught through….
	Teacher trainees      Tutors                                     M               SD            M               SD

	A specific subject called citizenship education        
	4.4             .85
	4.3          .49

	Social studies, History and Geography
	4.5              .50
	4.3         .48

	Other humanity subjects (e.g. language, religion etc)
	3.8             1.0
	2.5          .98

	Scientific subjects (science and mathematics)
	2.9             1.3
	2.1          .76

	Co-curricular activities
	3.5               1.2       
	2.4           1.5

	Every part of the curriculum
	3.6               1.2
	2.4           1.5


Field study, 2010.                                               M=Mean; SD=Standard deviation

              The results in Table 10 clearly shows that both teacher trainees and tutors felt that specific subjects (citizenship education,  social studies, history and geography) are the most appropriate approaches to introduce citizenship education. Interestingly, the trainees had higher mean scores for other humanity subjects, scientific subjects, co-curricular activities and every part of the curriculum. This indicates that the trainees had a stronger belief than their tutors that citizenship could be learned in these areas. The higher  mean score for the use of co-curricular activities as supported by trainees is in line with  Dutt’s (1993) assertion  in AlMaamari (2007) that education for responsible citizenship is a part of the job of all educators who influence elementary and secondary school students, not only the job of teachers of civics and government. The teacher trainees may be more cognisant of the trend in other countries, like the United State, where colleges and universities are increasingly recognising the importance of co-curricular activities in the development of good citizenship practices.

            At the international level, a few scholars (Simmt, 2001& Herber, 1989) have referred to the use of the scientific subjects in developing citizenship. Harber (2002) argues that “Science subjects are not free from political issues. In physics, for   example nuclear energy can be a controversial topic as can pollution  or alternative uses of the environment in chemistry and biology” (p.5). It may be important to encourage tutors to understand how the sciences can help students better understand their citizenship rights and responsibilities on major issues that require a greater understanding of scientific principles.

        It is worthy to note that both tutors and teacher trainees provided additional comment on the introduction of citizenship education, where they mentioned that a series of television (TV) programmes and cultural clubs could also serve as a means of introducing citizen education. The media undoubtedly, is playing a crucial role in citizenship education in different dimensions. Citizens gain a great deal of information about things happening in their nation and other countries through watching TV and by using the internet. Again, the government’s TV channels and radio stations in the developing nations, including Ghana, more often than not, present civic issues in developing the different sectors of life. They also create national feelings through broadcasting national celebrations and national songs.

                Generally, what is obtained from the questionnaires of both teacher trainees and tutors confirms the position by Michael et al. (2003) that although all school subjects such as Mathematics, English, Integrated Science, Design and Technology, and other related subjects, are expected to contribute to the making of a well rounded citizen, social studies is more related to the promotion of citizenship education in schools. Internationally, preparing a good citizen has been acknowledged as the main aim of social studies (Janzen,1995; Griffiths,1990; Dinkelman,1999).In particular, Dinkelman (1999) asserts that “There is widespread agreement among social educators that preparing students to capably participate in democratic life provides the primary rationale for social studies in the modern school curriculum” (p.4). In contrast, Martin’s (2010) study in Australia on teacher educators emphasized citizenship preparation to different approaches that reflect a national organization’s foci.

           In all, both teacher trainees and tutors held the view that citizenship education is a broad area that can be delivered by all subjects. However, they emphasized that social studies is the most appropriate place for introducing citizenship. The data from the  International Association for the Evaluation of Educational Achievement Study (IEA)  on teachers  suggests  that teachers hold the view that integrating civic education in courses such as social studies or history makes it more effective and meaningful (Torney-Purta & Richardson, 2003).

Goals of citizenship education
             Many views have been expressed about the goals or rationale for introducing citizenship education. From the western perspective, citizenship education focuses on developing critical thinking in learners with the view to weighing their actions and their decisions that might affect the individual and society (Crick, 1998, quoted in Turner, 2009). Professor Tom Wilson, former Chairman of Learning and Teaching Scotland, highlighted two vital principles that must be realised by those who implement citizenship education in schools. Firstly, learning citizenship is best achieved by providing students with opportunities to exercise citizenship. Secondly, students must be encouraged to be active and responsible members, not only to schools but also in their communities, at local, national, and global levels. Citizenship education should help in building strong loyalty to government, even if this is not working for the common good (Alkmaar, 2006). In Ghana, Kumah (2005) mentions that the education system must inculcate citizenship, a sense of national pride and identity, individual rights and responsibilities to promote national integration and unity as well as democratic values. Table 11 highlights teacher trainees’ and tutors’ views about the goals of citizenship education. The mean ranges from 5.0 to1.0 where 5.0 and 1.0 represent the highest and lowest mean scores respectively and 3.0 represent the middle range.
Table 11: Goals of citizenship education

	Citizenship education must be directed to provide students…
	Teacher trainees           Tutors 

M             SD               M          SD                  

	Knowledge about politics and forms of ruling.         
	

	
	4.1         .98
	4.3        .48

	Knowledge about society and the political, economic and cultural system
	4.7        .54
	4.2        .43

	Understanding a reciprocal relationship between rights and

responsibilities 
	4.0      1.0
	4.0       .98

	Real opportunities to participate in community activities.
	4.4       .55
	4.4       .49

	Skills to participate in the political process.
	4.2      .75
	4.3      .35

	The values of patriotic and loyal citizens.
	4.4       .49
	4.3       .49

	Ways in which to protect the environment nationally and globally.
	4.4      .85
	4.1        .32

	Concerns for what happens in other countries.
Table 11 cont’d
	4.0      .94       
	4.3      .49

	Positive attitudes towards work, production, savings and consumption.
	4.4       .50

	4.2      .44

	Government and how it works
	4.7      .57     
	4.4      .49

	Standard of moral behaviour 
	4.3      .63
	4.2       .44

	Appreciation of heritage and culture.
	4.4      .58
	4.2      .44

	Commitment to family responsibilities
	4.3       .49
	4.3     `1 .49


Field study 2010

              Table 11 shows that in general, both teacher trainees and tutors held similar views about the goals of citizenship education. In all of the fourteen items describing the goals of citizenship education, both groups of respondents show considerable agreement on the importance of the goals of citizenship education. In using the benchmark of 0.5 differences between the responses of the two groups, in no case was there much difference in the average ratings of the groups. Aggarwal (2001) mentions that in a community where social studies is taught, the school/college cannot remain an “ivory tower”. This pre-supposes that the wider community can also act as a source of information for social studies. Once the respondents have understood the goals of citizenship education, they are likely going to use them as their benchmark when teaching social studies. The tutors might have understood the goal of citizenship during their schooling days and they are translating it into their actual practice. It must be pointed out that the general knowledge on the goals of citizenship education exhibited by both teacher trainees and tutors is in line with the assertion of Levstika and Groth (2005) who reported that the paramount goal of citizenship education is to help young people become well informed, hardworking, self-reliant, honest and responsible citizens.
     What must be clear here is that it is not the mere identification of goals that matter, but the ability to translate the goals into specific classroom objectives that will make the difference. As Wheeler (1998) puts it, “the greatest difficulty for curriculum implementers is how to translate curriculum goals into actual classroom practice” (p. 36). Teachers who have been regarded as crucial players in developing citizenship (Kerr & Cleaver, 2004; Dean, 2005) need to be aware of themselves as citizens and the goals of citizenship education in order to develop citizenship virtues   in students. By developing citizenship education based on clear goals, it will most likely help to develop citizens who know what is expected of them.

CHAPTER SEVEN

          STRACTEGIES FOR ACHIEVING CITIZENSHIP EDUCATION
             Conceptually, developing effective citizenship education demands the adoption of an appropriate teaching/ learning interaction. The expectations on colleges of education on what is to be taught by tutors and learned by teacher trainees to achieve citizenship education goals for purposes of national development demands an appropriate teaching methodology. Loughran (2007) says that the teaching/ learning method is essentially concerned with how best to bring about the desired learning by some educational activity. As Kerr (2002) puts it, while there are a number of countries that are still dependent on a passive deductive, transmission approach as a dominant teaching methodology, there are others who encourage a more interactive approach, which makes room for classroom discussion and debate supported by project and inquiring work learning.

          A democratic classroom that can promote effective teaching of citizenship education must be featured among others by the following: evidence of textbooks dominated by illustration, reflective thinking, students’ decision making and problem solving choices, controversial issues, individual responsibilities, and recognition of human dignity relevance (Kubow & Kinney, 2000). In other words, the way citizenship education is taught influences how the subject matter is understood. Once the subject matter is well understood, teacher trainees will hopefully be able to translate it into effective teaching for the purposes of developing concerned citizens. Many research studies, which were conducted in different contexts, suggested that insufficient teacher preparation results in poor methods of teaching (Fairbrother, 2004; Ahmad, 2004).
 In this section of the survey, fourteen different methods of teaching citizenship education were presented (See Table 12). In each case, the respondents were asked to respond to a two part Likert-type scale indicating their perceptions of the importance of the teaching methods and then their perceptions on the effectiveness of the methods in teaching citizenship education. The results from data analysis illustrate how the mean responses of the tutors compare with the responses of the trainees. The mean scores were interpreted as 5=very important; 4=important; 3=undecided; 2=unimportant; and 1=very unimportant. 

 In discussing the results, the general descriptive analysis will assume there is a general agreement between tutors and teacher trainees when there is less than 0.5 difference between the mean scores for each group. When there is 0.5 or greater difference, there seems to be evidence of a noticeable disparity in the perceptions of the two groups.

One way of analyzing the data is to compare which teaching methods the tutors and trainees thought were most important to use in teaching citizenship education. Since the tutors are ones who are charged with the teaching of citizenship education, the first analysis ranked the various methods of teaching from the highest means to lowest means from the perspective of the tutors.
Table 12: Importance and effectiveness of teaching methods
	How important is each of the following methods for achieving the goals of citizenship education?
	
	How if effective is your class in training teacher trainings to use each method?

	Teacher trainees
	Tutors
	
	Teacher trainees
	    Tutors

	M                SD
	 M               SD
	
	M               SD
	M                               SD

	4.5           0.75
	4.3          0.48
	Students work on projects  that  involve  gathering information outside the school
	4.2              1.0
	4.3                  0.48

	4.5              1.2
	4.1           0.32
	Students   study textbook  
	4.0               4.3
	4.3                        0.49

	4.3           0.75
	4.0           0.89
	Students work  in groups and on different topics and prepare presentation
	4.2             0.86
	  4.1                         1.0

	4.0           0.90
	3.6           0.98
	Students participate in role play  and simulation
	4.3             0.78
	3.7                        0.71

	4.2           0.93 

4.1             1.1

3.8              1.2     


	3.5           0.86

3.7              1.0

3.7             1.0


	Teacher asks questions and  students  answer.

Teacher lectures  and students take notes.

Controversial  issues  are discussed in class.


	4.1             0.92

3.7               1.3

2.4               1.4


	4.1        
1.2

2.4                       0.75

2.5                      0.79



	
	
	
	
	

	Table 12 cont’d
	
	
	
	

	3.8              1.2      

4.1              1.1  

4.3             1.0

4.0            1.0 

4.2           0.94

4.1          
1.0


	3.7           0.43

4.5           0.50

4.1              1.0

4.5           0.50

4.2           0.44

4.6           0.49


	Students participate in the event of the community.

Using  a case study method

Activities in which students are encouraged to think critically.

Invite people from  the community  to  talk to students.

The use of internet to gather information and chat with other students in  the world.

Encourage students to organize a campaign to show their support  for some  national  international issues.
	4.3             0.92

3.8               1.2

4.1             0.96

4.5             0.64

4.3             0.74

4.4             0.63


	4.2                      0.43

4.0                      1.2

4.2                     0.44

4.3                 0.48

4.0                 0.99

4.3                  0.49



	3.9           
1.4
	4.5           0.50
	Encourage students to write letters to the officials to express their 

opposition  .to government policies
	4.3             0.62


	4.5                   0.5            
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Table 12 shows that those methods that were ranked highest, or most important, by the tutors with means ranging from 4.5 to 4.6, are: encourage students to practice a campaign (mean=4.6); using a case method (mean=4.5); invite people from the community to talk to students (mean=4.6) and encourage students to write letters (mean=4.6). These four teaching methods are all action oriented methods that involve the trainees in activities other than the traditional lecture methodology. The results seem to support the work of many writers (Turner, 2009; Torney-Purta & Richardson, 2003 &Thornton, 2006b) who urge educators to use a variety of teaching methods to teach citizens. These methods put the learners into the center stage of learning which allow them to learn by doing.  All the methods endorsed by tutors are learner –centred methods which support the assertion made by Wilkins (1999) that in order to prepare active democratic citizens, a shift must be made in the delivery of citizenship issues from the teacher-centred to the learner-centred method. The lack of such opportunities leaves students unprepared for the hard work of democratic citizenry in a pluralistic nation (Hess, 2004; Banks, 1995). The views expressed on the important methods to use to ensure effective delivery of citizenship education also corroborate the 1995 report of the Task Force on Civic Education at the second Annual Conference on Character Building for a Democratic, Civic Society. 

 
In the case of using case study method, research has shown that successful citizenship education involves active learning and opportunities to undertake open-ended investigations of cases that   have real social and political significance (Milligan & Ragland 2011; Eurydice, 2004). The tutors might have seen the essence of this research and therefore using it. 

Inviting knowledgeable people to make presentations in the classroom provides trainees with knowledge that may go beyond what the tutors may bring to the classroom. Such an approach brings a much greater breadth of knowledge into the classroom, thereby enhancing the teaching/learning situation. Inviting people from the community to class should however, be guided as to what specific task they have to perform (Aggarwal, 2001). 

As to how the teacher trainees’ on these four methods compare with those of the tutors, it appears the trainees were less supportive of the four teaching methods rated highest by the tutors. In fact, in each case there was a 0.5 rating less for each of the methods, indicating the trainees did not perceive these teaching methods to be as important as the tutors. The teacher trainees might have been less supportive to the action oriented methods because they might have come from senior high schools where the lecture method was the main medium of instruction. In a study conducted by Levstik and Groth, (2005) in the Ghanaian secondary schools, it was found that the main method of teaching was the lecture method. It has long been noted that teachers tend to teach as they have been taught, so if the trainees have been used to lecture, they will likely believe that is the preferred method to teach.

 A review of the effectiveness of the four teaching methods cited above indicates that the means of the two groups are relatively similar, with none of the comparisons between their relative mean scores being greater than 0.5. Apparently, although, the trainees did not rate four of the teaching methods as being as important as the tutors, they were more in agreement that the methods were effective. 
Equally interesting is to review which teaching methods were perceived by tutors as less important. They were:  teacher lectures and students take notes (mean=3.7); controversial issues are discussed in class (mean=3.7); students participate in events or activities (mean=3.7); students participate in role play and simulation (mean=3.6); and teacher asks questions and students and answer (mean=3.5). It is interesting to note that these five teaching methods receiving the lowest means for the tutors contain both the typical classroom activities, like lecturing and teacher questioning, but also involved teaching techniques like discussing controversial issues, role playing and participating in events or activities. Only one teaching method, “teacher asks questions and students answer,” had a greater than 0.5 difference in means between the two groups. For the statement “teacher lectures and students take notes” the trainees have a higher consideration for that method than the tutors.  Probably because that is the method they have been used to since their basic education and have been influenced by their perceptions (Martin, 2008). This would seem to be supported by the study of Groth (2005), on citizenship education in Ghana, where it was found that most of the schools were using the lecture-recitation method which was not helpful in developing democratic skills. It is also likely the tutors have now recognized its ineffectiveness that is why they are less supportive for its uses.


       Again, the less supportiveness of the use of controversial issues in class by two groups may be attributed to the ‘heated’ arguments it sometimes generates which may be seen as disruptive to the classroom. Its uses call for skillful knowledge, which the tutors may not have. Meanwhile, it has been that young people need to be aware of the nature of controversy and be able to see how arguments are constructed if they are to become scientifically oriented (Oulton, Day, Dillon & Grace, 2004).

     In reviewing how the two groups perceived the effectiveness of the five items, it is very interesting to note that the two teaching methods, “teacher lectures and students take notes” and “students participate in role play and simulation” were perceived much differently in their effectiveness. In both cases, the tutors perceived the method as being less effective than the trainees. Kjellin and Stier (2008) recommend role play to be included in the teacher education curricula as a means for trainees to recognise their attitudes and values related to citizenship education. In Martin’s (2008) study on a comparative analysis of teacher education students’ views about citizenship education in Australia, where 75 pre-service teachers were involved in an interview. When asked about the methods that could promote citizenship education, the participants recommended the use of role play as helping them to practice citizenship skills in civic engagement. It appears the tutors may have difficulty in using the role play. Perhaps this is an area where tutors need professional development to help them learn how to use role play in the classroom. 

        There were five survey items that were in the same range of means, as ranked by the tutors as important. These five items are: Students work on projects that involve gathering information outside the school; the use of internet to gather information and chat with other students in the world; activities in which students are encouraged to think critically; students study textbooks; and students work in groups on different topics and prepare presentation. These activities were perceived as relatively important by tutors, with the means ranging from 4.0 to 4.3. The tutors and trainees mean scores were similar, showing considerable agreement, in that none of the means between the two groups was greater than 0.5
        In support of the students working on projects that involve gathering information in and outside the school by the two groups, the method is supported by   Aggarwal (2001) with the assertion that the social environment is the social studies educators’ laboratory, so teachers and students must go beyond the classroom to gather information for their studies. This assertion supports the view of Tamakloe (2002) when he argued that the method of teaching social studies should not be limited to only the “two-by –four’ mode of teaching and learning. He explained ‘two’ to mean the textbook and ‘four’ to mean the walls of the classroom. It is hoped that teachers, especially, the trainees will be able to cultivate this habit of using this teaching method to help pupils get practical experience outside the classroom.
       On the use of the internet, both groups tend to see it as an important tool in learning about citizenship education; the respondents might be aware that with the internet, the world has become a ‘global village’ where people get access to information easily. The finding supports the recommendation made by the National Council for the Social Studies [NCSS] (1994) that the primary purpose of social studies is to help young people develop the ability to make informed and reasoned decisions for the public good as citizens.  And for students to develop into and remain informed citizens who can make reasoned decisions in today’s information rich and computer-dependent world, they must develop the ability to decode and interpret the numeric and narrative information they encounter, develop the ability to evaluate the source of the information, and develop a respect for and desire to hear, and learn ways to find multiple perspectives. It is anticipated that the perceptions of these two groups on the internet will influence its utilization in the citizenship education class positively. 
        As regards the use of textbooks by students as an important method of teaching citizenship education, where the two groups might appeared to have similar agreement, it is possible they are all aware that many of the official messages delivered to learners in the formal educational system came through the textbook.  Montgomery (2005b) supports the use of textbooks when he comments that textbooks represent an important conduit through which society’s leaders aim to pass on intellectual and moral capital in the formal school system through carefully selected acts, value-laden assertions and even threats. Torney-Purta and Barber (2004) also confirm that in the ideal world, textbooks would be concerned with important issues in civic-related understanding and would also engage students to participate in civic activities.

         On the agreement of the tutors and trainees regarding the use of activities that ivolves critical thinking, it is most probable that they are aware of its major component in social studies. Critical thinking has been a long-standing goal of social studies education in promoting citizenship education (Beyer, 2008; Newmann, 1996). The respondents perceiving it as such might imply that they are familiar with the social studies pedagogy. One expects that both groups will use critical thinking learning activities to develop skills in citizenship education, primarily to help their learners to analyse issues before accepting them rather than developing students who are either afraid or unable to think critically. The findings of this study are in alignment with the study of Groth (2006) in Ghana where teachers accepted critical thinking as an important method of teaching citizenship education.

         The five items that were neither the most important nor the least important were perceived very similarly in their effectiveness. With means ranging from 4.0 to 4.3, it is clear that these teaching methods were considered relatively effective in citizenship education.

Values and skills required for good citizenship
         For a programme to develop the total personality of an individual, the cognitive (knowledge), affective (values) and psychomotor (skills) domains need to be considered (Tawiah-Dadzie & Kankam, 2005). Values are standards or criteria against which individual and group behaviour is judged. Citizenship education provides a clear connection for positive attitudes toward participation in democratic civic life (Hahn, 1998). It has also been found that citizenship education provides citizens with essential elements in the socialization process by helping young people to understand their society, contributing to it as informed, effective and responsible citizens (Barber, 2007). Research by Niemi and Finkel (2006) in America showed that studying citizenship education can make a positive difference in students’ civic values and to students’ civic participation. The education system of Ghana is charged with developing good citizenship, a sense of national pride and identity, individual rights and has the responsibility to promote national integration and unity, as well as democratic values (Kumah, 2005).Thus, citizenship education involves communicating the values and behaviours that a nation feels most important in maintaining its sovereignty and its unique cultural and social characteristics. It was therefore important in this research to determine how tutors and teacher trainees perceived the relative importance of certain values in citizenship education. In analyzing the data it is helpful to review and compare the ratings of the teacher trainees in both the importance of certain values and the effectiveness of classroom activities in teaching those values.

A section of the research survey included twelve items that elicited from the teacher trainees and tutors their perceptions about which values were to be developed in citizenship education and how effective their classes were in developing the various values. For it was conceptualized that the appropriate values tutors have in citizenship education will affect their teaching for the purposes of national development. 

In discussing the results, general descriptive analysis will assume there is general agreement between the tutors and the teacher trainees when there is less than 0.5 differences between the mean scores for each group. When there is 0.5 or greater, there seems to be evidence of a disparity in perceptions by the two groups. Table 13 summarizes the data from the survey items.
Table 13: Important and effective values in citizenship education

	How important is each of the following values in citizenship education?
	
	How effective is each of the following values in citizenship education?

	Teacher trainees

MR         SD
	Tutors

MR           SD
	
	Teacher trainees

MR           SD
	Tutors

MR           SD

	4.3          1.1


	4.5          0.49     


	Valuing and practicising Ghana traditional and culture.
	4.5          0.68


	4.1          0.32



	4.1          1.1


	 4.7        0.46


	Love for the nation.
	4.5          0.70


	4.6          0.49



	

	4.5        0.76


	
	Bravery and willingness to uphold the nation’s sovereignty
	4.5          0.52


	4.6          0.49



	
	
	
	

	
	
	
	

	4.5        0.76

.
	4.4          0.50


	Cooperation for achieving well being in Ghanaian society.
	4.4         0.53


	4.5          0.49



	4.3           1.1

Table 13 cont’d
	4.3          0.48

	Tolerance of other ideas, people, religions and cultures.

	4.6          0.53


	4.7          0.46



	
	
	
	
	

	4.2          0.82

4.3          0.77
	4.7          0.46

4.2          0.44
	Integrity in conducting public responsibilities.

Dedication to human rights.
	4.4          0.70

4.3              1.0
	4.7         0.46

4.2            0.44

	4.3         0.75
	4.4         0.50
	Dedication to rule of law.
	4.6          0.55
	4.6         0.49

	
	
	
	

	4.6          0.77
	4.2            4.3
	Responsibility to respect the public spaces (e.g. building parks, schools)
	4.3             0.73
	4.6         0.49

	4.4          0.76
	
	Disapproval of discrimination on the grounds of gender, race and religion.
	
	4.5           0.49

	

	2.4           1.5
	4.3          0.49
	Resolve conflict peacefully in national and international issues.
	4.2              0.99
	4.7          0.44

	4.4          6.8
	4.4          0.50
	Standing up against injustice and inequalities
	4.4           1.0
	4.7           0.44
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Table 13 shows that the tutors’ mean ratings of the importance of the values, ranked by the tutors’ means, ranged from 4.1 to 4.7, including an overall support for the teaching of all the values in question. Three values, “love for the nation, “integrity in conducting public responsibilities,” and “valuing and practising Ghana’s traditions” were rated as three of the most important values to be included in citizenship education. All the three values relate to the creation of a national pride. Interestingly, the teacher trainees’ ratings on “love for the nation and integrity in conducting public responsibilities” were 0.5 lower than the tutors.  In general, it may be that young people perceive these “patriotic” values as being less important than tutors because they do not have the experience of seeing the full range of responsibilities that are normally expected from the citizens. The tutors have more national and worldly experience in those areas where patriotic acts are acknowledged, if not expected.  In addition, tutors are agents of the “state” and are expected to encourage trainees to love their country, practice their traditions and be responsible citizens. Alzidjali (2002), in her study of the necessary values for citizenship education in Oman from the viewpoint of the practising teacher, came up with similar results. Patriotism, appreciation of the government’s efforts and its role in reviving Omani community and obedience towards one’s parents and authorities were the first three important values rated by the sample.

     
The lowest group of value statement means, when ranked by the tutors, ranged from 4.1 to 4.2. The values of “dedication to human rights,” “responsibility to respect public places,” and willingness to sacrifice for the nation” were three of the values that were rated as lower in importance, marginally lower than other values. The trainees tend to have a bit higher mean scores than the tutors, especially on “dedication to human rights” and “responsibility to respect the public places”. This result is a bit surprising, one would have thought that these values would be rated more highly by the tutors, since they have gained more responsibility in their work and their families and have had more experience in perceiving the importance of these values to their society. However, in this study the tutors who had more responsibility as professional educators and greater worldly experience have perceived these values as less important to citizenship education than the teacher trainees. The 1992 Constitution of the Republic of Ghana makes provision for the protection of human rights, so it is unusual that human rights were not viewed as more important.  Silman and Caglar (2011) argue for the importance of human rights as a critical topic in citizenship education. They maintain that “if human rights are protected, illegal behaviour will decrease, trust in people and the state will increase, citizens will be more conscious, responsible and proud, and   parliaments, state organisations, and non-governmental organisations will function more effectively”(p. 679).
        
Seven of the statements were rated very similarly by the tutors, with the mean ratings ranging from 4.3 to 4.4. The trainees mean scores were very similar to those of the tutors, in areas “bravery and willingness to uphold,” “cooperation for achieving well being,” “dedication to the rule of law,” “disapproval of discrimination on the grounds,” “standing up against injustice” and “tolerance of other ideas, people and religions”.
     
 The value  of “resolve conflict peacefully in national and internal politics,” was perceived quite differently by the tutors and teacher trainees, with the tutors apparently perceiving this citizenship value as rather important, with a mean of 4.3, but the trainees were not in agreement, with their mean score of 2.4 being 0.9 lower. Perhaps, the teacher trainees have not witnessed the devastating effects of conflicts in their lives and therefore do not understand its importance in the citizenship education class. Zins, Weissberg, Wang and Walberg (2004) have provided valuable evidence that programmes that enhance students’ emotional competence, such as conflict resolution, help to create an enabling environment for nation-building. The conflict resolution values are probably an area where the tutors of colleges of education in Ghana need to give much greater attention because trainees rated it very low among all the values surveyed.

             In general, the tutors and the trainees were similar in their beliefs that the classes were teaching the values effectively, with the exception of the value “resolve conflict peacefully in national and international politics.”As noted in Table 13, the trainees perceived this value much lower than the tutors, and they also perceived that the teaching effectiveness of the classrooms was less effective than their tutors, with a difference of 0.5 lower.

      Teaching the values of “bravery and willingness to uphold the nation’s sovereignty” was perceived by teacher trainees and tutors as being effective in the classroom possibly because in citizenship education, some historical events are taught where great bravery and defense of Ghanaian sovereignty are stressed.  For instance, how Yaa Asantewaa exhibited courage in the fight against the British is taught in colleges of education to remind trainees to stand for their rights at all times. These lessons and values they embodied may have stirred the tutors’ and teacher trainees’ pride in their country. Buah (2008) writes that the courage exhibited by Yaa Asantewaa need to be emulated by students in schools and colleges

       The teacher trainees and tutors agreement on the classroom effectiveness in developing the willingness to sacrifice for the nation might be attributed to the fact that the textbooks they use stress the need for sacrificing for the nation because they have only one country. Tutors are probably teaching with much emphasis on such values and students are religiously accepting it because they have perceived its importance for national development. Again, the hoisting of the Ghana flag in the colleges has also reminded them of how others have sacrificed for national development. Levstik and Groth (2005) emphasized that all schools in Ghana have been required by the government to fly the Ghanaian flag as a sign of honour to the forefathers.

         With the disapproval of “discrimination on the grounds of gender, race and religion,” “standing against injustice,” “tolerance of other ideas, people and religions as well as standing against injustice” were values that both groups perceived as being taught effectively. This may be attributed to the fact that the groups have seen the need to develop values that will unify Ghanaians as one nation, one people, and one destiny (Boateng & Darko, 2005). This idea needs to start from the classrooms so that students can learn about them while they are young still in school. There is the tendency that once the teacher trainees have identified such values in class, they will effectively use them in their teaching after graduation from college.
Skills developed through citizenship education. 
      Teachers should provide students with the opportunity to define for themselves what a responsible citizen should be (Milligan & Ragland, 2011). In the closing of the presidential remark in the 1999 National Council for Social Studies (NCSS) Annual Conference in Orlando, Florida, Richard Theisen proposed that the essence of social studies is to foster the development of the skills and knowledge necessary to participation as a good citizen in a democratic society (Mason, Berson, Diem, Hicks, Lee, Dralle, 2000). The social studies classrooms in the colleges of education should, therefore, be conducive to enhancing citizenship education skills. Consequently, this research surveyed tutors and trainees to determine their perceptions of the importance of various skills that may be necessary for citizenship and determine how effectively these skills were developed in the classroom.  Table 14 shows information obtained from the respondents. The mean ranges from 5.0 to 1.0, where 5.0 represents very important/very effective, represents important/effective, 3 represents undecided, 2 represents unimportant/ineffective and 1 represents very unimportant/very ineffective. In discussing the results, the general descriptive analysis will assume there is a general agreement between tutors and teacher trainees when there is less than 0.5 differences between the mean scores for each group. When there is 0.5 or greater difference, there seems to be evidence of a disparity in perceptions by the two groups.
    One way of analyzing the data was to compare which skills the tutors and teacher trainees thought were most important to develop in citizenship education. Since the tutors are the ones who are charged with the teaching of citizenship education, the first analysis ranked the various skills from the highest means to the lowest means, from the perspective of the tutors.

Table 14: Important and effective skills in citizenship education
	How important is each of the following skills in citizenship education?
	
	
	How effective is each of the following skills in citizenship education?
	

	Teacher trainees
M                 SD
	Tutors
M                SD
	
	Teacher trainees
M            
 SD
	Tutors
M
SD

	4.5                .86

4.2                
1.0

4.3               .85


	4.3              .48

4.1              
.32

4.3              .48


	Intellectual skills which help students to understand, explain, compare, and evaluate the principles and practice of government and citizenship.

Participatory skills that students require to monitor and influence public policies.

Decision making skills that help to identify   issues, examine alternatives and likely consequences of each choice and to defend one’s choice as a better one.
	4.5         
.62

4.4       
.66
4.4         
.55


	4.7              .46

4.0              .00

4.4              .70



	Table 14 cont’d
	

	
	

	4.1            
.96

4.1             
1.0

4.1           
.82

4.4            
.76
4.5           
.76
	4.4         .50

4.6              .49

4.4             
.50

4.3              
.69

4.1           .59
	Cooperative working skills.

ICT skills to communicate effectively, to find and handle information.

ICT skills to make contact with people  and organizations across the world.

Problem -solving skills in order to identify and frame their own questions and answers.

Numerical skills to  examine  socio-economic issues.
	4.7

.45

4.4            
.66
4.4

.63

4.3           
1.0

4.5                .55
	4.3              
.49
4.3              .48
4.3

.50

4.5    
49

4.2              .43
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The tutors’ mean ratings of the importance of the skills, ranked by the tutors’ means, ranged from 4.1 to 4.6, whereas that of teacher trainees ranged from 4.1 to 4.5 (See Table 14). Those skills that were ranked highest, or most important, by the tutors, with the means ranging from 4.6 to 4.4, were: “ICT skills to communicate skills to communicate effectively to find and handle information,” “cooperative working skills,” and “ICT skills to make contact with people and organizations across the world.” These three skills according to Banks (2001) are essential to help students to become effective citizens. Ranking such skills to be the highest by the tutors tends to suggest that the tutors may put great emphasis on these skills in their citizenship education classes. On the contrary, the teacher trainees seem to have less supportive of the three skills rated highest by the tutors. Clearly, it can be seen from Table 14 that on the “ICT skills to communicate effectively, to find and handle information,” there was a 0.5 rating less indicating that the teacher trainees did not perceive this skill as important as did tutors. This may be attributed to the fact the trainees have not experienced the usefulness of ICT as compared to the tutors. The findings of this study seem to support a study conducted by Jegede, Dibu-Ojerinde and Ilori (2007), using 467 teachers, which revealed that teachers perceived computers to be useful in their pedagogical enterprise, aroused their interest in teaching and increased their computer skill. From the findings of that study and the current study, it seems evident that teachers perceive that integration of ICT into the school curriculum is worthwhile, particularly in handling citizenship education issues where ideas need to be sought from the other parts of the world. 
Interestingly, a review of the effectiveness of the three skills cited above indicates that the means of the two groups are relatively similar, with none of the comparisons between their relative mean scores being greater than 0.5. Clearly, the teacher trainees did not rate the three skills as being as important as the tutors, but they were more in agreement that the skills were effective.

The lowest means for skills, when ranked by the tutors, ranged from 4.1 to 4.2. The skills of “participatory” and “numerical” were two of the skills rated as lower in importance. A review of the effectiveness of the two skills rated lower by the tutors indicates that the means of the two groups are relatively similar, with none of the comparisons between their relative mean scores being equal to or greater than 0.5. Undoubtedly, the teacher trainees did not consider the two skills as important as the tutors, but they were more in agreement that the skills were taught effectively. On the effectiveness of the two skills, the teacher trainees appear to have slightly lower mean scores than the tutors. With the participatory skills, Zhang’s (2010) study confirmed its importance that citizens acquire the ability to reason, argue and express their own views in political discussions, conflict resolution skills, knowing how to influence policies and decisions by petitioning, lobbying, building coalitions and co-operating with partner organizations.  Perception drives people’s commitment in the performance of a task, therefore, it is most likely that the teacher trainees will inculcate such skills into their pupils for an atmosphere of nation building.
     
Given the less perceived importance that respondents attach to the numerical skills, it is most probable that they will not put great emphasis on it when teaching. However, if the teacher trainees make use of and develop these skills when they leave college, they may benefit and have more understanding of the importance of these skills. Steen (1999:1) argues “to develop an informed citizenry and to support a democratic government, schools must graduate students who are numerate as well as literate”.
      
Three of the skill statements were rated similarly by the tutors, with their means rating of 4.3 indicating their importance. Those three were: “Intellectual skills which help students to understand, explain, compare, and evaluate the principles and practice of government and citizenship”; “decision making skills that help to identify   issues, examine alternatives and likely consequences of each choice and to defend one’s choice as a better one” and “problem solving skills in order to identify and frame their own questions and answers.” The teacher trainees mean scores were very similar to tutors, in some cases being equal. For instance, with decision making skills, both tutors and trainees ranked it the same at 4.3. With these three skills, both groups were similar in their views that the classes were teaching the skills effectively.  Interestingly, just as the tutors’ mean score on decision making skills, rated at par with the teacher trainees on its importance, they also rated it at par on its teaching effectiveness. Althof and Berkowitz (2006) support these findings on intellectual skills, when they argue that a competent, engaged and effective citizen requires intellectual skills to help them in their ability to understand, analyse and check the reliability of information about government and public policy issues. Both groups having realised the importance of intellectual skills, may be encouraged to teach these skills in their classrooms, especially, the teacher trainees who are supposed to teach at the basic schools in Ghana.
With the decision making skills being rated as important in citizenship education, the respondents seem to be aware of the importance of allowing people to weigh on the alternatives before making decision to curtail jumping into hasty conclusions. The teacher trainees’ and tutors’ responses  support  Diekar (2003)  when he noted that curriculum structures must support and enhance a learner-centered approach which honours students’ voices, develops positive interpersonal relationships, stimulate higher order thinking and caters for individual differences. It has been argued that educators who believe that students should be provided citizenship education in order to transfer those skills and values to life -after- school are of the opinion that they should  learn more about decision making, critical thinking, participating in the problem solving activities, developing responsibility and demonstrate respect for others ( Baysal, 2009; Allen, 2000). In a study conducted by Uste (2007), it has become clear that students, who do not feel confident in making decisions, do not express themselves freely, and they cannot solve their problems in a peaceful way. This assertion supports the importance of decision making in citizenship education as revealed by the tutors and teacher trainees.
Challenges of teaching citizenship education 
      
Conceptually, it has been argued that behaviour relates to understanding how to do a task, seeing the task as being relevant, and motivated to the task (Martin, 2005). In addition, one’s perception may determine the commitment to perform or pursue a task. In order to understand how to improve the teaching of citizenship education, it is necessary to determine the challenges or problems that are creating difficulty in the teaching of citizenship education.  A section of the survey used in this research asked the respondents to assess the degree to which various issues were perceived to be challenges to the teaching of citizenship education. In identifying those issues that seem to be perceived as most problematic, attention can be focused on finding ways to minimize the most challenging issues. This has informed the researcher to analyse the challenges of teaching citizenship education in the colleges of education in Ghana.
          
Citizenship education in schools and colleges appears to have been faced with a number of challenges. These challenges, according to Kerr and Cleaver (2004), fall under the domains of citizenship education’s definition, its subject matter and goals, appropriate instructional methods and assessment. A study conducted by Fairbrother (2004) in China identified the following as the challenges of citizenship education: citizenship is an untested subject, the school has to prepare students for university entrance, the activities of citizenship education is organized from top to down and based on rote learning (p. 9). 
      
In addition to these challenges, Ahmad (2004) found in Malaysia that there were insufficient teacher training, limited resources, and an exam-oriented education system. Dean (2005) added that in Pakistan students acquire knowledge, but do not learn skills required for effective participation in democratic life. The role of teachers’ personal, political and education experiences also pose problems in teaching citizenship education. Kerr (1999) reports that in England and Wales, most of the teachers have a general degree and that they do not have specific training in citizenship education to teach citizenship education effectively.
         
The researcher wanted to find out whether the above challenges are also common in the colleges of education in Ghana. The responses range from 5 to 1. Where 5 represents strongly agree; 4 represents agree; 3 represents undecided; 2 represents disagree and 1 represents strongly disagree. In discussing the results, the general analysis will assume there is a general agreement between tutors and teacher trainees when there is less than 0.5 differences between the means of each group. When there is 0.5 or greater difference, there appears to be evidence of challenges facing the teaching of citizenship education between the tutors and teacher trainees. Table 15 summarizes the data from the survey items.
Table 15: Challenges of teaching citizenship education 
	 Statement 
	 Teacher trainees                  Tutors 

M             SD                         M        SD                  

	Teachers require expert knowledge in teaching citizenship education.
	4.0         1.1
	       4.2    1.0

	There are difficulties in having clear definition for 

citizenship education
	4.0        1.1
	        3.9     .91

	Citizenship needs financial resources.
	4.1        .95
	        4.0     .98

	Citizenship education is not examined as a subject on 
its own.
	3.9       1.4
	        4.5     .70

	Table 15 cont’d
	
	

	
	
	

	College authorities do not give their support to citizenship education.
	3.6        1.4
	        4.2      .69

	Teacher are not adequately prepared to handle citizenship
Education.
	 3.6        1 4
	        4.0     1.3

	There is lack of teaching learning resources for citizenship education.
	4.2        .70
	         4.0    1.3
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Table 15 shows that the tutors’ mean ratings of the challenges of teaching citizenship education, ranked by the tutors’ means ranged from 4.5-3.9 and that of teacher trainees ranged from 4.2-3.6, indicating an overall agreement of the challenges. One challenge, “citizenship education is not examined as a subject on its own,” was rated as the major challenge of citizenship education by the tutors, but much lower than the perceived level of challenge by the teacher trainees. This challenge was rated by trainees as the second highest. This finding is in support of Kankam’s (2001) study that found that social studies students in Ghana in the early development of social studies were not interested in learning social studies education because it was not on the certification examinations. Generally, people will not put in great effort in areas where they are not getting the direct reward. This might have been reflected in the teaching/learning of citizenship education which is taught under social studies. In Ghana, it appears that people place great emphasis on the number of students who have passed the end of year examinations, and accord teachers and those students passing the exams with respect and honour. Teachers and students generally, therefore, seem to show much more seriousness in the examinable subjects than the non-examinable ones.
      
Of the challenges listed, the challenge of “there are difficulties in having clear definition for citizenship education” was rated by the tutors as the lowest (3.9) of all the eight challenges of citizenship education. The trainees mean rating of 4.0 on this item is not substantially from the tutors’ rating.  Apparently, the tutors and the trainees feel that the other challenges are greater than the challenge of defining citizenship education. Defining citizenship education seems not be a major challenge for the respondents because most of the issues on citizenship education are enshrined in the Constitution of Republic of Ghana. And that the respondents might have little or no problem in defining it. It may be assumed that the definition of citizenship education may be based on the needs and demand of individual countries. This may explain why Arthur (2002) found out that English teachers viewed citizenship as involved in a community, whereas their German counterparts defined it as a set of responsibilities and obligations. In the same vein, Ichilov (2003) found that great differences existed regarding perceptions of citizenship and political issues between teachers in Arab schools and their counterparts in Hebrew schools.
      Five of the statements were rated very similar by the tutors, with the mean ratings ranging from 4.2- 4.0. The trainees mean scores were similar to the tutors on the following items: “teachers require expert knowledge in teaching citizenship education,” “citizenship needs financial resources,” and “there is lack of teaching learning resources for citizenship education.” On the issue that “teachers require expert knowledge in teaching citizenship,” both teacher trainees and tutors with their respective means of 4.0 and 4.2 expressed their agreement with the statement. This finding might be attributed to the fact that the teacher trainees have seen the inadequacy of their tutors and they feel they are teaching a course without little satisfaction. The tutors might have also recognised their lack of satisfaction because they have not had adequate training in the teaching of the subject. This finding in the colleges of education in Ghana supports that of Ogunyemi (2011) and Davies, Gregory and Riley (1999) that suggested that insufficient preparation of teachers is one difficulty encountered in the development of citizenship education.
       Interestingly, the challenges “College authorities do not give their support to citizenship education” and “Teachers are not adequately prepared to handle citizenship” were perceived quite differently by the tutors and teacher trainees, with the tutors apparently perceiving these as major challenges, means of 4.2 and 4.0, but the teacher trainees were not in agreement, with their mean scores of 3.6 and 3.6 respectively. The two challenges would naturally be better understood by tutors, since they are the ones who report to college authorities and may not discuss these concerns with their students. In addition, there may be issues associated with how important the college authorities perceive the teaching of citizenship education. The long-standing problems of social studies such as little number of periods on the time table, threat to other subject areas, and low recognition (Ogunyemi, 2011) are evidence that the authorities not accord the programme the needed support.

Naturally, since the tutors are at the forefront of teaching citizenship education, there is the high tendency of facing the challenge of not getting the college authorities’ support for citizenship education. But, of course, the teacher trainees may have also seen the inadequate support the college authorities offer for the teaching of citizenship education. 
       The tutors are being frank that they have not been adequately prepared to teach citizenship education. This is probably because they were trained in social studies education in general, but not in citizenship education in particular. The teacher trainees tended to see the realities on the ground, whether they have been adequately prepared to teach citizenship education or not.  Kerr (1999) confirms the inadequacy of teachers’ preparation when he stated that there is no specialist teacher for teaching citizenship education per se, but the teachers who are responsible for carrying out such a task are the teachers of social studies, social sciences, history and geography. He asserted that there is no specific training either in pre-service or in-service teacher education in citizenship education but such preparation is only provided for teachers of related subject areas such as social studies, geography and history. Yet specialist teachers have been trained in England since the introduction of citizenship education as a subject. In Botswana too, Adeyemi (2003) found that the social studies teachers had listed inadequate preparation as a challenge militating against students’ achievement in citizenship education.
                                                 CHAPTER EIGHT
                REPRESENTATION OF THE INTERVIEW DATA

Introduction
    
This chapter presents the analysis of the data obtained from the interviews with the Head of Departments of social studies and class leaders of social studies of the colleges of education in Ghana. The number of participants who took part in the interviews consisted of eight tutors and sixteen teacher trainees. In choosing the interviews, gender was not a criterion. For instance, any Head of Department in the eight colleges of education irrespective of gender was chosen. In the same manner any trainee who happened to be a class leader was interviewed.
        
It turned out that of the eight Head of Departments, two were females and six were males. The two females came from Wesley and Bimbila Colleges of Education. On the part of the teacher trainees, ten of the interviewees were females while six were males. The female trainees outnumbered the males because two of the colleges were female institutions and females were automatic class leaders. These two categories of people were selected because they appeared to have some major involvment in the social studies class.  For instance, the heads superintend over the other tutors of social studies whereas the class leaders oversees the teacher trainees in class. Therefore, to a follow-up interview to expand the results of the quantitative phase and to provide greater depth information, the two categories of people were deemed to be appropriate.
Interview schedules
   All the interviews were structured and were conducted face to face, and the responses were recorded. The interviews lasted between 40 and 50 minutes on an average. Two different interviews were scheduled for the Head of Departments (HoDs) and teacher trainees (class leaders). The interviews allowed probes that provided an opportunity to ask the participants to clarify or elaborate responses (Interviews protocol Appendix B). The interviews covered diverse aspects of citizenship education: the concept of citizenship, views on being a ‘good citizen,’ how citizenship education can be developed through the school curriculum, what subjects might best be suited for citizenship education, and why citizenship education is growing in importance in Ghana. In addition, approaches to be used in delivering citizenship education, values, skills and topics which are most important and must be included in citizenship education were also considered. 
The analysis of the interviews of the Head of Departments and teacher trainees (class leaders) of social studies
This area considers the opinions of some of the interviewees of social studies in the colleges of education regarding citizenship education. Major issues that came out from the analysis of the interviews are discussed as follows:
Meaning of ‘good citizen’
     Generally, the transcripts revealed that a ‘good citizen’ is someone who obeys rules and regulations of a country. Although, they see a good citizen as someone who obeys rules and regulations and as well as thinks of the well being of the country he/she lives in. From the viewpoint of one of the tutors, a citizen cannot be ‘good’ unless he/she demonstrates his/her love for the country in practice:
          …good citizen is any person who observes the rules and regulations

          of the country as well as thinking of the development 

           and advancement of the country [HoD, College of Education].
The teacher trainees also came out with similar meanings on the phrase of a ‘good’ citizen.  Some of the outstanding opinions were:
       …good citizen performs the responsibility as a member of a country,

       pays  taxes, protects property, votes and helps the police to do     
       investigations [Class leader, teacher training].
    … it entails a lot, but to me the best of it is the sense of respect

    for oneself and other peoples. It runs through almost every 

     activity of a good citizen. If I respect myself and others, there is 

     no way you would not accept or at least give a look at some else 

     opinion [Class leader, teacher training].

        The responses by the interviewees suggest that being a ‘good’ Ghanaian citizen is about being law abiding and developing national consciousness. There is some indication that the interviewees were not considering ‘good’ citizens to be only mindful of what they gain from their country but what they also do for the country to develop. In the questionnaire, the teacher trainees and the tutors rated law abiding as the most influential feature of a good Ghanaian citizen. This finding is supported in the interviews, because the majority of the interviewees admitted that abiding by the law is the mark of a good citizen.
The concept of citizenship
    The interviewees also expressed their views about the concept ‘citizenship’ as any person who is accepted as a member of a country legally. They added that one’s citizenship is acquired through birth, marriage and adoption. 
       …citizenship is any person who is accepted as a member of a

        country, either by birth, marriage, or adoption [Head of Department, college of education]

        …citizenship is a right given to a person to become a member
         of a particular country. This right becomes the citizenship right.

          [Teacher trainee, class leader]

One of the interviewees saw ‘citizenship’ as showing commitment to his/her country. This is how he puts it:
           …is the act of showing commitment and protection of resources 

            in a community and performing ones responsibilities and ability

            to live peacefully with others [HoD, College of Education].

As the interviewees explained the meaning of citizenship, they provided insights into what justifies one to become or gain citizenship. In the interviews, the interviewees brought up issues such as adoption, birth, marriage and naturalization as a means of acquiring citizenship. They expressed different reasons for their choices as:
          A nation will only develop where there is peace and people

        obeying the laws of the land and showing respect to others’ views 
       [Class leader, teacher trainee].

       … for me, to be called a citizen, you must be born

       into that country or either a member of other country

       who have come to naturalise to be part of a member 

       of another country [Class leader, teacher trainee].

     …the hallmark of citizenship is the interaction of man
     and his physical and social environment, it therefore 

     behoves the man to develop right attitudes, skills

     of using them and value them as well
        [HoD, College of Education].

An interviewee who understood citizenship to mean “a sense of belonging to a country or city /town” justifies his understanding as follows: “Because one cannot become a citizen when s/he is not a legal member of a country”
It is seen that the interviewees have knowledge on what is meant to be a good citizen in Ghana and how one gains his/her citizenship in Ghana. These views are in conformity with what is spelt out in the 1992 Constitution of the Republic of Ghana. It is hoped that the teacher trainees especially, will be able to teach others after graduating from college once they have demonstrated such knowledge.
Development of citizenship through school the school curriculum 
        In response to the question “How can citizenship be developed through the school curriculum?” the interviewees suggested that citizenship could be developed through making it part of the various subjects taught in schools and colleges. For instance, some of the interviewees provided the following suggestions:
           Citizenship can be developed through the school curriculum 

           by integrating the topic “citizenship” into various subjects such 

           as social studies [HoD, College of Education].
          … by introducing it into the curriculum, topics that can instill

           into students values that can help championing national 

             development [Class leader, teacher trainee].

An interviewee mentioned the development of citizenship in line with the physical and social environment. This is how he makes his argument:

          In relation to the physical, citizenship can be developed
          through the exploration and interpretation whilst

          the social environment can be developed through 

          mingling with the institutions of man [Class leader, teacher trainee].

 As a follow-up item to the introduction of citizenship in the school curriculum, the interviewees were asked about the subject areas which were best suited for citizenship education; they came out with a number of subjects such as social studies, religious and morale education, science and creative arts. Although the interviewees expressed support for citizenship education as a cross-curricular theme, they also found a strong relationship with social studies, civic education and citizenship. A number of the interviewees rated social studies as the most suited subject for the citizenship education for these reasons: “Social studies because in the subject, students are taught issues related to neighbours and countries” [ HoD, College of Education]. A teacher trainee class leader also added “Social studies because it talks about the behavioural change in living, how to care of school property, the classroom and weeding their plots and then teach how to vote.” 
      Two of the students attached citizenship to creative studies. They explained that creative studies are concerned with the practical side, whereas social studies is concerned with the theoretical side. Other suggestions were that there should be a specific subject called citizenship education to cater for citizenship issues as it is done at the upper primary level of education in Ghana.
           The interviewees were further probed to find out their understanding of citizenship education. The common trend in their understanding was that it was a way of preparing the young people to take up their citizenship roles in the future. Some of these specific definitions were given as:
1. It is some form of education which could be formal or informal, given out to pupils with the intention of preparing them to participate effectively in the activities of social life.
2. Teaching a person to know the various rights and responsibilities which bestowed on him/her as a citizen in that particular country. It can also be formal or informal. Formal education is what happens in the classroom situation. Informal is about what happens on the T.V, radio, newspapers and other media to teach us about the various rights and responsibilities.
3. It is a subject meant to train pupils, and students to become good and law abiding.
After demonstrating their understanding on what citizenship education should be, they further came up with the issues that should be included in citizenship education. For instance, the HoDs stressed “sense of patriotism, sense of identity, importance of a good citizen, fundamental human rights and protecting natural resources.”  The class leaders also shared similar views on issues to be included in citizenship education with the HoDs.
    Surprisingly, one class leader expressed a totally different view with regard to the role of school in citizenship education. She thought citizenship education cannot be developed by a school, as school subjects concentrate on memorization, and regular examinations and are an end in themselves.
 The interviewees were further asked whether they anticipated any future change in the subjects focused on citizenship education. They held different opinions on this question. Almost half of them said they anticipated a future change in the subject they had mentioned. This was how one of them expressed his views:
              …I am anticipating that civic education would be made a core subject in SHS, a liberal in the universities, a compulsory course in the colleges of education as well as in the in basic schools [HoD, College of Education].

An interviewee (student) who also shared a similar anticipation of change added that in the future, a special programme should be mounted to deal purposefully with national issues and peaceful co-existence with other countries.

      However, some of the interviewees who did not anticipate any change at all, expressed these feelings:” No! If anything at all, it would be something that would rather strengthen social studies.” [HoD, college of education]. “The subject must be continuously taught and made a core for the first and second cycle of education” [Class leader, teacher trainee].
  The importance of citizenship education in Ghana
In Ghana, citizenship education is taught as a subject on its own at the upper primary level, taught under social studies at the junior high schools, senior high schools and the colleges of education. The interviewees were asked whether citizenship education was becoming important in Ghana. From the interviewees’ perspectives, citizenship education was helping to nurture democratic principles among the youth with the intention of achieving or consolidating national unity. From their perspectives, this unity is the key ‘ingredient’ in democratic governance that Ghana strives to develop.
         An HoD submitted that by citizenship education aiming at promoting unity, it will encourage a spirit of mutual assistance and working interaction among Ghana’s diverse peoples. Interestingly, he alluded to what Buah(1998) emphasized that unity emanating from physical proximity reflects the historical development of  Ghana, which placed diverse ethnic groups together and expected them to work together as nation.

        Interestingly, a teacher trainee leader mentioned that citizenship education was of importance because “members of a country must learn and know what is expected of them as citizens of Ghana, the available rights and responsibilities. They should also know what is happening in other countries.” It also came out from a class leader that citizenship education is growing in importance because people are not obeying the laws of the country and therefore the young should be taught to value the role of being responsible citizens, and encouraged to become such. 
 Values and skills to be developed in citizenship education
        The interviewees were further asked about the values and skills that were developed in citizenship education. More than half of the HoDs were of the view that values such as sense of patriotism, respect for one another, truthfulness, and sense of belongings have been developed in citizenship education. The majority of the class leaders also mentioned values such as self-control, loyalty, obedience, and commitment. 

         On the skills needed to be developed, the tutors mentioned critical thinking, observation skills, and interrogative skills, analytical and reflective skills.   The class leaders also mentioned skills such as communication, listening and critical thinking.
        There was a follow-up question on topics that needed to be developed in citizenship education. Here, different views were expressed .While some interviewees mentioned topics such as nation building, improving the constitution, and fundamental human rights; others suggested our “community, protecting the natural resources, freedom of speech and democracy.”
Emerging issues
     This chapter has presented the data obtained from the semi-structured interviews which were conducted with HoDs and class leaders of social studies in the colleges of education in Ghana. The following issues emerged from the analysis. All the interviewees held the view that citizenship is a set of rights and obligations. The views expressed show that citizens’ duties include abiding by the laws of a country, paying taxes, and respecting authority. 
       Generally, a good Ghanaian citizen can be described as being patriotic and law abiding. Citizenship education is seen as an important area in schools because it helps to nurture the young ones to be responsive to democratic issues. 
      The interviewees held the view that citizenship education is broad area   that can be delivered by all subject areas. Yet, they considered social studies as the most appropriate area for introducing citizenship education. 
      The next chapter considers summary, conclusion and recommendations made from the questionnaires   and interviews. It aims to build a broad perception of tutors and teacher trainees on the provision of citizenship education in Ghana in general and teacher education in particular.
CHAPTER NINE
             SUMMARY, CONCLUSION AND RECOMMENDATIONS

Introduction
    This study represents an effort to better understand the perceptions of teacher trainees and tutors of social studies on citizenship education in colleges of education in Ghana. The chapter presents a summary of the study, conclusions drawn from the findings and recommendations made for application. Suggestions on areas for further research are also presented.
 Summary    
    Conceptually, it is argued that teachers' development of citizenship attitudes, skills and practices during their training and the  eventual  application of these  competencies  in the  classroom, take place within the context of competing assumptions, attitudes,  beliefs, values, information and objectives. These competing perspectives and the varying amounts of power that players dispose of to actualize them are located within individual teachers, national and international institutions and organizations and global academe. All of these forces combine to shape the effectiveness of policy implementation in general and citizenship education development reform efforts in particular by way of their intrinsically political and values-based nature.
The conceptual framework of this study was therefore based on social capital theory and ecological and cognitive psychological theories, supported by the cognitive strategy use model, applied  to  civic  activity  (Martin,  2005).This  model  emerged  from  a study  on  a high schools students'   use  of  cognitive  strategies  in  the  social  studies  classroom,   and  it suggests that behaviour relates to understanding how to do a task, seeing the task as being relevant, and being motivated  to  do  the  task.  Put  differently,  the  way  one  perceives  a  task  will  drive  his/her commitment to it. Against this background, the study sought to explore the perceptions of teacher trainees and tutors of social studies on citizenship education in the colleges of education in Ghana.

         A methodology based on both the positivist and interpretative paradigms (mixed method approach) was used. The perception of teacher trainees and tutors of social studies in the colleges of education were surveyed through the use of questionnaires and interviews. In all, 255 teacher trainees and 34 tutors responded to the items. Twenty-four interviewees consisting of eight Head of Departments and sixteen trainees’ class leaders of social studies were interviewed.
The main instrument used was questionnaire which consisted of four key sections. Section one consisted of introduction to the questionnaire that pointed out the rationale of the research, the rights of the respondents and some guidelines for responding to the items. Section A followed by items on demographic information. The other sections were structured based on the research questions. All the structured items were measured using the Likert-type scale. In designing the questionnaire, issues in the literature, the researcher’s professional experience and knowledge guided him. Head of Departments of colleges’ of education and teacher trainees’ class leaders were also interviewed.

        The completed questionnaires were numbered and coded. All the data gathered from the questionnaires were then fed into the Statistical Product for Service Learning Programme. With the help of this statistical package, descriptive statistics, including, percentages, frequencies, means and standard deviations were calculated as well as inferential statistics.
 Six research questions guided the study: What perceptions do teacher trainees and tutors have on citizenship education? What perceptions do tutors and teacher trainees have on the characteristics of a good Ghanaian citizen? How are the principles of citizenship education practised in the colleges of education? What are the teaching methods and resources used by social studies tutors in delivering citizenship education in the classroom?  What values and skills will be considered important in citizenship education? And what are the policy implications for citizenship education?

    The summary of the findings as presented in chapters five, six and seven and eight are as follows:

Teacher trainees’ and tutors' perceptions on citizenship education
To facilitate development of citizenship education in Ghana, teacher trainees and tutors should have a better understanding on the meaning of citizenship education. Their understanding will eventually, drive their perception and commitment in the teaching and learning of citizenship education. Therefore, the first research question addressed by this study was the teacher trainees and tutors perceptions on what was meant by the term “citizenship education”. In the case of the tutors, all of them agreed that all the statements in the survey described the meaning of citizenship education. With the teacher trainees, 231(90.6%) out of 255(100%) also agreed that the statements described the meaning of citizenship education.

Teacher trainees' and tutors' perceptions on a good Ghanaian citizen
Perception drives peoples' commitment in performing a task. Teachers' perceptions of the definition of a good Ghanaian citizen will shape their development of classroom activities for their students’ development.  The survey in this research sought to understand both tutors’ and trainees’ perceptions of the definition and qualities of a good Ghanaian citizen. 
In all the statements that described a good Ghanaian citizen, the tutors and teacher trainees demonstrated considerable agreement on the qualities of a good Ghanaian citizen, although there seemed to be some differences. Out of the 23 items that described the characteristics of a good Ghanaian citizen, the tutors and teacher trainees differed on nine items. The effect sizes however, were very small(less than 0.2).
It was however, noted that both tutors and teacher trainees were not so keen to expect a good Ghanaian citizen to participate in politics at national and international levels. One would have thought that Mr. Kofi Annan, a Ghanaian, who once became UN General Secretary would serve as a role model for a good Ghanaian citizen participating, in national and international politics.

The practice of citizenship education in the colleges of education
Conceptually, the way tutors and teacher trainees perceive and teach citizenship education in the colleges of education will influence national development. The nature of practice that takes place in the classrooms will help the teacher trainees in their habit formation so that they can also practice it after graduation. Objective two of the study therefore sought to determine how citizenship education was practised in the colleges of education in Ghana.

The study revealed that both teacher trainees and tutors were in agreement with abiding by the rules and regulations, showing loyalty towards college authority, respecting the views of both teachers and colleagues and protecting the environment as practices in the classrooms. They also practised citizenship education by participating constructively in social activities making a good contribution to raise the image of the college, voting in college elections and tolerating different views on campus. 
As a sub-objective to examining the practices of citizenship education, the general approaches of introducing citizenship education in schools and colleges in Ghana, was examined. This was to find out if respondents perceptions which will eventually direct their commitment to citizenship education.  The study revealed that both teacher trainees and tutors accepted that specific subjects called citizenship education, social studies, history and geography were the appropriate approaches to use for introducing citizenship education. Subjects like science and mathematics were found to be the least supported approaches for introducing citizenship education.

Strong consensus existed between teacher trainees and tutors about what constitutes the goal of citizenship education. In all the fourteen items describing the goals of citizenship education, the respondents showed considerable agreement with all of them.
Methods for teaching citizenship education in the colleges of education
    Developing effective citizenship education demands the adoption of appropriate teaching/ learning methods in the classrooms. Therefore, the fifth objective of the study was to examine the methods used to teach citizenship education. The emerging issue from the study was that the tutors and teacher trainees generally accepted the student-centred teaching methods as being appropriate in delivering citizenship education, both in schools and colleges of education in Ghana.
    On the subject of the effectiveness of the colleges’ classroom activities in teaching citizenship education, all the respondents saw value in the methods identified. It was only on the statement 'the teacher lecturers and students take note” that tutors were a bit undecided.
Values and skills developed through citizenship education
     Objective six of the study sought to determine the important values and skills that were developed through citizenship education. The findings revealed that both tutors and teacher trainees agreed on valuing, and practising Ghana's  traditions and cultures, willingness to uphold nation’s sovereignty for achieving the well being in Ghanaian society, dedication to the human rights and rule of law, resolving conflict peacefully at national and international levels, as important and effective values developed through citizenship education.
On the skills to be developed, the findings revealed that intellectual skills which help students to understand, explain, compare and evaluate the principles of government are important and effective in the citizenship education classroom. In addition, participatory skills, decision-making skills, cooperative working skills and ICT skills have also been accepted by both tutors and teacher trainees as also important and effective in the citizenship education classroom.
Challenges of teaching citizenship education
       On the challenges of teaching citizenship education, the tutors and teacher trainees agreed on the following:
(1) Teachers require expert knowledge in teaching citizenship education
(2) There is a difficulty in having clear definitions
(3) Citizenship education needs financial support
(4) Citizenship education is not examined as a subject on its own
(5) School authorities do not give their support to citizenship education
(6) Teachers are not adequately prepared to teach citizenship education and
       (7) There is lack of teaching and learning resources for citizenship education. 
Conclusions
          The conceptual framework of this study was based on the cognitive strategy used model applied to civic activity (Martin, 2005). The framework suggests that behaviour relates to understanding how to do a task, seeing the task as being relevant and being motivated to do the task. This made the researcher to propose that the way tutors understand and perceive the concept of citizenship education in terms of knowledge, values and skills will influence their commitment to teaching the teacher trainees in the colleges of education. In the same way, how teacher trainees are being taught in colleges of education will influence their knowledge, values, skills and even the teaching methods to be used after graduation. Therefore, if both tutors and teacher trainees have positive perceptions of citizenship education in Ghana, it may translate into national development through their commitment to their assigned duties as educators of future leaders. That notwithstanding, challenges by way of teaching and learning of citizenship education should be identified and addressed.

This research was a survey study conducted with the aid of questionnaire, interviews and statistical analysis. And like all other researches, it may not be completely devoid of errors and these may have influenced the foregoing findings of the study. Notwithstanding these observations, the following tentative conclusions which are of much relevance and implications for manpower needs of Ghana could be drawn from the empirical evidence available for the study. The results of this study substantiate some of the earlier cited literature and at the same time refute some others. 
From the findings of the study, it can be concluded that both tutors and teacher trainees have understanding and substantial agreement on what is meant by citizenship education. 
Again it has been found that tutors and teacher trainees have considerable agreement about the characteristics of a good Ghanaian citizen. 
Both  teacher trainees and tutors are in agreement that abiding by the rules and regulations, showing loyalty towards college authority, respecting the views of both teachers and colleagues as well as protecting the environment, are some of the ways through which citizenship education  is practised in the colleges of education. 
Social studies, citizenship education, history and geography have been identified as the appropriate approaches for introducing citizenship education. Scientific subjects, such as science and mathematics, were perceived as the least appropriate approaches for introducing citizenship education. Again, there was considerable agreement between teacher trainees and tutors about what constitute the goal of citizenship education. 

The study also concludes that both student teachers and tutors agree on valuing and practising Ghana’s traditions and cultures, willingness to uphold the nation’s sovereignty for achieving well being in Ghanaian society, dedication to the human rights, and dedication to the rule of law, resolving conflict peacefully at national and international levels are important values that are developed through citizenship education

            In addition, participatory skills, decision-making skills, cooperative working skills and ICT skills have also been found by both teacher trainees and tutors of colleges of education as very essential so far as citizenship education is concerned.
          There are challenges that face the teaching and learning of citizenship education in the colleges of education.

Policy implications recommended
In the light of the findings of this study, the following recommendations are made:
1. It is recommended that a policy be put in place for social studies teachers to have a regular in-service training on current issues in citizenship education. This will enable teachers to sustain the knowledge they have obtained.
2. It should be emphasized that the learning of citizenship virtues is a collective effort involving educators, administrators, teachers, curriculum planners, students and other stakeholders 
3. An emphasis of the importance of citizenship education for both tutors and teacher trainees should be considered in designing the social studies programmes and other related programmes such as geography and history. If one accepts the assumption that what one is interested in greatly affects the quality of his learning, then it follows that both tutors’ and trainees’ views must be incorporated in designing the social studies programme. 
4. Citizenship education should be introduced as a programme on its own in the senior high schools, colleges of education and the universities and examined externally as well. This will enable teachers and students to attend to the programme with the seriousness it deserves.
5. In designing citizenship education programmes in the colleges of education, consideration should be given to the provision of teaching and learning materials such as textbooks and ICT facilities. The study has revealed that the unavailability of appropriate teaching and learning materials create a challenge in the teaching and learning of citizenship education in the colleges of education. Care should therefore be taken to avoid rushing the process of any curriculum design, no matter the time constraints and pressure from policy makers. It must be pointed out that no matter how good teachers are, certain educational materials should be provided in the colleges to make them function as good and effective teachers.
6. It is recommended that social studies should be given the needed boost to help teach citizenship education. This can be done by increasing the number of credit hours on the school time-table, and creating a social studies room. Social studies teachers should also be awarded scholarships to do further studies after their first degree graduation to enhance their knowledge in citizenship education. 
7. It is also recommended that teachers should still be encouraged to use the student-centred approach in teaching citizenship education in social studies. This is because it makes students participate fully in the teaching/ learning process. Educationists stress that it is not what the teacher does that brings about effective learning but students’ involvement in the lesson.
8. To overcome the challenges of teaching of citizenship education, teachers are to supplement the official curriculum and textbooks with multiple sources of information such as audio, visual, articles and research. Teachers should also pay attention to what is around in books and episodes on television and radio programmes to inform them about what they are doing or are intending doing in the class.
9. To strengthen students’ knowledge, values and skills in citizenship education, teachers need to be prepared to provide students with regular opportunities to make daily decisions about democratic principles that are respectful of human dignity and rights of individuals and the common good. Teachers are to be taught in how to provide thought and deliberate classroom engagement, including exposure to controversial or ethical issues where learners have a safe place to practise their critical thinking skills.
Areas for further studies

1. A study to examine the perceptions associated with citizenship of other stakeholders such as education officers, parents, and politicians is needed in future studies. It is anticipated that this will be important in providing information about the efforts to develop citizenship education in Ghana.
2.  A study which is geared towards identifying teachers’ training needs associated with citizenship education will be crucial and will eventually assist with preparing teachers to teach citizenship education.
3. A tracer study on teachers who are on the field teaching can be conducted to find out how the teachers are performing at the basic schools where citizenship education has been introduced.
4. Further study is needed to explore challenges such as insufficient knowledge about the basic concept of citizenship, the linking of courses to the community, lack of interest in using co-curricular activities and continued   use of teacher centred activities.
5. This study has focused on exploring the perception of teacher trainees of social studies and their tutors about citizenship education. Nevertheless there is the need to investigate the perception of teacher trainees in other specializations such as science, mathematics, religious studies, English language, business studies and Ghanaian languages, since some aspects of citizenship can be taught in these subjects.
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                                                   APPENDDICES
APPENDIX A  
Questionnaire for tutors 
As a tutor in Colleges of Education, your responses can help provide important information that will be valuable to shape future policy and practice on citizenship education. You are strongly assured of your anonymity and confidentiality. Please, feel free to respond to the statements and questions that follow.  Please, kindly respond by ticking the appropriate box provided or fill the space 
A. BIOGRAPHICAL INFORMATION

(Please tick in the appropriate box)

1. Nationality
[    ]  Ghanaian

[    ]  Non-Ghanaian

2. Name of your college…………………………………………………..

3. Sex:       Male     [      ] 

 Female [      ]

4. Age:      …………………………………………………………

5. For how long have you been teaching social studies?…………………………………   

6. Have you specifically been trained to teach social studies?

       Yes   [    ]

        No   [    ]

7. If Yes, at what level?

    Initial teacher training    [    ]

    Diploma        [    ]

    Degree           [    ]

    Postgraduate [    ]

   Other, (specify)……………..

8. Do you need   periodic in-service training to enable you teach citizenship education?

                Yes  [   ]

               No [   ]

9. Why so?………………………….....................................................................................

………………………………………………………………………………………………………………………………………………………………………………………………

B. PERCEPTION ON THE TERM “CITIZENSHIP”
10. Express the perception you have on the term “Citizenship Education” :  (please use Yes or No to respond to the items)
	Citizenship education means:
	YES
(Agree)
	NO
Disagree)

	A set of rights an                   Developing ideas ,beliefs ,desirable behaviour and attitude of students
	
	

	Providing students with sufficient knowledge and understanding of  national history and politics
	
	

	Inculcating certain basic skills and tools in solving societal problems
	
	

	Providing the knowledge of the constitution, its principles ,values, history and application contemporary life
	
	

	Preparing l the young for their roles and responsibilities
	
	

	Making the conscious attempt to provide knowledge and respect for political institutions 
	
	

	Making deliberate effort to offer  the younger  generation moral, social, intellectual and knowledge about cultural heritage
	
	

	Developing  skills of participation in both private and public spheres
	
	


Others please specify: ………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………

Please, comment on your choice(s) ……………………………………………………….

………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………

C. PERCEPTION ON THE TERM “CITIZENSHIP”
11. In your own perception how do the following attributes describe a good Ghanaian citizen?

	A good Ghanaian citizen is one who:
	Positive
	Negative

	Abides by the rule of law
	
	

	Shows loyalty towards the President of the country
	
	

	Respects the symbols of the country
	
	

	Votes in every national election
	
	

	Maintains traditional norms and customs
	
	

	Knows how the government works
	
	

	Knows important events in the national history
	
	

	Can make wise decisions
	
	

	Fulfils his family’s responsibilities
	
	

	Learns from experiences elsewhere in the world
	
	

	Tolerates diversity within his society and the wider world
	
	

	Communicates by using more than one language
	
	

	Participates in politics at national and international levels
	
	

	Makes a good contribution to advance the Ghanaian economy
	
	


	Respects the cultures of other nations
	
	

	Protects the environment
	
	

	Participates constructively in public life
	
	

	Knows his/her rights and duties
	
	

	Stands for his/her rights
	
	

	Is concerned about the welfare of others
	
	

	Provides the government with some criticisms about its policies 
	
	

	 Thinks critically about media reports
	
	

	Participates  critically in discussions about the traditions and customs
	
	


Others, please specify………………………………………………………………………

………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………
D. PRACTICES OF CITIZENSHIP EDUCATION IN COLLEGES
12. Citizenship education is practiced in your college by.

	Statement
	Strongly agree
	Agree
	Unknown
	Disagree
	Strongly disagree

	Abiding  by the rules and regulations
	
	
	
	
	

	Showing loyalty towards college authority 
	
	
	
	
	

	Respecting the views of both teachers and colleagues  
	
	
	
	
	

	Protecting the environment   
	
	
	
	
	

	Participating constructively in school activities
	
	
	
	
	

	Knowing my rights and responsibilities
	
	
	
	
	

	Making a good contribution to raise the image of the college
	
	
	
	
	

	Voting in an every college election
	
	
	
	
	

	Tolerating different views on campus  
	
	
	
	
	


E. GENERAL APPROACHES OF INTRODUCING CITIZENSHIP EDUCATION

      13. Citizenship education is taught through the following approaches. Tick by     

      confirming your choice of the given approaches.  

	Citizenship education be taught through


	Most appropriate
	Appropriate
	Unknown
	Inappropriate
	Totally inappropriate

	A specific subject called citizenship education
	
	
	
	
	

	Social studies, history and geography
	
	
	
	
	

	Other Humanities subjects (e.g. languages, religion)
	
	
	
	
	

	Scientific subjects (science and mathematics)
	
	
	
	
	

	Co-curricular activities
	
	
	
	
	

	Every part of the curriculum
	
	
	
	
	


 Others please specify:………………………………………………………………………

………………………………………………………………………………………………………………………………………………………………………………………………

	Additional comments about the approaches to teach citizenship education:




F. GOALS OF CITIZENSHIP EDUCATION

        14. The goals of citizenship education include:

	Citizenship education must be directed to provide students with
	Strongly Agree
	Agree
	Unknown
	Disagree 
	Strongly Disagree



	Knowledge about politics and the forms of ruling
	
	
	
	
	

	Knowledge about society and the political, economic and cultural systems in the country
	
	
	
	
	

	Understanding a reciprocal relationship between rights and responsibilities
	
	
	
	
	

	Real opportunities to participates in community activities
	
	
	
	
	

	Skills to participate in the country’s political process
	
	
	
	
	

	The values of patriotic and loyal citizens
	
	
	
	
	

	Ways in which to protect the environment nationally and globally
	
	
	
	
	


	Concerns for what happens in other countries
	
	
	
	
	

	Positive attitudes towards work, production, saving and consumption
	
	
	
	
	

	Government and how it works
	
	
	
	
	

	Standards of moral behavior
	
	
	
	
	

	Appreciation of heritage and culture
	
	
	
	
	

	Commitment to family responsibilities
	
	
	
	
	


Others please specify:……………..........................................................................................

G. DELIVERING CITIZENSHIP EDUCATION:

                           15. Decide on how important and effective the following methods are effective                            

                            in achieving the goals of citizenship education. (Please, tick your response in   

                           both column (A) and (B).
	A

How important is each of the following methods for achieving the goals of citizenship education?
	Citizenship education – teaching methods
	B

How effective is your class in training student teachers to use each method?

	Very important
	important
	Undecided
	unimportant
	Very unimportant
	
	Very effective 
	Effective
	Undecided
	Not effective
	Very ineffective

	
	
	
	
	
	Students work on projects that involve gathering information outside of school
	
	
	
	
	

	
	
	
	
	
	Students study textbooks
	
	
	
	
	

	
	
	
	
	
	Students work in groups on different topics and prepare presentation
	
	
	
	
	

	
	
	
	
	
	Students participate in role play and simulation
	
	
	
	
	

	
	
	
	
	
	The teacher asks questions and the student answers
	
	
	
	
	

	
	
	
	
	
	The teacher lectures and the students take notes
	
	
	
	
	

	
	
	
	
	
	Controversial issues are discussed in class
	
	
	
	
	

	
	
	
	
	
	Students participates in events or activities in the community
	
	
	
	
	

	
	
	
	
	
	Using a case study approach
	
	
	
	
	

	
	
	
	
	
	Activities in which students are encouraged to think critically
	
	
	
	
	

	
	
	
	
	
	Invite people from community to talk to students
	
	
	
	
	

	
	
	
	
	
	Use the internet to gather information and chat with other students in the world
	
	
	
	
	

	
	
	
	
	
	Encourage students to organize a campaign to show their support for some national and international issues 
	
	
	
	
	

	
	
	
	
	
	Encourage students to write letters to the officials to express their opposition to some government policies 
	
	
	
	
	


Others please specify; ………………………………………………………………………………………

H.  VALUES AND SKILLS ACQUIRED IN CITIZENSHIP EDUCATION

	A

How important is each of the following values for citizenship education?
	Citizenship education develops the following
	B

How effective is your class in helping student teachers to develop each value?

	Very important
	Important
	Undecided
	Unimportant
	Very Unimportant
	
	Very effective 
	Effective
	Undecided
	Not effective
	Very ineffective

	
	
	
	
	
	Valuing and practicing Ghana traditions and culture
	
	
	
	
	

	
	
	
	
	
	Love for the nation
	
	
	
	
	

	
	
	
	
	
	Willingness to sacrifice for the nation
	
	
	
	
	

	
	
	
	
	
	Bravery and willingness to uphold the nation’s sovereignty
	
	
	
	
	

	
	
	
	
	
	Cooperation for achieving well being in Ghanaian society
	
	
	
	
	

	
	
	
	
	
	Tolerance of other ideas, people, religions and cultures
	
	
	
	
	

	
	
	
	
	
	Integrity in conducting public responsibilities
	
	
	
	
	

	
	
	
	
	
	Dedication to human rights
	
	
	
	
	

	
	
	
	
	
	Dedication to the rule of law
	
	
	
	
	

	
	
	
	
	
	Responsibility to respect the public spaces (e.g. buildings, sparks, schools)
	
	
	
	
	

	
	
	
	
	
	Disapproval of discrimination on the grounds of gender, race and religion
	
	
	
	
	

	
	
	
	
	
	Resolve conflict peacefully in national and international issues
	
	
	
	
	

	
	
	
	
	
	Standing up against injustice and inequality 
	
	
	
	
	


 16. Values of citizenship education: (please tick your response in both column (A) and (B)

Others please specify;……………………………………………………………………………………... 

17. Do you need   periodic in-service training to enable you teach citizenship education?

                Yes [   ]

              No [   ]

18.Why so?…………………………………….......................................................................................

………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………
19. Skills of citizenship education: (please tick your response in both column (A) & (B)

	A

How important is each of the following skills to citizenship?
	Citizenship education develops the following
	B

How effective is your class in helping student teachers to develop each skill?

	Very important
	Important
	Undecided
	Unimportant
	Very unimportant
	
	Very effective 
	Effective
	Undecided
	Not effective
	Very ineffective

	
	
	
	
	
	Intellectual skills which help students to understand, explain, compare and evaluate the principles and practices of government and citizenship. 
	
	
	
	
	

	
	
	
	
	
	Participatory skills that citizens require to monitor and influence public policies.
	
	
	
	
	

	
	
	
	
	
	Decision-making skills that helps to identify issues, examine alternatives and likely consequences of each choice and to defend one choice as a better one. 
	
	
	
	
	

	
	
	
	
	
	Cooperative working skills (those which will help students to experience and practice leadership, conflict resolutions, compromise, negotiate and constructive criticism. 
	
	
	
	
	

	
	
	
	
	
	ICT skills to communicate effectively to find and handle  information
	
	
	
	
	

	
	
	
	
	
	ICT skills to make contact with people and organizations across the world.
	
	
	
	
	

	
	
	
	
	
	Problem -solving skills in order to identify and frame their own questions and answers.
	
	
	
	
	

	
	
	
	
	
	Numerical skills to examine socio-economic issues.
	
	
	
	
	


I. CHALLENGES OF TEACHING CITIZENSHIP EDUCATION

20 . The challenges of teaching citizenship education include:

	STATEMENT
	Strongly Disagree
	Disagree

 
	Undecided


	Agree

  
	Strongly Agree



	Teachers require expert knowledge in teaching citizenship education
	
	
	
	
	

	There is difficulties in having clear definitions on citizenship education
	
	
	
	
	

	 Citizenship education needs  financial resources.


	
	
	
	
	

	Citizenship education is not examined as a subject on its own
	
	
	
	
	

	College authorities do not give their support to citizenship education
	
	
	
	
	

	Teachers are not adequately prepared to handle citizenship education
	
	
	
	
	

	There is lack of teaching and learning resources for citizenship education
	
	
	
	
	


J. IMPROVEMENT IN CITIZENSHIP EDUCATION

21. Select three most important items listed below by ticking (√) the three appropriate boxes how to help improve citizenship education in your college

We need … 

(a)  More materials and textbooks                              [     ]

(b) Better materials and textbooks                              [     ]

(c) Additional training in teaching methods               [     ]

(d) Additional training in subject-matter knowledge [     ] 

(e) More co-operation between teachers in different subject areas  [      ]

(f) More instructional time allocated to citizenship education         [      ]

(g) More opportunities for special projects                                        [     ]

(h) More resources for co-curricular activities                                   [     ]

(i) More autonomy for school decisions                                            [     ]

                                APPENDIX B
      Interview schedule for tutors
Date of interview:

Interviewer:

Interviewee:

College:

Location:

Time started:




Time ended:

1. For how long have you been teaching in the college?

2. What comes to your mind when you hear the phrase “a good citizen”?

3. What does ‘citizenship’ mean to you?

4. Which factors are most influential in defining the meaning of citizenship?  …………………………………………………………….

What is the reason for your choice?  ………………………………………………………………………

5. How can citizenship be developed through the school curriculum?

6. Which subject areas are best suited for this?

7.  Why?

8. What are the main factors relating to citizenship that you have developed in your student teachers during their training programme?

· Care about what happens relating to other countries

· Critical thinking

· Patriotism

· Abides by law

· Accept other opinions; people and culture

· Human rights

9. What are the most suitable methods to develop citizenship?

10. Which of the methods suggested do you use in class with your student teachers?

11. What values do students acquire from learning citizenship education?

12. What skills do students acquire from learning citizenship education?

13. Mention some of the challenges in teaching citizenship education.

14. How can citizenship education be improved in your college?

APPENDIX C

Questionnaire for teacher trainees
As a tudent –teachers in Colleges of Education, your responses can help provide important information that will be valuable to shape future policy and practice on citizenship education. You are strongly assured of your anonymity and confidentiality. Please, feel free to respond to the statements and questions that follow.  Please, kindly respond by ticking the appropriate box provided or fill the space 
A. BIOGRAPHICAL INFORMATION

(Please tick in the appropriate box)

11. Nationality
[    ]  Ghanaian

[    ]  Non-Ghanaian

12. Name of your college…………………………………………………..

13. Sex:       Male     [      ] 

 Female [      ]

14. Age:      …………………………………………………………

15. For how long have you been studying  social studies in this college?…………………………………   

16. Are you specifically being  trained to teach social studies?

       Yes   [    ]

        No   [    ]

17. If Yes, at what level?

    Primary        [    ]

    Junior High  [    ]

    Senior High [    ]

    college         [    ]

   Other, (specify)……………..

18. Do you need   extra contact hours to enable you learn citizenship education?

                Yes  [   ]

               No [   ]

19. Why so?………………………….....................................................................................

………………………………………………………………………………………………………………………………………………………………………………………………

B. PERCEPTION ON THE TERM “CITIZENSHIP”
20. Express the perception you have on the term “Citizenship Education” :  (please use Yes or No to respond to the items)
	Citizenship education means:
	YES
(Agree)
	NO
(Agree)

	A set of rights an                   Developing ideas ,beliefs ,desirable behaviour and attitude of students
	
	

	Providing students with sufficient knowledge and understanding of  national history and politics
	
	

	Inculcating certain basic skills and tools in solving societal problems
	
	

	Providing the knowledge of the constitution, its principles ,values ,history and application contemporary life
	
	

	Preparing the young for their roles and responsibilities
	
	

	Making the conscious attempt to provide knowledge and respect for political institutions 
	
	

	Making deliberate effort to offer  the younger  generation moral, social, intellectual and knowledge about cultural heritage
	
	

	Developing  skills of participation in both private and public spheres
	
	


Others please specify: ………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………

Please, comment on your choice(s) ……………………………………………………….

………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………

C. PERCEPTION ON THE TERM “CITIZENSHIP”
11. In your own perception how do the following attributes describe a good Ghanaian citizen?

	A good Ghanaian citizen is one who:
	Positive
	Negative

	Abides by the rule of law
	
	

	Shows loyalty towards the President of the country
	
	

	Respects the symbols of the country
	
	

	Votes in every national election
	
	

	Maintains traditional norms and customs
	
	

	Knows how the government works
	
	

	Knows important events in the national history
	
	

	Can make wise decisions
	
	

	Fulfils his family’s responsibilities
	
	

	Learns from experiences elsewhere in the world
	
	

	Tolerates diversity within his society and the wider world
	
	

	Communicates by using more than one language
	
	

	Participates in politics at national and international levels
	
	

	Makes a good contribution to advance the Ghanaian economy
	
	


	Respects the cultures of other nations
	
	

	Protects the environment
	
	

	Participates constructively in public life
	
	

	Knows his/her rights and duties
	
	

	Stands for his/her rights
	
	

	Is concerned about the welfare of others
	
	

	Provides the government with some criticisms about its policies 
	
	

	 Thinks critically about media reports
	
	

	Participates  critically in discussions about the traditions and customs
	
	


	Developing people’s capacity to co-exist with others peacefully
	
	


Others, please specify………………………………………………………………………

………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………

D. PRACTICES OF CITIZENSHIP EDUCATION IN COLLEGES
12. Citizenship education is practiced in your college by.

	Statement
	Strongly agree
	Agree
	Unknown
	Disagree
	Strongly disagree

	Abiding  by the rules and regulations
	
	
	
	
	

	Showing loyalty towards college authority 
	
	
	
	
	

	Respecting the views of both teachers and colleagues  
	
	
	
	
	

	Protecting the environment   
	
	
	
	
	

	Participating constructively in school activities
	
	
	
	
	

	Knowing my rights and responsibilities
	
	
	
	
	

	Making a good contribution to raise the image of the college
	
	
	
	
	

	Voting in an every college election
	
	
	
	
	

	Tolerating different views on campus  
	
	
	
	
	


E. GENERAL APPROACHES OF INTRODUCING CITIZENSHIP EDUCATION

13. Citizenship education is taught through the following approaches. Tick by confirming your choice of the given approaches.  

	Citizenship education be taught through


	Most appropriate
	Appropriate
	Unknown
	Inappropriate
	Totally inappropriate

	A specific subject called citizenship education
	
	
	
	
	

	Social studies, history and geography
	
	
	
	
	

	Other Humanities subjects (e.g. languages, religion)
	
	
	
	
	

	Scientific subjects (science and mathematics)
	
	
	
	
	

	Co-curricular activities
	
	
	
	
	

	Every part of the curriculum
	
	
	
	
	


 Others please specify:………………………………………………………………………

………………………………………………………………………………………………………………………………………………………………………………………………

	Additional comments about the approaches to teach citizenship education:




F. GOALS OF CITIZENSHIP EDUCATION

  14. The goals of citizenship education include:

	Citizenship education must be directed to provide students with
	Strongly Agree
	Agree
	Unknown
	Disagree 
	Strongly Disagree



	Knowledge about politics and the forms of ruling
	
	
	
	
	

	Knowledge about society and the political, economic and cultural systems in the country
	
	
	
	
	

	Understanding a reciprocal relationship between rights and responsibilities
	
	
	
	
	

	Real opportunities to participates in community activities
	
	
	
	
	

	Skills to participate in the country’s political process
	
	
	
	
	

	The values of patriotic and loyal citizens
	
	
	
	
	

	Ways in which to protect the environment nationally and globally
	
	
	
	
	


	Concerns for what happens in other countries
	
	
	
	
	

	Positive attitudes towards work, production, saving and consumption
	
	
	
	
	

	Government and how it works
	
	
	
	
	

	Standards of moral behavior
	
	
	
	
	

	Appreciation of heritage and culture
	
	
	
	
	

	Commitment to family responsibilities
	
	
	
	
	


Others please specify:……………..........................................................................................

G. DELIVERING CITIZENSHIP EDUCATION:

15. Decide on how important and effective the following methods are in achieving the goals of citizenship education. (Please, tick your response in both column (A) and (B).
	A

How important is each of the following methods for achieving the goals of citizenship education?
	Citizenship education – teaching methods
	B

How effective is your class in training student teachers to use each method?

	Very important
	Important
	Undecided
	Unimportant
	Very unimportant
	
	Very effective 
	effective
	Undecided
	Not effective
	Very ineffective

	
	
	
	
	
	Students work on projects that involve gathering information outside of school
	
	
	
	
	

	
	
	
	
	
	Students study textbooks
	
	
	
	
	

	
	
	
	
	
	Students work in groups on different topics and prepare presentation
	
	
	
	
	

	
	
	
	
	
	Students participate in role play and simulation
	
	
	
	
	

	
	
	
	
	
	The teacher asks questions and the student answers
	
	
	
	
	

	
	
	
	
	
	The teacher lectures and the students take notes
	
	
	
	
	

	
	
	
	
	
	Controversial issues are discussed in class
	
	
	
	
	

	
	
	
	
	
	Students participates in events or activities in the community
	
	
	
	
	

	
	
	
	
	
	Using a case study approach
	
	
	
	
	

	
	
	
	
	
	Activities in which students are encouraged to think critically
	
	
	
	
	

	
	
	
	
	
	Invite people from community to talk to students
	
	
	
	
	

	
	
	
	
	
	Use the internet to gather information and chat with other students in the world
	
	
	
	
	

	
	
	
	
	
	Encourage students to organize a campaign to show their support for some national and international issues 
	
	
	
	
	

	
	
	
	
	
	Encourage students to write letters to the officials to express their opposition to some government policies 
	
	
	
	
	


Others please specify; ………………………………………………………………………………………

H.  VALUES AND SKILLS ACQUIRED IN CITIZENSHIP EDUCATION

 16. Values of citizenship education: (please tick your response in both column (A) and (B)

Others please specify;……………………………………………………………………………………... 

	A

How important is each of the following values for citizenship education?
	Citizenship education develops the following
	B

How effective is your class in helping student teachers to develop each value?

	Very important
	Important
	Undecided
	Unimportant
	Very Unimportant
	
	Very effective 
	Effective
	Undecided
	Not effective
	Very ineffective

	
	
	
	
	
	Valuing and practicing Ghana traditions and culture
	
	
	
	
	

	
	
	
	
	
	Love for the nation
	
	
	
	
	

	
	
	
	
	
	Willingness to sacrifice for the nation
	
	
	
	
	

	
	
	
	
	
	Bravery and willingness to uphold the nation’s sovereignty
	
	
	
	
	

	
	
	
	
	
	Cooperation for achieving well being in Ghanaian society
	
	
	
	
	

	
	
	
	
	
	Tolerance of other ideas, people, religions and cultures
	
	
	
	
	

	
	
	
	
	
	Integrity in conducting public responsibilities
	
	
	
	
	

	
	
	
	
	
	Dedication to human rights
	
	
	
	
	

	
	
	
	
	
	Dedication to the rule of law
	
	
	
	
	

	
	
	
	
	
	Responsibility to respect the public spaces (e.g. buildings, sparks, schools)
	
	
	
	
	

	
	
	
	
	
	Disapproval of discrimination on the grounds of gender, race and religion
	
	
	
	
	

	
	
	
	
	
	Resolve conflict peacefully in national and international issues
	
	
	
	
	

	
	
	
	
	
	Standing up against injustice and inequality 
	
	
	
	
	


17. Do you need   periodic in-service training to enable you teach citizenship education?

                Yes [   ]

              No [   ]

18.Why so?………………………….......................................................................................

………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………
19. Skills of citizenship education: (please tick your response in both column (A) & (B)

	A

How important is each of the following skills to citizenship?
	Citizenship education develops the following
	B

How effective is your class in helping student teachers to develop each skill?

	Very important
	Important
	Undecided
	unimportant
	Very important
	
	Very effective 
	Effective
	Undecided
	Not effective
	Very ineffective

	
	
	
	
	
	Intellectual skills which help students to understand, explain, compare and evaluate the principles and practices of government and citizenship. 
	
	
	
	
	

	
	
	
	
	
	Participatory skills that citizens require to monitor and influence public policies.
	
	
	
	
	

	
	
	
	
	
	Decision-making skills that helps to identify issues, examine alternatives and likely consequences of each choice and to defend one choice as a better one. 
	
	
	
	
	

	
	
	
	
	
	Cooperative working skills (those which will help students to experience and practice leadership, conflict resolutions, compromise, negotiate and constructive criticism. 
	
	
	
	
	

	
	
	
	
	
	 ICT skills to communicate effectively to find and handle information.
	
	
	
	
	

	
	
	
	
	
	ICT skills to make contact with people and organizations across the world.
	
	
	
	
	

	
	
	
	
	
	Problem -solving skills in order to identify and frame their own questions and answers.
	
	
	
	
	

	
	
	
	
	
	Numerical skills to examine socio-economic issues.
	
	
	
	
	


C. CHALLENGES OF TEACHING CITIZENSHIP EDUCATION

20. The challenges of teaching citizenship education include:

	STATEMENT
	Strongly Disagree
	Disagree

 
	Undecided


	Agree

  
	Strongly Agree



	Teachers require expert knowledge in teaching citizenship education
	
	
	
	
	

	There is difficulties in having clear definitions on citizenship education
	
	
	
	
	

	 Citizenship education needs  financial resources.


	
	
	
	
	

	Citizenship education is not examined as a subject on its own
	
	
	
	
	

	College authorities do not give their support to citizenship education
	
	
	
	
	

	Teachers are not adequately prepared to handle citizenship education
	
	
	
	
	

	There is lack of teaching and learning resources for citizenship education
	
	
	
	
	


D. IMPROVEMENT IN CITIZENSHIP EDUCATION

21. Select three most important items listed below by ticking (√) the three appropriate boxes how to help improve citizenship education in your college

We need … 

(j)  More materials and textbooks                              [     ]

(k) Better materials and textbooks                              [     ]

(l) Additional training in teaching methods               [     ]

(m) Additional training in subject-matter knowledge [     ] 

(n) More co-operation between teachers in different subject areas  [      ]

(o) More instructional time allocated to citizenship education         [      ]

(p) More opportunities for special projects                                        [     ]

(q) More resources for co-curricular activities                                   [     ]

(r) More autonomy for school decisions                                            [     ]
                                       APPENDIX D
Interview schedule for teacher trainees
Date of interview:

Interviewer:

Interviewee:

College:

Location:

Time started:




Time ended:

1. When you hear a phrase of “good citizen” what comes to your mind?

· Values

· Knowledge

· Skills

2. A. What does citizenship mean to you?

B. Which factor do you think is most influential in defining the meaning of citizenship: religion or constitution? Why?

 3. What is the main function of citizenship?

 4. Do you think citizenship can be developed by a separate subject called “Citizenship 


Education” or through other school subjects. If you think it can be developed through   

     
other school subjects, which one do you think is more appropriate to carry out this task.

       5. A. What are the characteristics of good citizen that you have developed during your


preparation programme?

      5. B. What were the main factors, which informed the development of these characteristics?

      6. Can you tell me how your practical education programme worked? For example, did it:

· Use interactive method

· Develop critical thinking

· Encourage listening to different views

· Encourage the value of participation

· Concentrate on specific values and skills

      7. As a trainee social studies teacher, how do you develop citizenship in your          

    classes?  For example:

· What teaching methods you use?

· What values you emphasize?

· What skills you develop?

8. What challenges do you face in studying citizenship education?

9. What suggestions do you offer to improve citizenship education?

APPENDIX E

Distribution of population of final year teacher trainees

	COLLEGE
	POPULATION

	Abetifi  Presbyterian Col

Accra College

Ada College

Agogo Presbyterian Col

Akatsi College

Akrokerri College

Atebubu College

Bagabaga College

Berekum College

Dambai Cllege

Enchi College

E. P. Amedzofe College 

E. P. Bimbilla College

Foso College

Gbewaa College

Holy Child College

Jasikan College

Kibi Presbyterian Col

Komenda College

Mampong Tech College

Mt. Mary College

N.J.Ahmadiya College

Offinso College

O.L.A College

Peki College

P.C. Akropon-Akuapim

P.W.C. Aburi

S.D.A .College

St. Francis College

St. John Bosco’s College

St. Joseph’s College

St. Louis College

St. Monica’s College

St. Teresa’s College

Tamale College

Tumu College

Wesley College

Wiawso College

Total 


	216

279

180

180

240

321

200

280

300

200

179

200

240

300

220

198

201

188

270

220

300

240

279

257

180

319

138

271

207

280

261

280

200

140

283

150

350

239

9196


Source: Supervision list for end of second semester examination, Institute of Education, University of Cape Coast (2009)

APPENDIX F
Reliability measure on teacher trainees and tutor
	Case Processing Summary

	
	
	N
	%

	Cases
	Valid
	255
	100.0

	
	Excludeda
	0
	.0

	
	Total
	255
	100.0

	a. Listwise deletion based on all variables in the procedure.


	Reliability Statistics

	Cronbach's Alpha
	N of Items

	.732
	2


Reliability Measure for Tutors

	Case Processing Summary

	
	
	N
	%

	  Cases
	Valid
	34
	100.0

	
	Excludeda
	0
	.0

	
	Total
	34
	100.0

	a. Listwise deletion based on all variables in the procedure.


	Reliability Statistics

	Cronbach's Alpha
	N of Items

	.765
	2
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