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Household choice of schools in rural Ghana: Exploring the contribution
and limits of low-fee private schools to Education for All.

SUMMARY

This thesis examines the factors that make the low-fee private school (LFPS) accessible
to the poor. While the provision of education in developing countries has traditionally
been regarded as the responsibility of the state, recent evidence on the growth of the
LFPS in such contexts appears to challenge the government’s role as the most viable
option. The main argument of the thesis is that the poor have no real choice. The thesis
also argues that fee-free public education only provides a partial solution to the financial
barrier to access since there are factors other than direct costs that influence the way

poor households respond to principles of supply and demand for education.

The state’s role in the provision of education is supported by the argument that it is a
public good, and it must therefore remain the responsibility of the government to protect
the poor and other vulnerable groups from denial of access. Nevertheless, private
education provision is a growth enterprise in rural areas, one key reason for which is the
perception that it provides a better quality of education than the state can offer. Given
such expansion in an era of fee-free public education, some commentators have
questioned whether those that send their children to an LFPS can really be described as

poor, since school choice is clearly dependant on the ability to meet the costs.

In order to understand how the cost and quality of education interact with school choice
decisions, 536 households in three poor rural communities of Mfantseman District,
Central Region, Ghana were surveyed. The data were used to examine the difference in
cost between public and private provision, and to explore those factors associated with

school choice and the related expenditure. In addition, to gain further insight into the



vii

implications of the survey’s statistical outcomes, a number of participants with interests
in both public and private schools were interviewed — including 38 household heads in
the lowest income quintile, 6 head teachers, 14 teachers, 8 parents, 7 Parent Teacher
Association (PTA) executives and 3 School Management Committee (SMC) executives

with children in both school types.

The findings reject the hypothesis that school choice in the communities under study
was not affected by socio-economic factors, since the majority of households had no
real option. In particular, the prohibitive cost of food at both types of school, but
compulsoriness at LFPSs, had adverse consequences on the willingness of children to
attend. However, a minority of poor households that did access LFPSs were able to do
so due to school practices such as flexible fee schemes, teacher discipline and better
interaction with parents, as well as through assistance obtained via social networks. In
addition, the study also finds that private schools had a better track record in BECE
examination than public schools in the communities under study. What is clear is that,
this better BECE track record by LFPSs coupled with higher aspirations that some poor
households have for their children fuelled interest in private schooling.

The study concludes that the claim that the rural poor access LFPS in numbers has been
exaggerated. This is because it is the relatively better-off households that enrol their
children in private school, while a minority of the poor that access LFPSs are able to do
so because of manipulative school practices and the nature of its interaction with
parents. As a result, the study suggests that it would be in the interests of the poor if
rural public schools were improved — including the provision of free school meals —
given that greater state support to the private education sector would only benefit the

relatively better off.

Finally, fee-free public schooling facilitated by the capitation grant should ensure that
schools are more accountable to the communities they serve — schools should be made
to show how the grant was used to improve access and quality and together with the
community set targets for improvement. Improving academic quality and teacher
discipline would enable them to restore their image in rural communities and hence

encourage demand for public education.
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Chapter 1: Introduction

Background to the study — my journey to the problem

The journey to this study began in 2006, when | was employed in the National Centre
for Research into Basic Education (NCRIBE) in the University of Education Winneba
in Ghana. As a researcher in NCRIBE, | had the opportunity to be part of the
Consortium for Research into Educational Access Transitions and Equity (CREATE)
project. During my work with CREATE, | became sensitised to the issue of low-fee
private schooling (LFPS) for the poor in rural areas. Therefore, when | had the
opportunity to do a doctorate degree | decided to focus on LFPS and public schools in

poor ru ral areas.

Operating as a fieldwork research assistant for the CREATE project, | had the
opportunity to interact with LFPSs and public schools, and also with households that
had enrolled their children in both types of school. During my discussions with schools
and households, | was puzzled by the decisions of some poor families in terms of the
school choices they made. This was because even though the local fee-free public
school had better trained teachers and good school infrastructure, some households

preferred the LFPS that was situated about 800 metres away from the public school.

With its temporary school infrastructure, the LFPS with no trained teachers yet still
charged an average of Gh¢12 (about US$12) per term." In a rural community where the
main economic activities were seasonal subsistence farming and fishing, the
establishment of an LFPS raised important questions concerning the manner in which
such schools operated and the strategies they used in attracting parents to send their
children to them. This marked the beginning of my attempt to understand the schooling
decisions and choice behaviours of the poor, and how these factors related to their

capacity to meet the cost.

Before commencing my journey, my conjecture was that children in LFPSs came from
relatively well-off households in the community, who behaved in a similar way to the
more affluent urban household when faced with a similar choice between public and

private education. However, after making some initial enquiries of household heads, it

L A term is about three months in duration.



seemed that some poor households dependent on a livelihood based on seasonal fishing
or subsistence farming were prepared to patronise the private school. Their willingness
to enrol their children in LFPSs seemed to suggest that further research was required in
order to explore how the poor explained their choice of school, and also how they were
able to meet the costs, as the answers to these questions might well have significance to
the achievement of education for all.

The more | listened to parents and observed their domestic conditions, the more |
became puzzled and interested in enquiring further into poor households and the schools
their children attended. In order to do this, | went on to share what | had observed of the
LFPS and relevant households with colleagues also involved in the CREATE project in
other rural communities of the district. Interestingly, my colleagues had also discovered
LFPSs in the communities in which they were working, and had likewise learnt that
some poor households were buying into them. All my observations together with those
shared by my colleagues seemed to suggest that as far as poor households that exercised
school choice were concerned, the abolition of fees was not a sufficient incentive to
induce them to choose fee-free public schooling; but that choice decisions might have
been guided by other considerations that required exploration.

Since in the context of universal education for all (EFA), the state is mandated as the
driving force behind the achievement of this goal, the growing low-fee private
education sector in poor rural communities raises pertinent questions in terms of the
lessons that the LFPS could teach the public education sector. This point is particularly
significant in an era in which public education expansion through a fee-free policy has
resulted in low quality public education (Tooley, 2009; Oketch and Somerset, 2010) and

consequently has made some households look elsewhere for better education.

Some commentators such as Gulosino and Tooley (2002), and Tooley and Dixon
(2007a) have argued that the superior quality of private schools serving poor areas has
encouraged their demand and growth. In Ghana, evidence suggests that, in terms of
exam results, the perception and reality of the quality of private schools in urban and
peri-urban areas tend to be quite well aligned due to better qualified teachers and high
salaries, and the fact that they cream off children from better socio-economic
backgrounds (MOESS, 2006; GSS, 2005a). However, little is known about the quality

of the LFPS relative to its public counterpart in typical poor rural environments.



Therefore, understanding how these schools operate to attract poor households and why
the poor respond to demand for such schools should provide significant lessons for

policy.

The argument in support of the role of the state as a last resort provider is based on the
orthodox economic view that education is a public good and for this reason, the
financing and supply of education services must in the main remain the responsibility of
the government. Proponents of the state provision of education argue that the benefits of
schooling do not accrue to the individual alone but society as a whole. They further
contend that in countries in which personal income is low and extremely unequally
distributed, and coupled with an inefficient or completely lacking system of credit,
allowing market forces free rein in matters of education would result in substantial
inequity as the poor would be denied full participation in education (Colclough, 1991;
1996; Bar, 1998; VVossensteyn, 2000).

Recent evidence on the growth of low-fee private schooling in developing countries in
an era of fee-free public education (Kingdon, 1996; Srivastava, 2006; 2008; Tooley,
2009; 2005), has rekindled interest in the need to privatise basic education as the
solution to expanding access and improving quality. For example, Tooley and Dixon
(2007a), and Tooley (2009; 2005) argue that privatising basic education in developing
countries is key to expanding access, and ensuring efficiency and quality for the poor.

Such a view is based on the neo-liberal® economic argument that resource allocation is
better determined by the market, a notion that is particularly relevant to countries in
which public resource constraints and misallocation within the education sector fails to
promote efficiency and equity for the poor (Plank and Sykes, 2003; Colclough, 1991;
1996; Hinchliffe, 1993). In addition, neo-liberal economists argue that competition
generated by privatisation will eliminate the bureaucracy and red tape commonly
associated with public education service delivery (Forsey et al., 2008). The emergence
of LFPSs in poor rural communities in Ghana appears to have given credibility to these

views.

2 Neo-liberalism is a set of politico-economic practices based on the argument that human well-being can
be improved through nurturing entrepreneurial capacity and skills within an environment in which private
ownership of property, the free market and unfettered trade are allowed to thrive (see Forsey et al., 2008:
12). A detailed discussion of the theory underpinning investment in basic education can be found in
chapter two of this thesis.



However, others have argued that if the provision of education is left to the forces of
supply and demand, as advocated by neo-liberal economists, this could lead to market
failure emanating from, for example, externalities and an inefficient or lacking system

of credit by means of which people could borrow to finance their children’s schooling

(Colclough, 1996; Barr, 1998; Vossensteyn, 2000).

As far as households in poor areas are concerned, privatising basic education could
result in inefficiency and deterioration in what little equity is enjoyed (Walford, 1994;
1990), as some children would be denied access to schooling due to resource constraints
— poor households with more than one child in school would find it difficult if not
impossible to sustainably finance the cost of educating all their children in the private
sector.

Studies in developing countries have explored the impact of cost on access to education
to some extent (Bray, 1996; Chao and Alper, 1998; Colclough et al., 2003; World Bank,
2004; Lavy, 1996; Mingat and Tan, 1986), but little is known about the overall impact
of costs on school choice decisions in poor rural areas. The present thesis contributes to
the school choice debate by investigating the factors that make the LFPS accessible to
the poor in rural areas. It examines household responses to fee-free public education and
the growth of low-fee private schooling, and the significance this has for the
achievement of EFA. The thesis also argues that fee-free education at the point of
delivery is only a partial answer to the monetary barrier, and that other household
education cost and non-costs considerations influence the way in which the poor

respond to the demand for and choice of schooling in rural areas.

The central focus of the thesis is to investigate the profile of households in rural areas
that enrol their children in LFPSs, and what we can learn about how they meet the costs
and perceive the value of such education in relation to public schools in the
neighbourhood. Additionally, the study explores the manner in which rural private
schools operate in a low-income context in order to explain why they might be growing

in number in these areas, and whether they are likely to be sustainable in the long term.

Specifically, the thesis addresses the following questions:

1. What factors explain rural households’ school choice decisions, especially

amongst the poorest?



2. Do LFPSs in poor rural areas provide a better quality of education than public
schools in similar environments?

3. How do direct costs of schooling influence household school choice in poor
rural areas?

4. To what extent is the LFPS provision financially sustainable in the rural context?

Chapter two continues with a literature review of the factors shaping household demand
and choice of public and private schooling respectively; and ends with a description of
the conceptual framework of the thesis. Chapter three examines the factors that affect
access to education, using the Ghana Living Standards Survey (GLSS) and Education
Management Information System (EMIS) data for Ghana. Chapter four discusses the
methodology and methods employed by the study. Chapter five examines the socio-
economic profile of the district and communities under study. Chapter six examines the
main determinants of household heads’ school choice decisions. Chapter seven tests the
hypothesis that LFPSs in rural areas provide a better quality of education than their
public counterparts. Chapter eight examines the structure of household education
expenditure, and how it relates to school choice and affordability; it also analyses LFPS
revenue and operational overheads. Finally, chapter nine concludes; offers some lessons
that may be learnt by public schools and the concomitant policy implications; and

outlines areas for further research.



Chapter 2: Household demand and school choice decision: review of literature.

2.1 Introduction

Ghana’s attempt at expanding access to basic education through free and compulsory
education dates back to the period before independence in 1957. While these fee-free
education policies resulted in increased demand and expanded access to schooling,
recent evidence has revealed that the participation gap between children from
households in lowest and highest income groups and also between those living in rural
and urban areas have continued to persist in spite of fee-free educational policies
(Akyeampong, 2009; Rolleston, 2009). This chapter examines the factors that shape
poor household demand for and access to schooling. It also discusses the main factors
impacting schooling decisions, choice in education and the key factors that explain

private school choice.

The chapter begins with a definition of private education and a brief discussion of the
growth of public and private education in Ghana. This is followed by the analysis of the
relationship between poverty and educational participation in Ghana, and proceeds with
discussion on the theoretical debate in investment in basic education. The factors
shaping household demand for schooling and the poor schooling decisions are
discussed. This is followed by an explanation of school choice and the factors impacting
on private school choice. Further, the conceptual framework for the study is also
discussed. Finally, the summary highlights key factors that impact on poor household

demand and choice of schooling.

2.2 Defining private education

Private education provision has often been associated with the church schools in the
past in Ghana. However, the complex nature of private education provision today has
made it difficult to define. Kitaev (1999) in trying to define private education adapted
the UNESCO definition of private education which defines it broadly as non-public
education. That is ‘all institutions managed by bodies or individuals other than public
authorities’. Hence, Kitaev (1999:43) defines private education as “all formal schools
that are not public, and may be founded, owned, managed and financed by actors other

than the state, even in cases when the state provides most of the funding and has



considerable control over these schools.” Even though Kitaev’s (1999) definition
provides a basis for the understanding private education, it is unable to make clearer the
essential characteristics of public education particularly in the area of funding and

degree of control (Lewin and Sayed, 2005).

Private education providers are heterogeneous, numerous and country specific (Lewin
and Sayed, 2005; Rose, 2007). They include: Non-Governmental Organizations (NGOs)
either for profit or not-for-profits; faith based organizations; philanthropic associations
and commercially oriented private entrepreneurs (Kitaev, 1999; Lewin and Sayed, 2005;
Rose, 2007; Lewin, 2007a). The not for profit NGOs, Philanthropist and Faith Based
Organizations are financed by the individual, donors or corporate sponsorship and
missionaries in the case of the mission schools. Again, faith based organization may be
grant aided by the state through the payment of teachers’ salaries, while ownership and
management remain in private hands. Commercial operators referred to as private
entrepreneurs or ‘edu-entrepreneurs’ are financed from fees and other contributions

from parents (Rose, 2007).

In theory the state is supposed to have regulatory control over all non state education
providers, but in practice, however, this control is very limited in Ghana, particularly in
the area of fixing of fees (MOE/GES, 2001). Moreover, the growing unregistered
private education providers have made it more difficult for government to monitor their
activities (MOES, 2006).

Bangay (2007) argues that Kitaev’s (1999) definition of private education though
comprehensive lacks the conceptual individual framework with which to make
comparison between schools. Bangay (2007) identifies three criteria for categorizing
schools which enables comparisons between schools. These categories are: schools with
high degree of financial and managerial independence; schools with significant state
financial support but minimal government managerial intervention; and finally schools
with predominantly non-state finance but medium levels of government managerial
regulations (Bangay, 2007). The first category of private schools with high degree of
financial and managerial independence is the focus of this research in Ghana. In other
words, private education used in the context of this research is the formal school that is
not public, registered or unregistered, founded, owned, managed and financed by a
private individual or group (Srivastava, 2008b:4).



This thesis focuses on the Low-Fee Private (LFP) schools’ sector in rural areas of
Ghana. It is significant to note that, the LFPS sector in Ghana, like in many other
developing countries, has not been officially defined by the state. Srivastava (2008a:97)

studying LFPSs in rural India defined it as:

occupying a private unaided sector..... targeting disadvantage groups,
entirely self-financing through tuition fees, and charged a monthly tuition
fee not exceeding about one day’s earnings of a daily wage labour at the
primary and junior levels........
In the context of this thesis and following Srivastava (2008a), LFPSs are defined as
private schools targeting households in poor rural communities, entirely financed
through tuition and extra class fees, and charging termly tuition fees less than 4 days’

earnings of a daily wage 3labour at basic schooling level.

2.3 The growth of public and private education in Ghana

The development of education in Ghana dates back to the colonial times when the
Christian missionaries established schools to facilitate their evangelism. However,
education took a dramatic turn when in 1925, Sir Gordon Guggisberg the colonial
governor, came out with a comprehensive policy for education development in the
colony. The new policy gave to the state ultimate control over schools. Private
education, mainly the church schools, was to be regulated and given subsidy by the
state. Guggisberg argued that education cannot be compulsory and free because ‘free
education without compulsory education could not be organised fairly’ (McWilliam and
Kwamena-Poh, 1975: 58). Clearly, making basic education free and compulsory would
lead to expansion in enrolment, but given the inadequate supply of qualified trained
teachers, the quality of education could be grossly compromised. Guggisberg is said to
have stated on one occasion “that during his time the government could have afforded to
spend three times as much as it actually did on new school buildings, but he based new
openings firmly on the number of trained teachers available” (McWilliams and

Kwamena-Poh, 1975: 59).

¥ School fees are paid termly and a term is three months. The daily wage for casual labourer in agriculture
in the study communities is Gh ¢3 ($3) ( price of labour is in 2008 prices ie when survey data were
collect from study communities).



The depression of the world economies in the 1930s which affected the Gold Coast
economy led to the reduction in education expenditure. This era also witnessed the
development of private schools including Accra Academy established in response to
demand for education. By the 1951, the number of ‘private’ or ‘unofficial’ schools was
reported to have exceeded the approved ones (McWilliam and Kwamena-Poh, 1975).
Thus, even before Ghana’s independence in 1957 private education was an integral part
of the educational system and the issue of quality and cost were key in the education

policies and implementation.

Prelude to Ghana’s independence in 1957, there was mounting pressure for the
expansion of education. This resulted in the implementation of the Accelerated
Development Plan for Education (ADPE) in 1951. The implementation of the plan for
the first time abolished school fees but textbooks were paid for by parents. But after
independence, education expansion policy was driven by Nkrumah’s socialist agenda -
free basic education was given further impetus through the 1961 Education Act” as all

charges including fees were abolished.

The concomitant effect of the free compulsory universal basic education was massive
expansion in access to basic education. Hayford (1988) estimates enrolment increase in
basic education between 1951-1966 to be about 642% and 304% for primary and
middle schools respectively. However, this massive expansion was later accompanied
with wide spread perception by the general public that the quality of education had
deteriorated. Consequently, there was a re-emergence of some private providers in

places like Accra and Kumasi (McWilliam and Kwamena-Poh, 1975).

An educational review committee set up to investigate the cause of general
dissatisfaction reported in 1967 that standard of Ghana’s education had declined since
1957. The report defined educational standards to include: “level of academic
achievement, quality of teaching and learning, efficiency of supervision, adequacy of
staffing, accommodation and equipment and norms of discipline and behaviour in an
educational institution” (McWilliam and Kwamena-Poh, 1975:166-167). The
deterioration in educational standard was blamed on the implementation of ADPE
without adequate qualified teachers and school supplies. The fall in educational

standards led to a decline in enrolment after 1966 and this was more evident in the

* Education Act of 1961 introduced fee-free compulsory primary and middle school education
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northern part of the country because of increase in private sector provision in the middle
and southern sector of Ghana (McWilliam and Kwamena-Poh, 1975).

In the early 1980s, the Ghanaian economy was in total disarray. Export earnings had
declined drastically due to the falling world market price of cocoa, world crude oil
prices had shot up, major infrastructure such as roads, schools, hospitals and telephone
services were in a shambles and real income of public sector workers particularly
teachers had slumped. As a result, many teachers migrated to neighbouring countries
particularly to Nigeria to enjoy the prosperity that came with the oil boom. The country
faced yet another disaster when it was hit with famine in 1983. In the same year about

one million Ghanaians were deported from Nigeria (Adepoju, 1993).

Difficult economic conditions compelled the Provisional National Defence Council
(PNDC) government to accept the World Bank’s economic package, Structural
Adjustment Programme (SAP) in 1983. The SAP came with conditionalities including
the liberalisation of the economy and removal or reduction of subsidies on essential
public services like health and education. With a liberalised market environment, fees
were reintroduced in all public schools. This occurred at a time when confidence in the
value of public education was at its lowest ebb. Adepoju (1993:26) notes that “drop outs
were better off becoming ‘businessmen’ than staying at school”. Inadequate teachers in
the classrooms, lack of teaching and learning materials and poor salaries impacted
negatively on education as dropping out of school and absenteeism became the norm.
The introduction of school fees due to the economic liberalisation made it more difficult
for poor parents to enrol their children in school. While some households could not see
the relevance and value of enrolling their children, those who could afford it enrolled
their children in private schools. According to Addae-Mensah (2000), this served as a
basis for social stratification as some households particularly those in the cities like
Accra, Kumasi and Takoradi were able to enrol their children in good quality private
schools. By 1987 the government had to embark on a comprehensive reform to improve

education.

The 1987 reform benefited from substantial financial investment. In total, the 1987
educational reforms and the Free Compulsory Universal Basic Education (FCUBE)
reform was supported with over $500 million in US World Bank credit facilities to

expand access and improve quality (World Bank, 2004). Although this investment has
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led to some improvement in access, it is estimated that about a fifth of all children, the
majority of whom are from the “ultra poor’ households in Ghana are still not in school
(MOESS, 2006). According to the Ghana’s Education Sector Performance report, 2006,
total national primary completion rates increased, but marginally, from 77.9% in 2003
to 78.72 in 2004, while completion for those who started the Junior Secondary School
(JSS) increased from 58% in 2003 to 60% in 2004. In 2005 when fee-free education
was introduced, the completion rate rose to 81.2% but declined to 69.6% in 2006
(MOESS, 2008). For those who complete the basic cycle, about 80% are unable to go
beyond JSS (MOE, 1999; Addae-Mensah, 2000; MOESS, 2006).

The question is what difference has this massive investment in basic education made on
low income households who may lack the means to support their children at school?
Several supply side interventions have been made by government and non-
governmental organisations in the form of food for girls’ enrolment (Yidana, 2000),
school feeding programme and the capitation grant policy (MOES, 2006). All these
interventions have been aimed at expanding access to basic education. However, the
question often asked is whether these interventions are sustainable, as they are often
donor dependent. Another issue is whether interventions that result in the reduction or
elimination of direct costs really lead to ‘propoor’ outcomes and what effects they have

on demand among different social groups.

The introduction of the GH¢3 cedis ($3 US) capitation grant per child in public basic
schools in 2005 resulted in a massive increase (17%) in enrolment in all grades.
However, according to the MOESS (2006), the massive increase is not matched with a
corresponding increase in the number of classrooms, teachers and teaching learning
materials, creating difficulties for quality education delivery. According to the Ghana’s
Education Sector Review Report (ESRP), while some parents responded to the fee-free
schooling policy in 2005 by moving their children from private to public school, others
parents moved their children from public to private (MOESS, 2006). Even though it is
not evident where the movement between the two school types were concentrated,
clearly parents responded differently to fee-free capitation policy. More importantly, the
use of a single allocation formula where socio-economically advantaged and
disadvantaged districts received the same amount per child made the capitation

regressive (Akyeampong, et. al., 2007).
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In summary, before Ghana’s independence in 1957, education was mainly provided by
the church but with regulation from the state. The state provision of education was
scaled up six years before independence following the implementation of accelerated
development plan for education (ADEP) in 1951. After independence, Ghana’s
education policy was driven by a socialist agenda and primary and elementary education
were made free. However, the liberalisation of the Ghanaian economy in the late 1980s
coupled with the 1992 constitutional provision that gave individuals the right to
establish and maintain private schools (MOE/GES, 2001) contributed to the growth of
private schools and provided choice to those that could afford the cost of private

education.

2.4 How does poverty relate to school participation in Ghana?

The relationship between household poverty and child school participation has been
well documented in many studies (UNESCO, 2007; Colclough, et. al., 2003; GSS,
2000). However, before delving into the nature of this relationship, it is worth

examining first, how poverty is defined in international and the Ghanaian contexts.

Generally, poverty is defined in terms of income, consumption or expenditure (Webster,
1984; Rose and Dyer, 2006; GSS, 2007). Poverty has also been defined in the context
of basic need measured by human poverty index which concentrates on life expectancy,
knowledge and decent standard of living (World Bank, 1999). However, the correlation
between basic need poverty and income poverty can be as low as 0.45, suggesting that
each measure of poverty could produce different pattern of socio-economic composition
of people living in poverty (UNICEF, 2000). Hence, no single measure of poverty is
capable of capturing its multi-dimensional aspects. Harma (2009) measured poverty
using asset, income and standard of living index and found that each of the poverty
measure was significant and constrained poor households’ capacity to participate in

education.

The World Bank defines poverty as individuals living below $1 US per day (expressed
in Purchasing Power Parity of 1985). This raises a pertinent question of whether a
household that has its members earning more than a dollar per person per day, but is

unable to enrol its children in school should be considered non poor? Understanding
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and responding to this question would depend on the interpretation of poverty and other

social and cultural factors that influence households’ schooling decisions.

In Ghana poverty has been defined in several ways at different times by the Ghana
Statistical Service — for example, the Ghana Living Standard Survey I and 11 (GLSS |
and I1) defined poverty by income, while GLSS III, 1V and V define poverty in terms
of consumption (GSS, 2005; 2008). In their estimation of poverty in Ghana, the GSS
(2007) indicated that the overall poverty line, which captures food and non-food
requirement of ¢900,000 cedis per equivalent adult per year in Accra in 1999 constant
prices, represents roughly $1 dollar per day which is equal to the amount stipulated by
the world Bank (World Bank, 1995). Thus, poverty as used in this thesis is based on
GSS (2007) definition of a dollar per person a day. Since the cost of education
constitutes a barrier to access to schooling in Ghana (Oduro, 2000), coupled with the
fact that the poor in Ghana are disproportionately represented by the rural population —
as over 80% of the poor in Ghana live in rural areas (GSS, 2008), this would impact on
the school participation gap between the poor and non poor (Boateng et al., 1992)

within and between rural and urban areas of the country.

Studies have shown that poverty reduces the likelihood of basic school participation and
that children from non-poor households have more access to education than those from
poor households (Boateng, et. al., 1992; GSS, 2000; UNESCO, 2007). Evidence from a
number of countries in Africa shows negative correlation between household poverty
and primary school attendance rate (UNESCO, 2007:48), and individuals with no
education can only receive low wages and therefore are likely to be poor (Boateng, et.
al., 1992). Moreover, private costs of education in the midst of poverty, as well as
cultural and social norms impact on households’ decision about whether or not to enrol
a child and whether a boy or a girl should be sent to school (Harma, 2008). What is not
clear is whether the so called poor households in the rural areas in Ghana that are
enrolling in private fee paying schools are really poor? If they are, this could have
implications for household expenditure patterns and also the child’s sustained school

attendance and completion.

As noted earlier, the provision of private education in Ghana has often been the
preserve of those living in urban areas like Accra and Kumasi. However, recent

evidence in the basic education landscape in Ghana shows the upsurge of private basic
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schools in some peri urban and rural communities (Tooley, 2009; Tooley and Dixon,
2007a; 2007b; MOESS, 2006). Gulosino and Tooley (2002) in their study into private
sector education serving the needs of the poor in Philippines identified five gaps in
public education: access, coverage, internal efficiency, learning conditions and quality
and argued that these gaps have been responsible for the flourishing low fee private
schools. Data from the Ministry of Education indicate that the private sector of
education has been making significant contribution to basic education enrolment
(MOE/GES, 2001; MOESS, 2006). In 2005, private school enrolment contributed about
one fifth (24%) of total national enrolment in basic education® sub sector (MOES,
2006).

Current evidence suggests that the number of schools including low-fee private schools
have been growing in an era of fee-free education. For example, studies in Ghana
suggest a growing low fee private education sector (Tooley, 2005). In the Ga West
District of Ghana, Tooley and Dixon (2007a) have found that only 25 percent of the
total 779 schools were public schools. The remaining schools were private unaided and
unregistered (22.7%) and registered private and unaided (52%). Data from the Ghana
Ministry of Education and Sports (2006) indicate increase in the number of private basic
schools with percentage share of total national basic schools of 43%, 25% and 23% for

pre-school, primary and junior secondary schools respectively in 2004.

But in spite of the number of private schools in Ghana, Akyeampong’s (2009) analysis
indicates that private schools’ share of enrolment of school age children is just about 17
percent. However, this proportion of private sector enrolment might be misleading
because data on private schooling derived from Education Management Information
System (EMIS) actually understate the number of private schools and their enrolment
shares in the country - unregistered private schools are not captured by the EMIS in
Ghana as evident in Tooley and Dixon’s (2007a) study. Therefore, private schools’

share in enrolment could well be greater than 17 percent.

Analyses of GLSS 4 and 5 data show that between 1998/99 and 2005, poor households
in urban and rural areas increased their participation in private schooling from about 3.5

percent in 1991 to about 10 percent in 2005 (see chapter 3). The critical question this

> Basic Education in Ghana ends at grade 9



15

raises is why have some poor households in rural communities chose to enrol their
children in fee-paying private schools which have poor infrastructure and untrained
teachers rather than in a fee-free and well resourced public schools that have
professional teachers and much better infrastructure. It is significant to note that, Tooley
and Dixon’s (2007a) claim that private schools in Ga West district were performing
better than public schools in Ga West must be taken with caution. This is because Ga
West district is located close to the capital Accra and by virtue of its location has better
economic opportunities than would be for a typical rural community (Rose, 2007),
where household survival needs may depends mainly on seasonal farming and/or
fishing. If poor households are enrolling their children in private schools, then this
raises questions about which critical factors influence the decisions and the tradeoffs in
terms of investment choices. The relationship between poverty and school participation

in Ghana is depicted in figure 2.1.

Figure 2.1: Poverty and school participation in Ghana.

Ghana- a Low Income

— Poor Households — ] Poor Communities _|
Direct costs too high Opportunity costs Insufficient Low Quality
eg food at school too high eg labour School Places Public Schooling
required
|
1 v

Some children not attending school
Some children attend school but drop out
Some households enrol children in low-fee private school

™~

Low Fee Private
School

Source: Adapted from Colclough, et. al., 2003:23

Poverty interacts with schooling at the household and community levels and where
access to the existing state provided community basic schools are of similar quality, the
reason for the poor not to participate in education would be due to the costs and/or the

poor quality of education (Colclough, et. al., 2003). Poor households may find that the
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direct and opportunity costs® of schooling are too high, resulting in no participation. On
the other hand, where there exist LFPSs in communities where the publicly provided
education is perceived to be of low quality, some poor households particularly those
that are eager to increase their participation in education, may enrol in private schools,
especially when they perceive them to be of superior quality and more responsive to
their needs.

Evidently, the above analysis of the relationship between the poor and their educational
participation in Ghana has shown that, poverty remains a barrier to access and choice of
schooling. Where publicly provided education is perceived to be of inferior quality
compared to their private counterparts, some may be compelled not to enrol or find
alternative schooling. In this thesis, I argue that truly private schools financed from fees

cannot increase participation of the poorest since they cannot afford the costs.

2.5 Public and private education provision and partnership in Ghana.

The nature of public and private education provision and partnership in any country can
be understood in terms of the relationship between the sources of funding and provision.
Klein’s (1984) conceptual model of modes of welfare provision and funding is useful in
explaining the modes of education provision and partnership. Figure 2.2 shows the

model.
Figure 2.2: Modes of welfare provision and funding

Finance (funding)

Public Private
Production Public 1 2
(provision) Private 3 4

Source: Klein (1984): cited in Whitty and Power (2000).

Figure 2.2 shows that in countries where education provision is firmly controlled by the

state cell 1 depicts the nature of education production and financing. This type of

® See section 2.6 of this chapter for detailed discussion on direct and opportunity costs of school and
household demand for schooling
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provision is commonly associated with mass education systems (Whitty and Power,
2000) where partnership does not exist because the state assumes full control of funding
and provision of education services. This was the case in many independent African
countries including Ghana. In recent times, however, many governments have reformed
their education system and therefore have allowed private sector participation through a
number of ways including: charging fees previously paid for by the state (cell 2);
allowing the private sector to run schools while the state pays for the services (cell 3);
selling public services and transferring their functions to the private sector (cell 4); and
finally embarking on liberalisation that allows the private sector to compete with the
public sector (cell 1/4) (Whitty and Power, 2000).

The growing private sector involvement in education is taking place in a quasi-market
where the purchaser of education is separated from the provider, but remains highly
regulated by the state, in terms of, new providers, curriculum, charging of fees and
school practices. The liberalisation of the Ghanaian economy in the 1980s together with
the constitutional provision in 1992 made it possible for individual (s) to set up and run
their own schools at their own cost (MOE, 2001). As a result, private schools in Ghana
are not provided with funding from government, but are in theory allowed to operate
within a centrally determined regulatory framework including charging of fees,
licensing of new providers and school operational policies such as corporal punishment.
However, lack of enforcement of government regulation has resulted in the opening up
and operation of a number of private schools contrary to the regulation, particularly, in

the area of entry of new providers and charging of school fees.

Patrinos, et. al. (2009) describe the type of public-private partnership (PPP) in Ghana as
‘nascent’ PPP environment because of absence of public budgetary support to private
schools. Thus, both public and private schools are independently responsible for
providing school infrastructure, hiring of teachers and other related services.
Households or parents have a choice to enrol in public or private school. This type of
partnership does not promote equitable access due to factors such as affordability,
school entry requirements and distance (Patrinos, et. al., 2009). This thesis will explore

how the poor afford the cost of low fee private schools in the rural area.
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2.6 What theory underpins the privatisation of education?

From the neo-liberal economic point of view, education like physical capital must
attract a price because investment in education and training tend to produce benefits
beyond its cost (Psacharapolous, 1994; Woodhall, 1987). The human capital theory was
first introduced by the classical economists including Adam Smith, but was later
popularized by Shultz (1961), Friedman (1962) and Becker (1965) (cited in
Psacharapolous, 1994:1). According to the neo-liberal economists, individuals and
households that invest in education acquire the means of production which raises their
earning potential and provides them with better job security than their counterparts who
do not have education (Friedman, 1962). The neo-liberals further argue that the private
rate of return on investment in education in developing countries, in terms of costs and
benefits, on the average tend to be high (Psacharopolous, 1994). Hence, individuals who
benefit from education should at least be made to contribute to it. Even though earlier
rate of return analysis on schooling by Shultz (1988) indicated higher returns to basic
education than post-basic education, recent analysis of the rate of return have revealed
the contrary in Ghana (Palmer, et. al., 2007).

The strength of the neo-liberal economic argument lies in the operation of the market —
that free market education ensures efficient and equitable allocation of both public and
private resources. Colclough (1996) identifies three key issues which he believes have
encouraged proponents to argue for market solutions to education in developing
countries. Firstly, governments of most developing countries are more concerned about
winning elections than providing equitable and quality education. Secondly, insufficient
resources available to governments makes it difficult for government to achieve general
expansion of access at acceptable level of quality, and finally misallocation of resources
within the education sector, where a greater proportion of government budget is
allocated to tertiary and secondary education at the expense of basic education, widens
inequality as those who access post-basic education, including senior secondary and
tertiary institutions, are mainly from middle and upper class families (Addae-Mensah,
2000; Johnston, 2002). Thus, the neo-liberals propose fee-paying and the establishment
of more private institutions to free up public resources to support poor households and
other vulnerable groups in the society (Colclough, 1996; Steel and Sausman, 1997;
Lincove, 2007). Recent evidence on the low quality of public basic education provision

in poor districts in developing countries due to the fee-free education, appears to have
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given credence to the neo-liberal economic argument — to privatise basic education in

developing countries (Tooley and Dixon, 2007a; Tooley, 2005; 2009).

It is significant to note that, in the developed countries because the capacity of the
public education sector is large enough to absorb most school age children, private
education would only serve households seeking differentiated demand (Lincove, 2007).
But in the developing countries where there exist insufficient schooling places and
where the perception of the quality of public education is low, private schools in poor
rural areas could provide access to some households. Studies have shown that the
supply of public schools impact on the quality of private schools — insufficient public
school places leads to the growth of low quality private schools that have no
competitive incentive to provide quality but to fill the gap (Bray, 1996; Lincove, 2007;
Oketch, et al., 2009). But in spite of all the arguments by the neo-liberal economists,
there still remains a place for government participation in education. This is because if
the provision of education is left to the forces of demand and supply, that could lead to
market failure in the society. Market failure could emanate from the external benefits of
education, capital market imperfections, equity considerations, households decisions
and low private demand for education (Colclough, 1996; Barr, 1998).

External benefits of education, which are the effects of education on society other than
what accrues to those who invest in it, could include the presumed relationship between
education and economic growth, increased earnings and non-monetary benefits such as
crime reduction, increased social participation and lower fertility (Barr, 1998; Rose and
Dyer, 2006). Since households may not take into consideration these external benefits
when deciding whether to send a child to school or not, this could lead to household
under investment in education. Consequently, public investment could prevent such
under investment (Barr, 1998; Akaguri, 2006).

Societal failure which emanates from market imperfections is based on the view that
investment in education involves risks for poor households, who are uncertain of the
future benefits of their investment (Geske and Cohn, 1998; Chao and Alper, 1998).
Besides, poor households are unable to access credit due to strict credit requirements by
banks and other lending institutions. Where lending institutions are willing to provide
credit to these households, the premium on top of the market rate of interest may serve

as serious disincentive to household borrowing to meet educational costs. To overcome
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the credit constraint faced by poor households, governments have intervened through
the provision of fee-free education and other subsidies such as the school feeding
programme and scholarships (MOESS, 2006) to enable vulnerable groups including

poor children and girls have access to education.

Equity consideration, which is the extent to which education does or should redistribute
from rich to poor or between different social classes may necessitate the need for
government intervention in education (Barr, 1998; Vossensteyn, 2000). Equity can be
defined in terms of lifetime position or moment of attendance (Vossensteyn, 2000). The
lifetime position definition is based on the fact that education increases the future
earning potential and job security of the household. Thus, those who benefit from
education should pay for it. Equity at the moment of attendance, however, is based on
the principle that, all households irrespective of their social and economic background
must be provided with equal opportunity to access education. Consequently, financial
incentives in the form of free tuition and programmes such as free school meals and
uniforms and textbooks targeted at the very poor have the potential for increasing
participation in education by these vulnerable individuals and households. Where the
price of education is raised beyond the reach of these very poor households, the likely
effect might be under investment in education resulting in market failure in the society
(Vossensteyn, 2000).

The principal decision making unit about whether to send a child to school or not is the
household, headed by parents and guardians. Households’ decision to enrol a child in
school is often weighed against the potential benefits and costs to the household.
However, the rate of return to education analysis compares the return to pupil (the child)
to cost to households. The result is that, some households are reluctant to invest in
education, simply because what they perceive to accrue to them is not really
commensurate with their investment, even if the economic returns are quite high
(Colclough, 1996). Hence, some public investment will be required to reduce the effect

of schooling costs on such households.

Moreover, low private demand for education resulting from cultural, religious and other
ideological beliefs could negatively impact on access to schooling of girls and certain
population groups. The low private demand could worsen with the introduction of an

education market in such environment. To activate demand for schooling by this
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vulnerable group, government intervention in the form of targeted bursaries, vouchers,
food for girls’ enrolment and feeding programmes would be able to raise enrolment in

among these vulnerable groups (Yidana, 2000; Colclough, 1996; Rose, 2007).

Basic education as a right has long been recognized as a fundamental human right. The
convention on the right of the child states clearly that no child should be deprived of
access to education (UN Universal Declaration of the right of the child: cited in
Akyeampong, et al., 2007). Article 28 of the Universal declaration of human rights in
1948 states that primary education shall be compulsory and available free to all (UDR:
cited in MOE/GES, 2001). In Ghana, right based education was enshrined in article 8 of
the 1992 constitution, which provides that basic education shall be made free,
compulsory and available to all. However, the critical issue is whether right based
approach to basic education would ensure access to all children particularly to poor
households. This is because where poor households cannot be guaranteed with good
quality education they might be reluctant to enrol their children in school even if it is
free (Akeampong, et. al., 2007).

In conclusion, privatisation of education is based on the theory of the market. The case
for marketisation of education in developing countries has resulted from claims that
academic quality in public education sector has deteriorated (Tooley, 2009; Tan, 1998).
Thus, marketisation of education through growing involvement of the private sector
would increase competition and choice (Patrinos, et. al., 2009; Whitty and Power,
2000), leading to quality education provision and ensuring equity to the poor.
Notwithstanding the benefits of marketisation, private sector participation in education
could worsen the existing inequalities as schools become more selective (Ball, 1994)
and therefore tend to draw children from better socio-economic better backgrounds
(Harma, 2008; Walford, 1994). Besides, some schools in the market may not be in the
position to compete on equal terms with others due to differences in resources and home
background of children. Hence increased competition may not necessarily result in
improved academic performance for all children (Tan, 1998). Clearly, a truly
marketised education provision in poor rural environment could result in a two-tier
system where those that can afford and have strong voice choose private schooling
leaving the poorest whose voice is weak in the public sector. This could have

implications for equity and the achievement of the education for all.
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2.7 What factors shape household demand for schooling?

Studies have identified a number of factors shaping household demand for education.
However, this review focuses on the key factors impacting on the poor demand for and
access to schooling in Ghana. These key factors include income, household size and
number of children in school, costs of education, occupation of household head, religion

of household, distance to school and the quality of education.

Household income

Education could be a consumption or investment good (Colclough, et. al., 2003; Bray,
1996). When households view education as an investment good, the decision to send a
child to school is usually influenced by their perception of its value in relation to the
investment (Bray and Bunly, 2005; Kitaev 1999; Bray, 1996). Some researchers have
argued that if households perceive schooling as an investment good, then household
income in principle should not directly affect the decision to invest in education
(Colclough, et. al., 2003; Behrman and Knowles, 1999). In reality, the non-poor
households are more likely to have better information about the benefits of education
and quality of schools and therefore are more likely to take risk in investing in their
children’s education (Goldring and Philips, 2008; Bray and Bunly, 2005). In contrast to
the non poor households, for poor households if sending a child to school represents a
significant proportion of their income then that decision weighs even more heavily and
may result in household deciding not to enrol (Lewin, 2007a; Akyeampong, et. al.,
2007), particularly when they perceive the quality and for that matter the returns to

schooling as doubtful.

Further, where education is considered as a ‘normal’ consumption good, improvement
in household income is expected to induce demand for schooling. Some studies have
assessed the relationship between households’ ownership of economic assets and
demand for schooling. For example, Harma (2008) and Kingdon (1996) found that in
rural and urban India respectively, household owning economic assets were more likely
to enrol their children in private schools relative to household without such economic
assets. Non poor households demand for child labour is relatively low compared to the
poor. This is because the relatively high income of the non poor households gives them

the capacity to pay for labour services or labour saving devices, and consequently
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reduce the opportunity cost of the child’s schooling (GSS, 2003; Glick and Sahn, 2000).
In addition, the possession of social capital ’ impacts on the demand for schooling
(Goldring and Philips, 2008). Thus in rural areas, households that have a social network
of friends and relatives that support their children schooling are likely to be able to
access schooling and participate in school choice. Given that, for example, the majority
( 49%) of the rural households in the study district of Mfantseman in the central of
Ghana are engaged in peasant subsistence farming and fishing (GSS, 2005b), this raises
critical concern about how these households with their subsistence and unstable income
could afford the cost of schooling, particularly in the LFPS sector. Clearly, income is a
constraint to poor households’ demand and choice of schooling and households with
economic and social capital have better chances of participating in education than those

without such capital.

Household structure

The size of a household and the number of children from a household actually in school
could significantly impact on household demand for schooling either positively or
negatively (Colclough, et. al., 2003). Large household size with most being adult
members has the advantage of raising more income and providing other support to the
household and this has the potential of enhancing children chances of going to school.
For example, Mason and Rozelle (1998) note that in rural Java in Indonesia, older
siblings worked to support the education of their younger siblings. In Tanzania, Al-
Samarrai and Reilly (2000), after controlling for household size found that having more
children in the household increases the likelihood of a household sending a child to
school in rural than in urban areas (Colclough, et. al, 2003). What the above studies
suggest is that, large household size in rural areas could be beneficial in ensuring school
age children access to schooling because it allows household chores to be spread among
children or undertaken by adult members of the household. However, a household with
large number of school age children in school could impose costs burden on the
households, especially for households that have fewer adults but a large number of
children of school going age. As noted by Jocaby (1991), where a household faces

" Social capital is the ability to gain access to resources by virtue of the connections between individuals
or membership in social networks and other socials structures (Coleman, 1988 cited in Goldring and
Philips, 2008)
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credit constraints, the number of children in the household affects household capacity to
invest in education as children compete for limited pool of household resources needed
to finance education. Given that the poor tend to have more children than the non-poor
(Harma, 2008), the number of children a poor household have in school could impact on

their demand and school choice.

Furthermore, the birth order of a child and the relative age of siblings influence the
demand and decision of who goes and to which type of school (Colclough, et. al.,
2003). Recent studies by Rolleston (2009) in Ghana and Harma (2008) in rural Uttar
Pradesh in India indicate that birth order influenced the pattern of household demand for
schooling. Children with siblings and earlier in the birth order have the greater
likelihood of being enrolled in school (Harma, 2009; Al-Samarrai and Peasgood, 1998).
However, others have argued that, in developing countries, when substitutes for child
labour such as adult siblings are available in the household, it releases children from
household chores and this enable them to access schooling (Glick and Sahn, 2000; Al-
Samarrai and Peasgood, 1998; Chernichovsky, 1985). Given that in rural areas, some
households prefer large family size, this could impact on household demand for
schooling.

The costs of education

The household’s costs of education are of two types: direct and opportunity costs. The
direct costs of education are the explicit costs such as school fees, books, uniforms,
food at school, transport and extra classes a household incurs when it enrols a child in
school. However, the other type of cost, opportunity cost, when used in economics
refers to the alternative item forgone that the same amount of resource could have been
used to attain (Begg, et. al., 1997). When applied in the field of education, the
opportunity cost of schooling is the household’s income or child’s labour that the
household loses when he or she attends school rather than undertaking productive
economic activities. In general, total costs (direct and opportunity costs) of schooling is
lowest for small children and increases as they advance in age, but at latter stage the
opportunity cost is greater for girls than boys because girls are needed to take care of
younger siblings and other household chores (Rolleston, 2009; Akyeampong, et. al,
2007; Bray and Bunly, 2005; Colclough, et. al, 2003; Al-Samarrai and Peasgood,
1998).
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It is significant to note that the concept of opportunity cost is complex and difficult to
estimate (Bray, 1996). The complexity of estimating the opportunity cost of schooling
coupled with the absence of data in most developing countries, particularly in Africa
have led studies that estimated the opportunity cost of schooling to employ proxies such
as the opportunity wage of the child or cost of parents time as a measure of the
opportunity cost of schooling to the household (Colclough, et. al., 2003; Mason and
Rozelle, 1998; Tansel, 1997; Gertler and Glewwe, 1989). Unfortunately, using a proxy
has produced conflicting results. For example in La Cote d’Ivoire, Tansel (1997) found
statistically significant positive relationship between the opportunity wage of the child
and demand for primary schooling, while in Ghana the relationship was negative but

not statistically significant.

Wang (2001) as cited in Bray, et. al. (2004) identifies two types of opportunity costs
that impact on the poor’s demand for schooling (Cohn and Geske, 1990; Bray and
Bunly, 2005). The first type of opportunity cost is the loss of income resulting from the
child being enrolled in school. Since the child had to be at school or travel to and from
school, it is not possible for the child to engage in other productive activities. This type
of opportunity cost depends on the hours the child devotes to schooling, the labour
market and the nature of home production (Bray, et. al., 2004; Colclough, et. al., 2003).
For example, where a household engages in petty trading or requires child care, the
opportunity cost of sending a child to school could be very high. Besides, as children
get older, the value of their labour services increase and this is particularly relevant in
poor rural areas, where menial work is a key factor of production in the subsistence
economy. The second type of opportunity cost relates to household loss of satisfaction
when they enrol a child in school — this comes about when household incurs
expenditure on fees and other school related expenditures rather than on meeting
household consumption needs or even for investment. The latter type of opportunity
cost reflects the value households place on education when they choose to invest in
human capital rather than in consumption or physical capital (Bray, et. al., 2004;
Colclough, et. al, 2003; Glewwe and Patrinos, 1999)

Educational costs constitute well known barrier to access to basic education in low
income countries. In Zambia and Uganda, studies indicate that before the introduction
of fee-free education about one third of household expenditure went to education
(Boyle, et al., 2002 cited in UNESCO, 2007:152). Studies in Ghana have shown that
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direct and opportunity costs continue to prevent many children from going to school
(Oduro, 2000; Boateng, 2005; GNECC, 2005). Some of the less well acknowledged
costs barriers include cost of providing food, clothing (uniforms) and transport. Starting
in the 1951, the government of Ghana has introduced policies that will make going to
school less of a problem of cost to all households, but these policies have not ensured
that all children go to and complete basic education. Even though the new government
policy in 2005 sought to absorb ‘full cost’ through the introduction of the capitation
grant and school feeding in some selected schools (World Bank, 2009), parents and
guardians still incur considerable cost in sending their children to school (World Bank,
2009; Nishimura, et. al., 2006; GNECC, 2005; GSS,2000). Thus, direct subsidies to
schools, in the form of capitation, have not made basic education free of costs to poor

families in Ghana.

Studies have shown that school fees usually represent a small proportion of the overall
household costs of sending a child to school. In Tanzania for example, a study revealed
that school fees constituted only a fifth of total direct costs of primary schooling
(Colclough, et. al., 2003; Mason and Khandker, 1997). Thus, there is the argument that
increase in fees may have a relatively small impact on the total cost of sending a child
to school (Colclough et al., 2003). This suggest that making basic education fee free, as
it exists in Ghana today, may not necessarily induce demand for some households
particularly among the poor due to a large non-discretionary expenditure including
uniforms, books and food incurred by households. Even though direct and opportunity
cost reinforce each other to produce the critical barrier for the poor access to schooling
in rural areas (Bray and Bunly, 2005; Watkins, 2004), the impact of the direct cost
could have a significant impact on household demand for education.

Occupation of household head

Analysis of the Ghana’s GLSS data by Rolleston (2009) revealed that household heads
who are formal public sectors workers were 5% to 12% more likely to enrol a child in
school than household heads not in employment, while household heads employed in
private formal sector of the economy were 3% to 11% more likely to enrol a child in
school. This result is consistent with findings from earlier studies in Ghana which
showed that the occupation of a household head affects the likelihood of a child being

enrolled in school. For example, Lloyd and Gage-Brandon (1993) indicate that rural
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children, both boys and girls whose parents are engaged in agriculture are
disadvantaged in terms of access to schooling. Similar studies by Chao and Alper
(1998) also found that household heads working in agricultural sectors are more likely
to delay the enrolment of young children between ages 5-9 in school. Given that the
main occupation of household heads in rural areas in Ghana is farming or fishing, this
could impact on the demand for schooling.

Religion of household head

Even though in the United States, studies have found religion to significantly influence
the demand and choice of schooling by households (Cohen-Zada, 2009; Long and
Toma, 1988), studies in Africa that have examined the impact of religion on household
demand for schooling appear to have produced inconsistent results (Colclough, et. al.,
2003). Nevertheless, Moslem households tended to have lower demand for schooling
than Christian households. In Ghana and Tanzania, Chao and Alper (1998) and Al-
Samarrai and Peasgood (1998) respectively found that Moslem girls were more
disadvantaged than boys in terms of access to education. Therefore, the religion of the

household head could impact on the demand for education.

Distance to and from school

The distance a child had to travel from home to school and back influences household
demand for schooling. This is because the further away the school is from the home the
higher the cost household incurs when a child is enrolled in school, if all other factors
are held constant (Colclough, et al, 2003). Even though in Tanzania, Al-Samarrai and
Reilly (2000) found the impact of the distance on demand for primary schooling to be
small and statistically insignificant, other studies have shown that when the travel
distance to school is reduced, it increases the chances of children, in particular those in
primary school to be enrolled in school (Colclough, et. al., 2003). For example, Chao
and Alper (1998) found in Ghana that reducing the school distance by a mile to a
primary school increases the likelihood of a child being sent to school by 1.4 percentage
points. However, in spite of the massive investment into school buildings and
infrastructure in basic education in Ghana (Rolleston, 2009; World Bank, 2004), in
remote rural areas particularly those with dispersed settlements, the problem of distance

to school could remain an important factor on the poor demand for schooling.
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The quality of education

Quality is an attribute and its use in education is generally subject to socio-cultural
valuation. Mitter and Schifer (1991): (cited in Bergamann, 1996) define quality
education narrowly in terms of cognitive results. However, others (UNESCO, 2005;
UNICEF, 2000) have focused on a number of dimensions of education that relate to the
learners, their learning environments, contents, processes and outcomes. But these
dimensions of quality may impact differently on households demand for education due
to differences in social and cultural values. Bergamann (1996: 590) argues that:

certain dimensions of the quality of education influence the demand for
education, although only aspects "visible™ to the relevant actors come into
play. Where they lack the professional criteria to assess output and process
quality, they refer to simple output indicators, such as pass rates, and to
efficiency indicators such as repetition, as proxies for output, or to the
quality of the factors used in the process - school building, furniture,
equipment, school books, teacher discipline and pupil behaviour, with the
underlying assumption that input quality determines output quality.
Therefore, different categories of actors in education (eg urban households /rural
households, teachers) perceive quality education differently. For households in poor
rural communities quality of education would be based on the information available to
them about their schools (Bergamann, 1996). School quality influences attitudes of the
poor towards demand and choice of education. In Ghana, the main reason that accounts
for the growth of private schooling is the perception that they produce better
examination and tests outcomes compared to public schools (MOESS, 2006; GSS,
2005a). Since some rural households have no education or very low education, their
indices of quality would be based mainly on their observation of teacher and school
pupil behaviour in the communities and the perception of schools’ performance in
examinations (Bergamann, 1996). However, many of the private schools that perform
so well in examinations in Ghana are located in urban and peri urban areas and many
are selective and high cost. Besides, the urban private schools have better trained
teachers due to the attractive salaries they pay and also have good infrastructure and
teaching learning materials. Therefore, the perception and reality of quality education

may be quite aligned in the urban setting.

In contrast to the urban private schools, the LFPSs in rural areas pay relatively low
salaries when compared to their public schools counterparts (Tooley and Dixon, 2007a).

The LFPSs in rural Ghana do not have quality inputs such as trained teachers, adequate
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teaching and learning materials and infrastructure when compared to public schools in
similar environment. Besides, where LFPSs in rural areas are satellites of urban private
schools, parents are unable to differentiate the results of the urban private school from
the rural private school. Thus, the perception and reality may not be aligned like it is in
the urban environment. As a result, the poor rural households’ indices of quality
education may differ from those in the urban settings - thus households that access the
LFPSs may be feeding into a reality that is existing in urban environments and a
promise of quality by the LFPSs. Perhaps with time, when poor households realise that
is not the case, the market for the LFPS will change. Moreover, if LFP schools are
unable to provide significantly better quality than public schools then their future may

be uncertain.

Studies in the United States have shown, for example, that lower public school tests
scores in elementary school increases the probability of parents choosing to send their
children to private school (Lankford and Wyckoff, 1992). This is because the quality of
schooling affects the child’s labour market productivity, grade repetition and the cost of
attaining a particular level of schooling. Since school quality is one of the measures of
‘productivity’ of education, improvement in the quality of basic education would result
in positive returns to schooling and hence higher educational attainment (Mason and
Rozelle, 1998).

Even though poor households might not make mathematical calculation of the costs and
benefit of an educational investment, some households may undertake what Bray and
Bunly (2005:84) term ‘informal impressionistic analysis of the costs and the benefits’
measured by quality and household expectation. For example, if households cannot
perceive that the quality of education in their communities would enable their children
to go beyond the threshold of education with which they can secure employment to
recoup their investment, they may be reluctant to invest in education (lbid). Studies in
rural Ghana have shown that, the demand for basic schooling is influenced by parents’
perception of the school’s quality and their children’s capacity to access post-basic
education (Pryor and Ampiah, 2003; Lavy, 1996). Since the total costs of schooling for
children in poor households in remote rural areas is more likely to be greater than those

in peri- urban and urban areas (Bray and Bunly, 2005), if households perceive the
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quality of schooling to be lower, they would have double reasons not to demand

education.

Further, studies have established a positive relationship between quality of education
and household demand for schooling. For example, Glewwe (1992) found that repairing
classrooms improved cognitive achievement more than constructing more classrooms.
Glewwe and Jacoby (1994) found in Ghana that improving the quality of school
building results in higher test scores, while in Cote d’Ivoire, Montgomery, et al. (1995)
found that improved availability of textbooks in the community primary schools led to
significant improvement in educational attainment. Therefore, the availability of quality
educational inputs such as adequate textbooks, trained and motivated teachers with
strong commitment to teaching should significantly impact on poor household demand
for schooling (World Bank, 2004; Chao and Alper, 1998). Reviews of research on the
impact of school quality on performance based on over 100 studies in developing
countries, found little evidence of teacher-pupil ratio or teacher salaries to be positively
and significantly associated with student performance (Hunushek, 1995). However, the
study found a significant positive association of teachers’ education and school facilities
with student performance. What the evidence suggests is that in developing countries
spending on school facilities might play a significant role in improving student

performance and hence the demand for schooling.

The quality of schooling could also be linked to teacher’s regular school attendance and
the contact time in the classroom. In Botswana, Dune, Leach et. al. (2005) found that
the key factor for low performing schools is low professionalism of teachers in such
schools- teacher absenteeism, lateness and refusal to teach even when the teachers are in
school. Moreover, even though students are generally expected to be engaged in
learning during the entire time they are in the classroom, time in the classroom, in
reality is often not efficiently utilized due to poor teacher knowledge in the subject
matter, inadequate teaching resources (Abadzi, 2009) and ineffective management of
teachers (Alhassan and Adzali-Mensah, 2010; Akyeampong, et. al., 2007). In the
Gambia and Burkina Fasso, Dia (2003) reports that scarcity of textbooks led teachers to
spend considerable time writing lessons and problems on the board. Furthermore,
contact time in the classroom means that students must be engaged in the prescribed

curriculum while in class— as this is a better predictor of learning outcome than any
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learning activity (Vocknell, 2006: cited in Abadzi, 2009: 274-276). In Ghana, the
EARC (2003) report indicated that several teachers in rural schools did not follow the
schools’ prescribed teaching time table. Earlier studies in Ghana found instructional
time lost due to teacher absenteeism and lateness to have resulted in students being
taught only two out of ten subjects in a day (Fobi, et al,1999: cited in Akyeampong et.
al., 2007). Time lost to teaching due to teacher absenteeism and lateness is a more
common occurrence in rural than urban schools and could significantly shape household
school choice decisions and demand for education. The quality of public and private
schooling will be explored using some proxy indicators of quality such as training of
teacher, pupil-teacher ratio, school infrastructure, exams and tests results.

2.8 Schooling decision of the poor — what are the key factors?

The decision by a poor household to enrol a child in school is based on a number of
complex and interrelated individual, household and community factors. However, three
key variables: benefits, costs and economic constraints feature prominently in the
literature of household school choice decisions particularly in poor rural areas (Mason
& Rozelle, 1998; Mason and Khandker, 1997; Sawada and Lukshin, 2001). This section
examines these three factors and briefly discusses the salient factors that underpin

household choice of private schooling.

Benefits of schooling

In deciding to enrol a child in school, households take into consideration the expected
benefits. Given the relative scarcity of household economic resources, household would
invest in education if they anticipate the benefits to exceed costs, given the constraints
faced by the household (Becker, 1981; Psacharopolous and Woodhall, 1985; Shultz,
1988). In their study in Cambodia, Bray and Bunly (2005:3) noted that:

when households undertake informal cost-benefit analyses to decide
whether or not to send a child to school, they are in effect balancing other
priorities against education.

Evidence from developing countries indicates that the benefit of schooling especially at
the secondary level is greater than at the basic level (Mason and Khandker, 1997
Mason and Rozelle, 1998). Earlier studies in Ghana found the benefits of primary

schooling to be high relative to senior secondary (Canagarajah and Coulombe, 1997;
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Psacharopoulos and Patrinos, 2002). However, recent studies by Palmer et. al. (2007)
indicate higher private and social benefit of senior secondary schooling compared to
primary schooling. The implication is that, school choice decision by the poor in rural
Ghana would be influenced by perceived and real benefits of education and the ability

of the children to access post- basic education (Pryor and Ampiah, 2003; Lavy, 1996).

Moreover, while the estimates of the benefits of schooling tend to capture the average
returns to schooling, they fail to recognize the variations in expected returns at the local
level. Rosenzweig (1995) indicates that the returns to schooling in agriculture are
higher in environments where there is application of high technology compared to
settings that rely on traditional farming methods (Mason and Rozelle, 1998). This
suggests that when households rely on traditional agriculture for their livelihood, the
motivation to enrol a child in school and choice of school type may not necessarily be
related to the child returning to agriculture, but rather to other productive sectors such as
public service and industry. Clearly, for the poor in rural areas, if fee-free education
cannot be perceived to provide their children opportunities better than what their
subsistence agricultural sector offers, they may decide not to enrol, or may choose a fee-
paying option that they perceive to offer them value for their money. In a baseline
report Ampiah (2007) found that in a predominantly poor rural Mfantseman district,
households have occupational aspirations other than agriculture for their children. Since
most rural communities in Ghana are engaged in subsistence agriculture, this would
suggest that the benefits of education in an agricultural rural community would be
relatively low. Consequently, this could impact significantly on these rural households’

school choice decisions.

Costs of schooling

While the impact of cost on household demand for schooling has been discussed in
detail earlier on in this chapter (see page 24), poor households’ decision about whether
or not to send a child to school, and whether to a public or a private school would be
influenced by cost of schooling (Mason and Rozelle, 1998). The direct cost such as
school fees, extra classes fees, food at school, uniforms and stationery increase as
children progress to higher grades (GSS, 2000; Mason and Rozelle, 1998). Thus, poor

households with two or more children in school may find the direct cost of schooling a
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burden on the household. However, poor households desiring to enrol their children in
private school, but unable to afford the cost for all of them, may choose to enrol in
public and at least one child in private school (Glewwe and Patrinos, 1999). Even
though the introduction of the capitation policy in Ghana in 2005 made public basic
school fee ‘free’, other explicit direct costs such as feeding at school and uniforms
continue to constitute a barrier to access to schooling to poor households (GSS, 2008:
29). Consequently, poor rural households that decide to enrol their children in school
incur considerably high economic burden of educational expenditure relative to the non
poor. In addition, households that choose to send their children to private school would
incur other direct costs in addition to school fees. The implication is that poor
households that choose private school over fee-free public basic school would incur a
considerably higher economic burden of educational expenditure relative to their
counterparts who enrol in public school. Since the poor households pay lower fees than
households in higher income group, this might suggest that they receive lower quality
education compared with the higher income groups (Mason and Rozelle, 1998). Clearly,
in rural areas households among the higher income group may enrol in low-fee private

school if they perceive the fee-free public school to be of inferior quality.

Moreover, the opportunity cost of schooling does influence household schooling
decisions (Mason and Rozelle, 1998). In rural communities where the major economic
activity is subsistence agriculture, the opportunity cost of schooling to households
would relate to lost earning from child’s labour in agriculture or in home productive
activities (Bray, 1996). This type of cost increases with age and gender of the child.
Older siblings are more likely to be made to work to support younger siblings, while
girls are more likely to be made to take care of younger siblings or support parents in
household chores than boys and so have lower opportunity costs (Mason and Rozelle,
1998; Sawada and Lockshin, 2001). Besides, understanding the nature of children’s
time, not just its value, but the alternative use of their time is significant to their
schooling decisions-particularly when school activities (class time) clashes with major
economic activity that is important to the household survival. For example, in the
fishing rural communities in Ghana, it is not uncommon for children to absent
themselves from school due to bumper fish harvest. Mason and Rozelle (1998) and
Mason and Khandker (1997) have respectively noted that, in rural Java and Tanzania,

the opportunity cost of schooling in both primary and secondary was significantly
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higher than the direct cost of schooling and thus impacted strongly on household
schooling decisions.

Economic constraints

Economic constraints such as lack of access to credit impact on households schooling
decisions. In the presence of a perfect credit market the capacity to borrow exists for
households. Thus, with easy access to credit the schooling decision can be easily
reached. However, in the real world, lack of economic assets owned by poor rural
households impose a barrier to access to credit as evidenced by a number of studies in
developing countries (Harma, 2009). Glewwe (1991) notes that credit constraints can
impede the poor from investing in education. Therefore, if household face significant
borrowing constraints, their current level of income and assets would be crucial to their
school choice decisions. In rural Java for instance, Mason and Rozelle (1998) indicate
that, households allow older siblings to enter the labour market to generate income to
support their younger but brighter siblings’ education. Clearly, household are
minimizing losses and maximizing their gains by investing in brighter children. While
the above factors have examined household schooling decisions in general, the next
section briefly discusses school choice in the developing country context and the factors

that underpin private school choice.

2.9 Understanding school choice in a developing country context

The word ‘choice’ according to English Thesaurus Dictionary means option, alternative,
selection or variety. However, when used in education — school choice, it connotes
choice between schools. Goldhaber (1999) defines school choice as ‘any policy that is
designed to reduce the constraints that current school configuration place on schools
and students’ (pg. 16). Goldhaber was writing in the context of developed countries like
the United States and United Kingdom where catchment area restriction prevented some
households to access schools of their choice. Further, Goldhaber notes that school
choice takes several forms including choice among public schools within a particular
district, choice across districts and public-private school choice. But as Srivastava

(2008b) notes, catchment area restriction does not apply in developing countries in Asia
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and Africa as parents are free to choose any school within and across districts.
Nevertheless, choice could still be constrained by other factors including distance and
cost. Again, unlike in the US or Chile , for example, where increased school choice was
the result of the provision of vouchers (Patrinos, et. al, 2009; Levin, 1991) to poor
households, increased choice in developing countries resulted from increased private
provision (Srivastava, 2008b). As result, to be able to understand the school choice
environment in developing countries, particularly in poor areas of Africa, it needs to be

examined within a distinct choice system.

Tooley (1997) makes a distinction between two types of school choice - choice within a
state regulated and publicly funded schooling system and choice in the market where
the state is not a monopoly supplier and funder of education. The school choice market
in Ghana is characterised by growing range of private schools entirely self funded
through tuition charges, often owned by a sole proprietor, and are operated and
managed through a set of informal rules and regulations set by owner (s) of the school.
In urban or peri-urban environments, households with economic resources have the
leverage to enrol in a school of their choice. However, in a typical poor rural
environment, this might not be the case for the majority of households due to poverty.

School choice has to do with affordability expressed in terms of the proportion of
household income that is expended on education. Lewin (2007b) notes that household
survey has shown that the poor usually allocate about 5 percent and rarely more than 10
percent of household expenditure to education of a single child in public secondary
school. Therefore, if household educational expenditure per child goes beyond 10
percent of their income, this would have serious implications on household expenditure
patterns. As a result, Harma (2008) argues that real school choice has to do with a
household’s ability to pay school fees and related expenses without cutting back on
basic household needs such as food, medical care and other household essentials. Thus,
the mere decision to enrol in a fee- paying private school does not connote real choice,
especially if households have to spend significant proportion of their income on just one
child (Harma, 2008). Therefore, when Tooley (2005; 2009) argues that the poor
households are choosing low-fee private schools, this seems to be confusing the issue
about school choice because the majority of the poor in rural settings still have no real

choice. Nevertheless, the school choice environment relating to this thesis is analysed in
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terms of Tooley’s choice in the privatised market. As Carnoy (2000) observes, ‘when
choice is about privatisation, we need to know much more about how such an
educational system would look like’ (pg. 15). Therefore, this research explores how

and why the poor exercise this choice and the factors which enable them do so.

2.9.1 What key factors shape private school choice?

Evidence in the school choice literature indicates that household school choice is based
on certain priorities such as the quality measured by performance, convenience and
safety , religious affiliations of schools and socio-economic background of parents
(Goldring and Philips, 2008; Lankford and Wyckoff, 1992).

Kleitz, et. al. (2000) indicates that parents who choose schools often cited academic
performance judged in terms of the number of pupils that pass a standardized test scores
as their main priority. Other studies have also shown that households that placed
priority on academic achievement were more likely to choose private schools because of
their better performance in examinations and test scores (Kingdon, 1996; Jimenez, et.
al., 1991; and Cox and Jimenez, 1991). Jimenez, et. al. (1991) after controlling for
measureable school characteristics, found that private schools’ ability to adopt better
management practices including teacher supervision and accountability to parents was
significant in improving performance. In the United States Coleman et. al. (1966, cited
in Betts, 1999) found that, the most significant determinant of student performance was
the family background, while the differences in school resources accounted little for
differences in performance. However, other studies such as Fuller and Heyneman
(1989) found that schools were more important in poor countries. Research in
developing countries has revealed that households choosing private schooling often cite
better performance of private schools in test scores and examinations (Tooley, 2009;
2005; Tooley and Dixon, 2007a; Kingdon, 1996).

Further, household choice of private schooling may be influenced by the safety and
convenience of schools to their children. Where the location of a public school is far
away from a child’s home or where the school is considered by a household to be
unsafe for children, they are more likely to enrol in the nearest and safe school even if
such a choice would imposed heavy cost burden on the household. In developing

countries, children in remote areas sometimes have to travel long distances to the
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nearest public school. In China, Tooley (2009) indicates that households in remote areas
prefer to enrol their children in private school because of the distance and danger of
travelling to the nearest public school. In Ghana, Chao and Alper (1998) conclude that
the absence of primary schools in some communities constitutes a barrier to access to
schooling. Consequently, households would have no option but to enrol their children in
the only available fee paying private school in their communities.

The socio-economic differences of household and household heads or parents impact on
their school choice. Household income or assets which are normally proxy for
household resources are also positively related to educational choice (Shneider, et. al.,
1996). Higher income raises the household’s capacity to afford the cost of private
education. In the US, studies have shown that higher income households were more
likely to enrol their children in private school compared with their low income
households (Smrekar and Goldring, 1999; Schneider, et. al., 1996) because of the

superior quality education private schools provide.

Similarly, in developing countries, high and middle class households with their
relatively high income enrol their children in expensive private schools (Oketch and
Ngware, 2010; Addae-Mensah, 2000). These are children mainly from better socio-
economic background and therefore enter private school taking along their home
advantage. However, in poor rural environment where majority of the households lack
social and economic capital, private schools might not be adding that value or making
much progress in students’ achievements. In rural areas of Ghana, households that are
relatively better off including those that have social network of friends and relatives that

provide them with resources for education may enrol in fee paying private schools.

Studies have shown that parental education, household income and occupation are
positively related to school choice (Goldring and Philips, 2008; Colclough, et. al.,
2003). Parents or household heads with higher educational attainment levels tend to
place more value on education and this is reflected in their interests and attitude shown
in education. Besides, the level of educational attainment enables parents to seek
relevant information about schools and thus able to make more informed decisions on
educational choice (Goldring and Philips, 2008). Even though the literature on reasons

for private school choice is based mainly on studies in developed countries, it
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nevertheless also applies to developing countries. The next section discusses the
conceptual framework of the thesis.

2.10 Household schooling decisions: toward a conceptual framework

Households’ decision regarding whether or not to send a child to school and to a
particular school type is influenced by the complex interaction of social, economic and
cultural factors working through power relations within the household (Al-Samarrai and
Peasgood, 1998). In the literature, household production function has been widely
employed to provide explanation to households schooling decisions (Al-Samarrai and
Peasgood, 1998; Tansel, 1997; Chernichovsky, 1985).

The household production function model assumes that, there is an optiomal level at
which households equate costs to benefits. When households view education as an
investment good then the demand for education will continue as long as marginal
benefits are greater or equal to the marginal costs of schooling assuming no liquidity
constraints. Households incur both direct and opportunity cost for the period the child is
enrolled in school. If households perceive the opportunity costs as significant, the
decision to access the type of provision does not become a simple straightforward
matter — tradeoffs and perceived value become important considerations. The
perception of the quality of education and the importance households attach to
education may influence their choice decision. Where households cannot perceive
education to be of any good value, they may decide not to enrol altogether. Again, the
benefits of education to the household may be influenced by transfers they expect to
receive from their children after completing school, this depends on their children’s
chances of finding a job (Al-Samarrai and Peasgood, 1998).

Further, while some households may be able to attain an optimal level of investment in
education, others might be constrained by lack of resources including credit facilities
with which the household can borrow to finance education. The extent to which the
household would be constrained depend on a number of factors including the number of
school going children in the household, education of the household head and the
existence of social network. Besides, resource constraint in the household affects which

child of a particular gender goes to school. For example being a first born child and also
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a boy increase the chances of being sent to schools in the face of constraints (Harma,
2008). Changes in the earning in the households that favours mothers or aunts may

strengthen their position in influencing who goes to school and to which type.

When a household views education as a consumption good, the decision to send a child
to school will be based on the satisfaction educated children brings to it, which in turn
will be related to the level of education of the household head or the child’s parents. In
addition, preference for boys and girls schooling is informed by social and cultural
norms and tend to have different effects on children in terms of gender (Harma, 2008;
Al-Samarrai and Peasgood, 1998)

Generally, it is expected that household school choice decisions will be made by either a
parent or both. But earlier research in the USA has suggested that the decision to enrol,
and where, resides with the household head (Becker, 1981). In the household
production function it is assumed that household satisfaction is maximised and resource
allocation decisions are efficiently made through the household head (Al-Samarrai and
Peasgood, 1998). However, Haddad et al., (1994) examining evidence from both
developed and developing countries argued that the household head is often not the sole
decision maker, and that other members play an equally important role.
Anthropological literature show that in West African countries including Ghana,
household resources are not pooled as women and men do not make expenditure
decisions jointly (Munachonga, 1988; Fapohunda, 1988: all cited in Hadad, et. al,
1994). In la Cote d’Ivoire, Hoddinott and Haddad (1995) found that household
expenditure differed in accordance with the share of total household income earned by

women.

In this case, households’ resource allocation decisions are made based on bargaining
among members and the stronger the bargaining power of a household member, the
greater his or her influence over resource allocations. This means bargaining power
depends on the individual characteristics of household members including the
household head (Haddad, et al, 1994; Thomas, 1994). In effect, the question of enrolling
ceases to be simply a decision resting with the household head, other household
characteristics become important. Therefore, following Glick and Sahan (2000), this

study is based on the household production function model and maintains the notion of
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non-unified preferences and bargaining over resources within the household — this
framework would be significant in the interpretations of results of the study.

2.11 Summary

The literature review has clearly identified the salient factors that shape poor household
demand and choice of schooling. These are household income, costs of schooling, the
quality of education and the socio-economic characteristics of households. Clearly, in
poor rural environments, whether or not households would be induced to enrol their
children in school and in a particular type of school depends on their social and
economic characteristics and their perception of the value of education.

The review shows that the costs of education to the household remain a key barrier to
access to both public and private schools. Nevertheless, the literature also indicates that
some poor households are choosing LFPSs. Since school choice has to do affordability,

this thesis would explore how the poor can afford to make that choice.

When the government of Ghana introduced capitation fee-free schooling in 2005, the
expectation was that it will absorb the ‘full cost’. However, evidence from the fee-free
schooling policies have shown that it tends to leave out large proportion of non-
discretionary expenditure such as food at school, school uniforms and stationery. As a
result, poor households still incur considerable costs on education. Given that private
school fees constitute a small percentage of household total direct costs of schooling
(UNESCO, 2007; Mason and Khankher, 1997), if the poor perceives LFPSs to offer
better quality, they might opt for private schooling. Thus, the costs of education and

how it interacts with household school choice would be examined by this thesis.

Quiality education is important to school choice because it is the differences in quality
that make households look for alternative schooling. As demonstrated by the literature,
there is evidence to suggest that the perception of quality drives interest in private
schooling. However, in Ghana the evidence of better quality private schools
performance is based on schools mainly in urban settings. As a result, the perception of
private school quality is aligned with reality due to factors such as creaming of students
and better school inputs. But much is still not known about the quality of LFPSs and

public schools in poor rural areas. This will be explored later to establish whether
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household choice of private schooling based on the perception of better quality is
aligned with the reality and how that might influence schooling decisions of the poor.

Finally, in some developing countries such as Chile and Colombia school choice was
promoted through the provision of vouchers (Patrinos, et. al., 2009). As a result, poor
households that received vouchers were able to submit them to schools of their choice —
thus providing poor households with a real choice. However, in a country like Ghana,
there are no vouchers or grants with which the very poor households can access schools
of their choice. Thus, when the poor households choose fee paying private school, it
raises questions about how they explain their choices and what factors enable them to
make that choice and pay for it. These factors will be explored in detail in chapters 6 to
8.

The next chapter examines the factors impacting on access to basic education in Ghana
using national data — the GLSS, EMIS and BECE examinations results.
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Chapter 3: What factors impact on access to basic education in Ghana?

3.1 Introduction

This chapter examines the factors impacting on access to schooling in Ghana. It first
examines the pattern and allocation of government expenditure to education. Second, the
relationship between household income and educational expenditure of poor households in
rural areas is explored to determine household affordability of schooling in the fee-free
education context. Finally, educational inputs and outcomes measured by the Basic Education
Certificate of Examination (BECE) results of public and private schools in 53 educationally
deprived ®districts of Ghana are examined for differences in performance. A summary of the
chapter pulls together the significant factors that might impact on access to schooling in
Ghana.

3.2 How does government education expenditure allocation impact access?

Access to education in many developing countries is disproportionately represented by
children of middle and upper class families (Johnstone, 2001). In Ghana, Addae-Mensah
(2000) indicated that over 70 percent or more of the students who enter universities in Ghana
are from middle and upper income families. These are children whose parents have invested
heavily in their education by enrolling them in expensive private schools and attend top
secondary schools in the country. This clearly suggests that, if public resource is to be
equitably distributed, a greater proportion of it would have to be allocated to the basic
education sector where the majority of the poor are still struggling for access (Akyeamong,
2009).

There are certain norms that are supposed to guide and ensure equitable and efficient public
resource allocation to education. UNESCO, for example, specifies that for equitable and
efficient allocation of public resources to education, the proportion of a country’s GDP
allocated to education should be in the range of 4% and 6%, with less than 20% of this

amount going to tertiary education (MOESS, 2008). Data from the Ghana Ministry of

8 There is a distinction between educationally deprived district and a deprived district. While the former is
defined by the GES based on criteria including the percentage of children having desk, pupil-teacher ratio,
percentage of teachers untrained, availability of potable water, building made from cement block, etc., the later is
determined by the Ghana Statistical Service using household income , assets or expenditure. Therefore,
educationally deprived districts in Ghana are also more likely to be deprived.
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Education shows that public expenditure on education as a percentage of GDP in Ghana has
been growing steadily — rising from 6.2% in 2003 to 9.1% in 2007 (Table 3.1). However,
allocating a significant proportion of a country’s GDP to education might be necessary but
would not be sufficient to raise access for the poor, unless government’s allocation to
education targets poor and deprived areas of the country. Since in Ghana the cost of schooling
Is a barrier to the poor having access to basic schooling (Oduro, 2000; Chao and Alper, 1998),
any allocation to the education sector skewed in favour of basic education of the poor is likely
to result in fairer redistribution of public resources and hence create opportunities for poor
households to access basic education. Unfortunately, government expenditure on education
between 2003 - 2007 shows that spending was skewed in favour of tertiary and senior

secondary education compared with basic education.

Table 3.1: Government recurrent expenditure on education in Ghana, 2003-2007
(Real 2005 Price)

Year GDP Total Education Expenditure  Education Expenditure as
a % of GDP

2003 23,269,628.50 1,452,700.21 6.2

2004 27,675,960.90 2,028,525.06 7.3

2005 34,592,455.30 2,594,072.95 7.5

2006 40,969,550.02 3,348,157.31 8.2

2007 49,827,369.32 4,540,895.26 9.1

Source: Author’s calculation is from data derived from MOESS, 2008.

Table 3.2 shows that government expenditure on tertiary education reached 21% of total
education expenditure in 2004, declined marginally in 2005 and then rose to 22.5% in 2006
and 23% in 2007 - these percentage growth rates are more than the 20% less recommended by
UNESCO. During the same period (2003-2007), allocation to primary education declined
steadily from 40% in 2003 to 27.6% in 2006 (see Table 3.2). Public expenditure on pre-
school also fluctuated over the period, averaging around 3.5% of total government spending
on education, while expenditure on junior high school (JHS) also fluctuated but experienced
steady decline starting from 2005 to 2007. This suggest that to be able to achieve education
for all by 2015, government might have to re-examine its allocation within the education

subsectors and priority given to basic education sector.

Table 3.2 shows the trend in government expenditure in education by level from 2003 to

2007. Even though government’s expenditure to basic education in the form of
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SOURCES

2003 2004 2005 2006 2007

GH¢ % GH¢ % GH¢ % GH¢ % GH¢ %
Pre-School 9,886,200 2 23,176,164 4 25,029,905 34 37,144,800 3.9 42,797,283 3.4
Primary 163,533,900 40.0 183,091,696 31.6 220,115,936 29.9 262,627,200 27.6 445,933,605 35.0
JHS 91,035,300 22 92,704,656 16.0 131,038,919 17.8 159,921,600 16.8 206,990,933 16.3
SHS 63,024,400 15 115,301,416 19.9 153,124,131 20.8 150,382,800 15.8 160,788,917 12.6
TVET 4,531,200 1 6,373,445 11 8,834,084 1.2 8,599,900 0.9 8,236,942 0.6
SPED 1,647,700 0 2,317,616 04 2,944,695 0.4 3,835,600 0.4 3,894,322 0.3
NFED 3,707,300 1 9,270,466 1.6 13,987,300 1.9 6,736,900 0.7 5,709,015 0.4
Teacher 16,477,000 4 21,437,952 3.7 28,710,774 3.9 33,119,000 35 33,132,980 2.6
Education
Tertiary 57,257,500 14 121,674,900 21.0 144,290,045 19.6 214,564,500 22.5 292,931,474 23
Management and 411,900 0 2,897,021 0.5 7,361,737 1 73,438,400 1.7 70,339,643 5.5
Subvented
HIV-AIDS 411,900 0 1,158,808 0.2 736,174 0.1 2,474,300 0.3 2,784,370 0.2

Source: MOESS, 2008:115
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capitation grants to schools in 2005 was intended to reduce the cost burden on the poor
to enable them to access basic education, it appears that participation in private
schooling among the poor has increased. The next section uses GLSS3 and GLSS5 to
explore the participation of the poor households in public and private schooling,

focusing on rural households.

3.3 What proportion of the poor in Ghana participates in private education?

Analysis of the Ghana Living Standard Survey (GLSS) data (GLSS3 in 1991/92) and
(GLSS 5 in 2005) on household educational participation by school type and status of
poverty shows that between 1991/92 and 1995/96 poor households in Ghana increased

their participation in private schooling.

Table 3.3: School type attended by household poverty status — All Ghana /rural
Ghana, 1991/2 (aged 6-17)

All Ghana School Type

No School Public Private Total
Poverty Status
Extremely Poor 1042 1741 73 2856
% 36.48 60.96 2.56 100.00
Poor 328 742 39 1109
% 29.58 66.91 3.52 100.00
Non-Poor 651 1904 347 2902
% 22.43 65.61 11.96 100.00
Total 2021 4387 459 6867
% 29.43 63.89 6.68 100.00
Rural Ghana No School Public Private Total
Poverty Status
Extremely Poor 915 1,473 39 2427
% 37.70 60.69 1.61 100.00
Poor 246 545 4 795
% 30.94 68.55 0.50 100.00
Non-Poor 356 962 74 1392
% 25.57 69.11 5.32 100.00
Total 1,517 2,980 117 4614
% 32.88 64.59 2.54 100.00

Source: Computed from GLSS 3

Table 3.3 shows that, of the total national representative sample of 4,614 rural
households in 1991/92 only 2.54% choose private schooling compared to 64.59% public
schooling. However, analysis of participation in terms of the household poverty status
indicated that, of the 2,856 households that were extremely poor, 2.56% choose private
schooling, with 60.96% choosing public schooling. Households that were classified as

poor had 3.52% and 66.91% choosing private and public respectively. In rural Ghana,
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the data shows that of the 4,614 sampled households only 2.54% compared to 6.68%
nationwide choose private schooling. Evidently, a significant proportion (64.59%) of

the households in rural Ghana chose public schooling.

Generally, it appears that poor households in 1991/92 - before the advent of education
fee-free capitation policy in Ghana, preferred public to private schooling. However, the
question is whether the fee-free education really succeeded in making public school a
more preferred option for the poor. Table 3.4 shows household school participation in
2005/6.

Table 3.4: School type attended by household poverty status — All Ghana/rural
Ghana 2005/6 (aged 6-17)

All Ghana Schooling Type

Poverty Status No School Public Private Total
Extremely Poor 1596 2563 223 4382
% 36.42 58.49 5.09 100.00
Poor 265 910 144 1319
% 20.09 68.99 10.92 100.00
Non-Poor 801 3660 1623 6084
% 13.17 60.16 26.68 100.00
Total 2662 7133 1990 11785
% 22.59 60.53 16.89 100.00
Rural Ghana No School Public Private Total
Poverty Status

Extremely Poor 1519 2324 192 4035
% 37.65 57.60 4.76 100.0
Poor 232 743 113 1088
% 21.32 68.29 10.39 100.0
Non-Poor 454 1896 479 2829
% 16.05 67.02 16.93 100.0
Total 2205 4963 784 7592
% 27.73 62.41 9.86 100.0

Source: Computed from GLSS

The analysis of GLSS5 data shows that private school participation by poor households,
especially those in rural Ghana experienced increases. Of the total sample of 11,785
poor households in Ghana, 16.89% and 60.53% enrolled in private and public schools
respectively. Compared with the GLSS3 in 1991, data from GLSS5 shows about 10%
increase in poor households’ participation in private schooling. Again, private school
participation in terms of the depth of poverty indicated that the extremely poor and poor
households in Ghana also experienced increased private school participation, rising
from 2.5% in 1991/92 to 5.09% in 2005/6 and 3.52% in 1991 to 10.92% in 2005
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respectively for the extremely poor and poor households. In rural Ghana, similar
patterns of participation were experienced — the poor household private school
participation rose from 2.54% in 1991 to 9.86% in 2005, with extremely poor and poor
rural households increasing their participation from 1.61% to 4.76% and 0.5% to
10.39% between 1991 and 2005 respectively.

The evidence demonstrates that poor households’ participation in private schooling
generally and in rural areas in particular increased over the two GLSS. This is an
indication of the poor’s interest in private schooling. This interest shown by the poor in
private schooling needs to be taken seriously in order to find out why there is an
increase. The other issue is, given the increase in private school participation by the
poor, how can it be understood in line with the structure of household educational

expenditure. This is analysed in the next section.

3.4 What is the structure of household education expenditure in Ghana?

Since the cost of education is one of the main barriers to access to schooling,
particularly to the poor in Ghana (GNECC, 2005; Oduro, 2000; Chao and Alper, 1998),
examination of the structure of household educational expenses would help identify key
elements of cost in household educational expenditure. Table 3.5 shows the average
household educational expenditure per child in 1998 and the percentages are of total
educational expenditure. The data shows that at the primary level, expenditure on food,
boarding and lodging at school remains most significant expenditure item to households
- constituting 40.3% of household total expenditure per child in a primary school. In
contrast, household expenses on food, boarding and lodging in Junior High and Senior
High schools was second most important item constituting about a fifth of households’
educational expenditure. It is important to note that in Ghana primary and JHS are
normally not boarding, even though there are a few boarding schools mainly in the
private sector. As a result, when the GLSS estimates put together boarding and lodging
cost with food cost, it tends to obscure the actual contribution of food to the cost of

education.

The most significant expenditure item at the JHS and SHS levels was the school and
registration fees, which constituted a significant proportion of household average
schooling expenditure - 50.0% at JHS and 51.2% at SSS levels. Even though



48

expenditure on uniform and sports clothes represented just about 5% of household
educational expenditure for JHS and SHS levels of schooling, it represented 10% of
total schooling expenditure per child at the primary level. A possible explanation for
this could be that, households have more children in primary schools than in JHS and
SHS.

Clearly, expenditure on food, boarding and lodging and uniform as far back as 1998/99
were the most significant schooling expenditure items at the primary school level rather
than school and registration fees. Thus, making public school fee-free still leaves the
poor households with considerable cost burden of enrolling a child in primary school.

Table 3.5: Average amount cedis paid per person in basic school in the last 12
months by level of school

Primary Junior Secondary Senior Secondary
School (JSS) School (SSS)
Amount % Amount % Amount %

Item
School/Registration Fees 34,911 28.6 215,404 50.9 325 51.2
Contribution to PTA 1,819 15 5,805 1.4 5,750 0.9
Uniforms/Sports Clothes 12,482 10.2 20,362 4.8 20,970 3.3
Books/School Supplies 9,027 7.4 33,059 7.8 66,691 105
Transportation to/from School 4,973 4.1 21,253 5.0 38,642 6.1
Food/Board/Lodging at School 49,184 40.3 94,787 22.4 135,045 21.2
Other Expenses (Clubs, extra 7,564 6.2 21,032 5.0 27,473 4.3
classes
Other in-kind expenses 2,046 1.7 11,220 2.7 15,393 2.4
Total 122,006 100 422,922 100 635,693 100

Source: GSS,2000 ( GLSS4, 1998/99) Amount in 1998/99 Ghana Cedis.

Again, with a significant proportion of household expenditure on education (about 51%)
devoted to school and registration fees at the JHS level, this could constitute a barrier to

the poor’s access to Junior high school which is an integral part of the basic education in

Ghana.

It is important to note that in a typical private school in an urban setting, households’
educational expenses will be different from the general pattern of educational expenses
provided by GSS (2000). For example, Frimpong (2000) as cited by GSS (2005)
indicated that in a typical urban private school, miscellaneous cost such as extra classes,
food and transport to school was greater than the annual fees paid by parents, with little

variation in the levels of total costs of schooling at different grades (see Table 3.6).
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Table 3.6: Costs per child of a typical private basic school (Amount in 2000)

Class Annual Basic Annual Miscellaneous Annual Annual Total Cost in

Fees Costs Total Cost 1999 constant prices
Primary 1 663,000 1,125,000 1,788,000 2,272,496
Primary 2 678,000 1,125,000 1,803,000 2,291,561
Primary 3 678,000 1,125,000 1,803,000 2,291,561
Primary 4 711,750 1,150,000 1,861,750 2,366,230
Primary 5 715, 500 1,150,000 1,865,500 2,370,996
Primary 6 715, 500 1,150,000 1,865,500 2,370,996
JSS1 795,750 1,200,000 1,995,750 2,536,540
JSS 2 795,750 1,200,000 1,995,750 2,536,540
JSS 3 773,250 1,200,000 1,973,250 2,507,944

Source: Frimpong, 2000 cited by GSS, 2005. Average exchange rate = ¢4500 cedis to
US$1

The level of fees paid in the urban private school shows that only rich households could
afford the cost of such schools. A comparative analysis of the cost per child in the urban
private school in 2000 and household educational expenditure per child by welfare
quintile in 1999 prices (Table 3.7) indicate that, this type of urban private school is not
for the poor. This is because even urban households in quintile 3 had their schooling
expenditure per child (Gh¢ 635,001) representing just about a quarter of the cost per
child in primary 1 in private school - only households in quintile 5 have their
expenditure per child close to the range incurred in the private schools studied by
Frimpong in 2000. However, this is not to say that only households in the highest
income group access private schooling. This is because in urban, peri-urban and rural
areas there are private schools that charge low fees and this has enabled some

households in the lowest income group to patronise private schooling for their children.

Table 3.7: Expenditure on schooling by households according to welfare quintile
and rural/urban location in 1999 Cedis (Accra level of purchasing power).

Quintiles Locality

of welfare Rural Urban Total
1 150,601 186,798 153,188
2 287,599 505,713 327,803
3 420,777 635,001 485,014
4 671,884 963,851 850,193
5 1,139,361 1,567,532 1,491,615

Source: Author’s calculation from GLSS 5
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The GLSS data (GSS, 2005) show that, food, boarding and lodging and uniform were
the main items of households’ educational expenditure, which raises doubts about
whether the elimination of school fees completely removes cost barriers to the poor’s
access to education. The analysis also suggests that, the poor that chose private
schooling must be accessing low-fee private schools — almost all the households in the
quintile groups, except the highest quintile groups, would not be able to afford high fee
private school in an urban environment like Accra. It is significant to note that, this
analysis of household educational expenditure is based on aggregated data that
combines household educational expenditure in private and public schools. The sections
that follow disaggregate households schooling expenses by school type and location
using GLSS5 data to explore the schooling expenditure differences and what it means

for the poor to access education.

3.4.1 Educational expenses by school type, level and location in Ghana

It is important to note that the GSS (2000) data on household educational expenditure is
an aggregate of household educational expenditure of all school types irrespective of
location (Table 3.5). Therefore, a more nuanced understanding of the structure of
household educational expenses can be gained by disaggregating household schooling
expenses by school type and location using the latest GLSS 5 data. Figure 3.1 shows
total annual household educational expenditure per child in 2005 Ghana prices
(GSS,GLSS 5, 2005). Since schooling expenditure was incurred in the period of fee-
free public schooling, comparing rural public and private primary schools and JHS
would be significant in explaining the variations in school cost of the various school
types. For rural public primary school the mean total expenditure on schooling per child
was about 200,000 cedis, while the public JHS had mean household educational
expenditure slightly higher (about 300,000 cedis). The household educational
expenditure had an interquartile range of 50,000-650,000 cedis for primary school
compared to JHS which was 150- 800,000 cedis.
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Figure 3.1: Total annual expenditure per child in school on schooling by school
type(2005/6) (using probability weights) (in 2005/6 Cedis)
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Source: Author’s calculation from GLSSS5.

In rural private primary and junior high school levels, however, the pattern of
expenditure is different. The mean education expenditure (about 500,000 cedis) at the
primary level in private school was greater than mean expenditure (about 190,000 cedis)
at the public JHS. For private schools, the difference in educational expenditure
between primary and junior high schools was much greater than in public schools as
indicated by mean expenditure of about 1,200,000 cedis in private junior high school.
Also, the interquartile range is larger than for public schools indicating greater
variations in expenditure on private schooling. Rural households’ educational
expenditure in private school has an interquartile range of about 200,000 to 1,100,000
cedis at the primary level and 800,000 to 1,900,000 cedis at the junior high school level.
Similar pattern of expenditure but at higher levels in urban public and private schools is
observed. What might explain the big difference in educational expenditure between
public and private schools could be the effect of the fee-free capitation policy which
removed the payment of some school expenditure items such as parent teachers
association dues, extra classes fee and examination fees. In addition, income could also
be a major factor because spending on private education rise substantially with income.
Figure 3.1 shows that, total education expenditure per child in a year in rural public
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school ranged between 50,000 — 800,000 cedis compared to the rural private school
which had total expenditure range per child of 200,000 — 1,900,000 cedis. This
expenditure in rural private school on average is about twice the expenditure in public
schools and has implications for affordability of schooling by poor households in rural

areas.

To determine the poor households’ affordability of the cost of private schooling, the
proportion of income of households in the lowest income group expended on private
education is estimated. Table 3.8 shows the mean annual household income by quintile
of Ghana in 2005 prices. Comparative analysis of rural households’ total expenditure
per child in private education in relation to the income of households in quintile 1 shows
that, the expenditure on a child in rural private primary (500,000 cedis) and junior high
(1,200,000 cedis) schools constituted 6.9% and 16.5% of the income of households in
the lowest income group in their respective levels of schooling — the interquartile range
of expenditure of 50, 000-1,400,000 cedis at the primary school and 200,000-1,900,000
cedis for junior high school suggest that, the proportion of household income expended
on private schooling would increase according to the fees charged and other payments
required by a particular private school. Clearly, spending about 17% of the poor income

on just one child in private JHS would constitute a great burden to the household.

Table 3.8: Mean annual household income by quintile group in Ghana in 2005.

Quintile Mean annual household income (Amount in cedis)
I 7,280,000
1 10,200,000
il 10,980,000
v 12,630,000
\% 15,440,000

Source: GSS, 2008.

What the evidence suggests is that, for households in the lowest income group that
decide to enrol in private school, a very high proportion of household income would be
spent on schooling. Therefore, the question this raises is, when the poor access low-fee
private schools, how are they able to afford the costs? This is explored in chapter eight
of the thesis.
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3.4.2 Household schooling expenditure per child by expenditure type

A disaggregation of households’ schooling expenses by the type of expenditure would
provide in-depth understanding of the contributions of the key household expenditure
items to schooling expenditure and their likely impact on access to schooling. Figures
3.2 and 3.3 show household annual educational expenditure by item.

Figure 3.2: Annual expenditure per child in school on schooling by expenditure
type (2005/6) primary (in 2005/6 Cedis)
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Source: Author’s calculation from GLSS 5

Figure 3.2 shows that household expenditure on school uniform was relatively small
(about 80,000 cedis at the mean) in both public and private rural primary schools
compared to other expenditure items such as food, boarding and lodging and school
and registration fees. The mean expenditure on food in public rural school was about
100,000 cedis but with an interquartile expenditure range of 0-700,000 annually. In the
rural private primary school, however, food and registration fees were the major
expenditure items. Even though the mean registration fee was about 100,000 cedis,
household expense per child on registration at the interquartile range was 0 -250,000

cedis. Again, the mean expenditure on food in rural private primary school was about
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200,000 cedis — this is about twice the expenditure per child in rural public primary
schools. Since the interquartile range of expenditure on food per child falls between
Gh¢ 0 - 490,000, it would suggests that for poor households providing the child with
food at school could constitute a barrier to access to primary school. In urban schools,
the pattern of schooling expenditure by item appears to be the same for both public and
private schools, with registration and extra classes fees constituting the most significant

expenditure items compared to other schooling expenditure items.

Analysis of household expenditure at the JHS level reveals that, whether in rural or
urban or private or public, food and lodging constitutes most significant portion of
household schooling expenditure, except registration fees in urban private schools

which constituted the major educational expenditure (see Figure 3.3)

Figure 3.3: Annual expenditure per child in school on schooling by expenditure
type (2005/6) Secondary (no probability weights) (in 2005/6 Cedis)
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Source: Author’s calculation from GLSS 5.

Household educational expenditure per child in urban private junior high school

averaged about Gh¢ 600,000 annually, but the interquartile range of expenditure was
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between Gh¢ 100,000 and 1,200,000. For rural private JHS, registration fee was second
highest household expenditure after food, boarding and lodging.

In conclusion, the issue about schooling expenses is not simply about school fees. This
Is because if one looks at the structure of household educational expenditure per child, it
Is the food cost item that remains a key element of educational expenditure. Given that
in public schools, the purchase of food in school is not obligatory, as it is in some
private schools, this thesis would explore the effects of food cost on access to

schooling.

3.5 Do educational inputs and outcomes vary by school type in educationally
deprived districts?

Naturally it would be expected that the quality and quantity of inputs of a school relates
to its outcomes. This section explores the assertion that low-fee private schools produce
better outcomes in the form of exam results than public schools. The analysis begins by
first examining the pupil teacher ratio and quality of training of teachers in the various
school types. Second, the Basic Education Certificate of Examinations® (BECE) results
of public and private schools in 53 educationally deprived™ districts of Ghana from
2005-2008 is examined using descriptive statistics. Since language and numeracy are
key goals of the basic education policy, a t- test is conducted to determine the difference
in aggregate score and grade scores in English language and mathematics for public and

private schools.

3.5.1 How do inputs in public and private deprived schools compare?

The number of pupils to a teacher in class is an important determinant of how much a
child could benefit from teaching in school. Figure 3.4 shows that of the 53
educationally deprived districts 31 had pupil teacher ratio (PTR) beyond the norm set by
the Ghana Education Service - 35 and 25 for primary and junior high schools
respectively. Indeed, PTRs in private schools were generally within the GES norm of a

manageable class size due to low enrolment in rural areas. However, in six of the

% The BECE examination is conducted by the West African Examinations Council (WAEC)

19 Educational deprivation is based on a number of criteria set by the Ghana Education Service in 2000.
These include percentage of children having desk, pupil teacher ratio, percentage of teachers untrained,
availability of potable water, building made from cement block, etc
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educationally deprived districts the PTR private primary schools were far beyond the
norm —ranging between 44 and 108 pupils per class. This has implications for the

provision of quality education in such districts.

Figure 3.4: Pupil-teacher ratio of public and private schools in deprived districts,
2009.
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Another important indicator of quality of education is whether the teacher is
professionally trained. Using the EMIS data on teachers in public and private schools in
deprived districts in 2009, the quality of teachers is compared. Figure 3.5 shows the
proportion of trained teachers to untrained in educationally deprived districts. Almost
half of the teachers in public schools in educationally deprived districts were trained.
However, of the 49 districts that had private schools, 18 had no trained teacher — only
one district had 44% of its teachers trained, 2 districts had 20% trained and the
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remaining districts had less than 20% trained teachers. Thus, even though public schools
in the district had just about 50% trained teachers, private schools had only about 10%

trained teachers.

Figure 3.5: Proportion of trained/untrained teachers in deprived districts, 2009
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The EMIS coverage does not include unregistered private schools. However, it is not
likely that, for example, unregistered low-fee private schools would have trained
teachers because of the relatively low salary compared to the public sector. The
implication is that low fee registered and unregistered private schools may end up
having mainly untrained teachers.

In short, the analyses of inputs of public and private schools in the deprived districts
clearly show that schooling inputs are generally inadequate in the various schools types.
A significant proportion of teachers in public school (about 50%) are not trained. The
picture of the quality of teachers in private is worse - as less than 10% of their teachers
were trained. Apart from one district that had about 44% of teachers in private school
trained, the rest of the district had about 10% trained or no trained teachers at all.
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The PTR in some districts at the primary level was far beyond the stipulated enrolment
norm of 35 pupils per teacher in primary in both public and private schools. Given that a
significant proportion of teachers in both public (about 50%) and private (over 90%) are
not trained, coupled with high pupil teacher ratios, the quality of education in these

districted could be greatly affected.

There is the general perception that private schools do better in examinations than their
public schools counterparts. For example, studies conducted in poor peri-urban area of
Ga District of Ghana concluded that the private schools were doing better than public
schools, in terms of examination results (Tooley and Dixon, 2007a). The next section
examines this claim using BECE results of public and private schools in the
educationally deprived schools in peri-urban districts of Ghana.

3.5.2 Do examination results of public and private schools compare?

This section analyzes the BECE examination results of public and private schools in
educationally deprived districts from 2005 — 2008. The West African Examinations
Council grades' each subject from 1 to 9. The lower the grade score the better the
results. Total aggregate score for selection into post basic education is based on six best
subjects out of a total of 10 including mathematics, English language and General
Science. Therefore, the best results would have a lower aggregate of 6, while the worst

will be aggregate 59.

The section begins with descriptive analysis - by comparing the means and standard
deviations of aggregate scores, English Language and mathematics scores for the years
under consideration in public and private schools to determine which school type as a
whole is doing better in examinations. A bar graph showing the 10th percentile of
results is used to deepen understanding of the differences in performance. Finally, two
sample t-tests are conducted to determine whether statistically significant differences
exist in the performance of public and private basic schools in the educationally

deprived districts.

1 Grade 1 = excellent, Grade 2 = very good, Grade 3 = good, Grade 4 = fairly good, Grade 5 = fair,
Grade 6 = credit, Grades 7 and 8 = pass, and Grade 9 is fail. Until 2010, the qualifying aggregate to post
basic education was not exceeding aggregate 30 and must include a credit pass in Mathematics, English
Language, General Science and Social Studies.
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Descriptive analyses of BECE results, 2005-2008.

In order to have insight into the performance of public and private schools in the

deprived districts, the mean aggregate score and the mean and modal grade for English

language and Mathematics for the various school types were estimated. Table 3.10

shows the results.

Table 3.9: Mean and modal scores in BECE exams in educationally deprived

schools.

Mean aggregate of BECE results of schools in deprived districts, 2005-2008

Year
2005
2006
2007*
2008

N
23,310
51,748
10,512
52,988

Public
Mean
30.88
31.55
31.54
32.15

Sd
8.96
9.30
9.09
8.77

N
7,910
10,653
2,984
12,544

Mean grade in English Language in deprived schools, 2005-2008

Year
2005
2006
2007*
2008

N
23,034
50,987
10,397
52,579

Mean
5.60
5.97
5.78
6.02

Sd
1.59
1.62
1.60
1.59

N
7,820
10,457
2,930
12,419

Mean grade in Mathematics in deprived schools, 2005-2008

Year
2005
2006
2007
2008

N
23,036
50,830
10,386
52,571

Mean
5.48
5.48
5.59
5.59

Sd
1.67
1.82
1.79
1.67

N
7,816
10,438
2,928
12,421

Modal grade in BECE English Language of deprived schools , 2005-2008

Year

2005
2006
2007
2008

Public School
5

6
5
5

English Language

Modal grade in BECE Mathematics of deprived schools , 2005-2008

2005
2006
2007
2008

o1 o1 o

5

Private

Mean
27.96
25.57
26.84
25.96

Mean
5.00
4.81
4.77
4.83

Mean
5.12
4.58
5.02
4.86

Private School

g1 o1 o1 ol

o1 o1 o1

5

Sd
9.53
10.30
10.00
9.91

Sd
1.58
1.68
1.58
1.73

Sd
1.77
1.81
1.92
1.84

2007*= Many schools have their results cancelled because of exam malpractices.

Source: Author’s calculation from WAEC BECE results, 2010
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The mean aggregate results for the various school types between 2005-2008 shows that
private schools did much better than public schools. Since the cut off point for
qualification into post basic education in Ghana until the year 2010 was aggregate 30 —
this invariably suggests that pupils from public basic schools on the average failed to
meet the minimum aggregate score to transit to post basic education. However, the
mean aggregate scores were examined in relation to their standard deviations for the
various years in order understand how aggregate performance in public and private falls
above and below their mean aggregates. The results suggest that children from private
schools stood a better chance of accessing post basic education than those from public

schools, all other things being equal®?

. Since the number of public schools represents
about five times the number of private schools in the educationally deprived districts,

this might be indicative that private schools are catering for the richest 20%.

Since reading, writing and numeracy are the key goals of the basic education policy, the
mean grade scores in English language and Mathematics are also compared. On the
whole, the mean grade in English in public schools was 6 compared to grade 5 in
private schools. Even though the mean grade in English language in private schools is
the same as their modal score (grade 5), public schools also had a modal score in
English language of grade 5 throughout the period under consideration except in 2006
where it rose to grade 6 as indicated in Table 3.9 This suggests that in terms of
performance in English language, most pupils in both public and private schools had the
same modal grade score of 5. Since candidates are expected to at least score a credit in
English language and mathematics to qualify to access post-basic education, these
scores indicates that both public and private schools have almost the same chances of
satisfying this requirement to access post-basic education.

With regards to mathematics performance, the mean grade score in public schools in
2005 and 2006 was 5 in the respective years, while in 2007 and 2008 the mean grade
was 6 respectively, compared to the private schools that had grade 5 throughout 2005 to
2008. The modal score in mathematics for the two school types indicate that, from

2005-2008 most pupils scored grade 5 in mathematics in both public and private schools

2 |f it is assumed that pupils scoring aggregate 30 or less have passed their English language,
Mathematics and General Science subjects with at least grade 6.
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(see table 3.9). Considering the fact that the schools in peri-urban areas are high cost
private schools, this result is quite surprising.

Comparative analyses of public and private schools’ BECE results using percentile
estimates provided further insights into the examination performance of the two school
types. Figure 3.6 shows that 10% of public school candidates scored aggregate 20 or
less in 2005, 2006 and 2007. However, in 2008 the aggregate rose to 23. Compared with
public school, 10% or less of the candidates in private schools had aggregate 16 or less
in 2005, aggregate 13 or less in 2006 , aggregate 15 or less in 2007 and aggregate 14 or
less in 2008. Therefore in terms of overall performance of the 10th percentile of the

candidates, private schools performed better than public schools. This is really not

Figure 3.6: Tenth percentile of BECE results, 2005-2008
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surprising given that the private schools in peri-urban environment are high cost and
selective. Mathematics results indicate that 10% of candidates in both public and private
school had grade 3 or less throughout the years, except in 2006 when private schools
improved to grade 2 or less. However, private schools did better in English language
than public schools — 10% of private school candidates had grade 3 or less in English

compared to grade 4 or less by public schools throughout the period. Clearly, while
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there is a big difference in public and private schools’ mean aggregate score, their
percentile and modal scores in English language and mathematics did not show that big
difference. This marginal but better performance by private schools might be an
indication that private schools are not performing that better in English language and

mathematics than their public school counterparts in similar peri urban environments.

Generally, the descriptive evidence has shown that, on the average private schools’
grade scores were better than public schools. However, there was not much difference
in their modal scores in mathematics and English language, suggesting that both public
and private school have a better chance of meeting the basic requirement of a credit pass
in two of the core subjects. The evidence also suggests that the top 10 percent of
candidates in private schools performed better in the BECE than their counterparts in
public school. This is actually not surprising given that these are mainly selective high
cost private schools. However, in spite of what has emerged from the descriptive
analyses, it is does not show whether or not the difference exam results between private

and public school is statistically significant. The next section present this analysis.

3.5.3 Is there a statistical significant difference in BECE results of basic schools in
the educationally deprived districts?

The descriptive analyses so far have demonstrated that the private schools have better
results than public schools. However, it is not clear whether the difference in
performance in examinations in public and private is statistically significant. Therefore,
a two sample t-test of difference in aggregate examination results of schools in
educationally deprived district of Ghana from 2005-2008 was conducted. In addition,
two sample t-tests of differences in English language and mathematic results were also
conducted. Table 3.15 shows the t-test results of aggregate BECE results. The results
reject the hypothesis of no difference in examination performance, indicating that
nationally private schools in educationally deprived districts perform better than their
public schools counterparts in the BECE. Public schools candidates that wrote the
BECE examination had a mean aggregate of 31.66, compared with the mean aggregate

of 26.38 for private school candidates.
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Table 3.10: : Two sample t-tests comparing aggregate BECE results of public and
private schools in educationally deprived districts, 2005-2008

School type N Mean Std. Err.  Std. Dev. [95% Conf. Interval]
Public 138558  31.66 0.02 9.04 31.62202 31.71725
Private 34091 26.38 0.05 10.00 26.27779  26.49021
combined 172649  30.62 0.02 9.47 30.58124  30.67065
diff 5.28 0.05 5176132 5.39513
diff = mean(1) - mean(2) t= 94.6103
Ho: diff =0 df= 172647
Ha: diff <0 Ha: diff 1= 0 Ha: diff >0
Pr(T <t) =1.0000 Pr(JT| > |t|) = 0.0000 Pr(T >t) =0.0000

Further, t-test analyses comparing public and private schools’ BECE results in English
language and Mathematics for each separate year in the period under consideration
(2005 to 2008) also rejected the hypothesis of no significant difference in their
performance (see Appendix 1).

The evidence from the t-test results indicates that the mean difference of 5 in terms of
aggregate performance between public and private is statistically significant. What
might account for these results could be due to selectivity in student admission, in-
school support strategies such as the provision of extra teaching or tuition and school
level quality inputs in private schools. These strategies will be explored in-depth in
three rural communities selected for this study. Again, analysis of English Language
results indicate that private schools’ mean score was significantly better than public
schools, but the modal grade scores in English Language for pupils in both public and
private schools were the same (Grade 5). Therefore, in spite of the private schools’
superior means score in the BECE, both public and private schools scored grade 5 in

English language.

One major criticism of this national data on BECE results from educationally deprived
districts is that it does not present the typical examination results of schools in rural
areas. This is because the data includes high cost peri-urban private schools in deprived
districts and rural schools. Therefore, the data does not present the true picture of a
typical poor rural environment. The evidence from this analysis is, however, consistent
with Tooley and Dixon’s (2007a) findings in peri-urban Ga Wes district of Ghana
which is very atypical of Ghana. However, what is not known is how examination

performance compares in a typical rural setting. As a result, this thesis examines the
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BECE results and tests performance of public and low-fee private schools in a typical

poor rural environment.

3.6 Summary

A number of factors impact on the poor’s access to schooling in Ghana. The analyses
show that even though government expenditure on education as a proportion of its GDP
in real 2005 prices has been increasing from 2003 to 2007, allocation of expenditure
within the education sub sectors does not go to basic education where the majority of
the poor children in Ghana are still struggling for access. This is because a significant
proportion of the education budget is allocated to the tertiary and secondary education
relative to basic education. This has implications for quality provision at the basic

education level.

National data shows that between GLSS3 and GLSS5 private school participation in
Ghana increased. For poor households in rural areas, this increase represented about
10%. Therefore, there is the need to understand from the perspective of the poor what

factors have been influencing this interest and growing participation.

Costs of education continue to pose a barrier to access by the poor households and with
about 16% of the poor household income spent on just one child in private JHS, this
could have implications for household expenditure patterns and affordability. In public
schools, government has absorbed the ‘full direct cost’ through fee-free policy, but food
cost remains an important issue to the poor in both public and private schools. Given
that the purchase of food in public schools is not obligatory, it is quite interesting to find
that the cost of food remains the most significant cost item of household educational
expenditure. Therefore, this thesis explores the significance of food cost to access and

choice of schooling in poor rural areas.

Input indicators of schools in educationally deprived districts show that public schools
have better and more inputs than private schools. However, analysis of the BECE
results of schools in educationally deprived districts show that, the private schools get
better exam results than public schools given their intake of pupils. These are results

derived from data on schools in peri-urban districts that have high cost private schools.
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The literature on school quality in Ghana clearly shows that, private schools’ exam and
test scores have consistently been better than public schools. But this evidence is
derived from private schools that are in the urban and peri-urban districts. These private
schools attract the best candidates generally from better socio-economic backgrounds —
these are children from households who apart from their capacity to afford the cost of
schooling, also show great interest and do provide personal support in their children’s

schooling. Therefore, the perception of quality and reality are quite aligned.

What is not known is whether in a typical poor rural environment where the majority of
the parents have never enrolled in school, the perception of quality private schools
compared to public would be borne by the reality. This issue is explored later in Chapter

seven. The next chapter discusses the methodology and methods of the study.
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Chapter 4: Methodology and methods

4.1 Introduction

The issue of school choice for poor rural households and its interaction with cost and
quality appears to have gained considerable research attention recently, as demonstrated
by the literature. However, as noted earlier — with a few exceptions, e.g. Harma (2008) —
most studies concerned with the choice between public and private schooling have been
carried out in urban and peri-urban settings, using either quantitative or qualitative

research approaches or both (Srivastava, 2006; Tooley, 2005; Kingdon, 1996).

This thesis employs a mixed methods approach in which qualitative information is
nested in quantitative data collection and analyses. The chapter begins with the
philosophical and methodological stance of the study. This is followed by discussion of
my identity as a researcher. The discussion proceeds with the sampling procedures, the
research process, and methods of data collection and analyses. It then discusses how
ethical issues were confronted in the field. Finally, a summary of the philosophical and
methodological issues is provided.

4.2 Philosophical and methodological stance: the rationale for a mix methods

approach

Mixed methods research is increasingly being employed as an alternative to the
traditional mono-method — quantitative or qualitative (Jang et al., 2008; Brewer and
Hunter, 2006; Creswell, 1994); although some commentators have questioned the
paradigmatic integrity of mixed methods research design (Guba and Lincoln, 1989;
Smith, 1983). The paradigm debate, which centres on the conflict between the
competing scientific worldviews of positivism and constructivism on philosophical and
methodological issues, is well known (Tashakkori and Teddlie, 2003; Howe, 1988).
For example, Guba and Lincoln (1989), and Smith (1983) argue that knowledge claims
cannot be mixed due to fundamental differences in paradigms, and incompatible
assumptions about the world and human nature. However, researchers including Brewer
and Hunter (2006), and Tashakkori and Teddlie (2003) argue that the paradigm debate

has been over emphasised, thus making dialogue less productive. Consequently, some
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researchers have suggested that these philosophical differences may be reconciled
through a new guiding paradigm: pragmatism, which embraces and promotes the
mixing of methods (Jang et al., 2008; Morgan, 2007; Johnson et al., 2007; Tashakkori
and Teddlie, 2003; Greene and Caracelli, 2003; Howe, 1988).

Therefore, pragmatists focus on the research problem rather than the research method,
stressing that epistemological issues exist in a continuum rather than at two opposing
poles as argued by positivists and constructivists (Teddlie and Tashakkori, 2009;
Creswell, 2007; Cherryholmes, 1992). This is because at some point in the research
process, direct interaction between the researcher and the participants might not be
desirable; while, at other times, a highly interactive relationship could be required in
order to construct knowledge relating to a complex research question. Thus, pragmatic
epistemology recognises both the objective and subjective relationships that exist
between the knower and the known, and addresses these differences using pluralistic
data sources and interpretation phases of knowledge generation in the analysis (Teddlie
and Tashakkori, 2009).

Ontologically, pragmatists, like critical realists, recognise that reality is independent of
human consciousness (Teddlie and Tashakkori, 2009; 1998; Cherryholmes, 1992); but
at the same time, they agree that there are locally co-constructed realities that emanate
from human intellect, and which change as those involved in the ‘construction’ change
(Teddlie and Tashakkori, 2009; Creswell, 2003). Pragmatists are sceptical of the
positivist claim that truth about reality can be determined — because to the pragmatist,
truth is what works at the time but is not based on the dualism of the mind or on reality
independent of the mind (Teddlie and Tashakkori, 2009; Creswell, 2003; Cherryholmes,
1992). The present thesis employs both quantitative and qualitative data to provide a
better understanding of the research problem — the factors that make low-fee private

schools accessible to the poor in rural areas.

By employing pragmatists’ epistemology and ontology, I have not privileged any one
type of relationship between the researcher and the participant — objective or subjective
reality; but rather, draw on assumptions underlying both positivism and constructivism.
As a result, this study has been designed to employ mixed methods whereby any claim

to knowledge is underpinned by pragmatic epistemology and ontology. The selection of
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mixed methods for the study is most suitable as it allows the researcher to focus on the
research problem, and then employ pluralistic methods of data collection and analysis to

generate knowledge about the problem.

The concurrent nested mixed methods procedure (see Figure 4.1) was adopted for this
study because it involves converging quantitative and qualitative data such that they are
able to provide an in-depth and comprehensive understanding of issues surrounding the

response of poor households to fee-free public education and the growth of low-fee

Figure 4.1: Concurrent nested strategy
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private schools in rural Ghana. However, unlike the use of triangulation, the concurrent
nested strategy utilises a predominant method and in this study, the quantitative method

dominates and complemented by the qualitative aspect (Creswell, 2003).

Given that the concurrent nested mixed methods strategy combines quantitative and
qualitative approaches to data collection, analysis and interpretation, the researcher is
able to statistically establish reliable and valid results in terms of households’ schooling
choice and expenditure from a pre-determined hypothesis such as school choice of the

poor is not affected by socio-economic conditions. At the same time, it is possible to
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gain a deeper understanding of school choice decisions and survival strategies through
in-depth interviews with household heads whose children are in both public and low-fee
private schools. Therefore, the study was able to produce results that were more valid
and reliable than would have been the case if a mono-method epistemological and

ontological position had been assumed.

In the course of the interviews, participants in the study were given the opportunity to
voice their opinions on household investment and exercise of school choice. Given the
subjective understanding of the value households placed on education, and their
variation in choice and attitude to schooling, the study gave greater importance to the
meaning of participants’ lived experiences, social interactions, and processes through
which attitudes and the exercise of school choice decisions were constructed (Marshall
and Rossman, 1999; Powell, 1997). Interpretive schemes led to the understanding of
human nature, which was achieved through the use of ‘double hermeneutics’ whereby
the researcher and the researched became interpreters (Scott and Usher, 1996; Bryman,
1988).

The qualitative aspect of the study employed a subjective/interpretive approach in order
to gain a contextualised understanding of school choice decisions, the practices of low-
fee private schools, and the interaction between parents and teachers in the various types
of school. Such contextualised knowledge of what informs school choice in the
community; the nature of the interaction between school and parents; practices in low-
fee private schools; and the processes by which household decisions are reached with
regard to enrolling children in a public school, low-fee private, or both, is required to
reach an understanding of the factors that make low-fee private schools accessible to the

poor in rural communities.

4.3 Confronting my identity as a researcher in the field

I have lived all my life in an urban setting and therefore my presence in a typical
Ghanaian rural community immediately placed me in the position of an outsider.
However, my experience working in the research area for CREATE project in 2006/07

provided me with insider status, as | was already familiar with the conditions of some
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households and knew some people in the communities who would become key

informants.

I have also lived all my life amongst the Fante, studied their history at school, and am
fluent in the language. My considerable understanding of Fante tradition and culture
took on considerable significance in negotiation for access to the communities, as | was
able to observe customary greetings and mode of communication with village elders

and carefully ensured that my behaviour conformed to cultural and traditional values.

During data collection, | was very much aware of my insider and outsider position, and
ensured that it had no influence on my perception and understanding of participants’
views by engaging in constant reflexivity on my own position in the research process.
For example, | entered the field bearing in mind the general perception that rural
dwellers place less value on education, and ensured that | was constantly reminded of

my own biases and assumptions.

Additionally, I have always taken it for granted that if rural households were poor and
education costs constituted a burden to them, then, naturally, making schooling fee free
would enable them to send all their children to school. On the contrary, my interaction
with the study communities revealed that poor households’ schooling decisions were
determined by complex thought processes, suggesting that mere fee-free education, and
quantification of costs and benefits would still leave the question of schooling decisions

unanswered.

My interaction with parents and teachers in the study communities suggests that the
critical realist stance which emphasises that social phenomena exist in the objective
world and can be known probabilistically (Guba and Lincoln, 2005) was not appropriate
for determining the reality. Rather, | became convinced that understanding household
schooling decisions and choices required gathering all the relevant data by focusing on
the research problem and then combining all this information to address it (Jang et al.,
2008).
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4.4 Sampling: finding households to study

The sample for this study was selected from two of the eight education circuits®® in

Mfantseman district in southern Ghana. These circuits were Narkwa and Dominase,
which are among the poorest in the district (GSS, 2007; MDA, 2006). The selection of

study sites was made strategically, one community being located in a coastal area, while

the other two were situated in forest areas; therefore, together, they were quite

representative of activities both on the coast and in the forest. Figure 4.2 is a map of

Mfantseman district indicating the study locations.

Figure 4.2: Map of Mfantseman district
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The selection of education circuits was followed by the identification of communities
in them to be studied. The criteria for the selection of communities were firstly
influenced by the fact that they were research sites for the CREATE project. According
to Ampiah (2007), the criteria for selecting CREATE research sites were based on
accessibility to communities, their relatively high economic deprivation, and whether
they exhibited occupational activities that had the potential to impede children’s access
to schooling. Figure 4.3 shows the relative locations of the communities and schools**

under study.

Figure: 4.3: Relative locations of communities and schools
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Secondly, given that the communities in the two circuits were scattered, coupled with
difficulty of access due to bad roads or the lack of accessible roads at all in some
instances, only three out of the six communities in the two circuits could realistically be

selected for the study.

Thirdly, although these circuits were among the most rural in the district, their
communities hosted both public and low-fee private schools within a range of 500 to
900 metres; the close proximity of these school was required for exploring the factors
that made low-fee private schools accessible to the poor in rural environments.

The distance between the communities of Domaa and Kokodo was about 2 km and

there were children from Kokodo who attended the LFPS in Domaa.

My experience as a research assistant on the CREATE project in 2006/7 made it easy to
identify schools for selection as | was already familiar with them. Only two schools
were selected from Eku community in Narkwa circuit — one public school and one low-
fee private basic school that served about three neighbouring communities. Two
communities were selected from Dominase circuit: Domaa and Kokodo. Domaa hosted
a total of four schools, three being selected for the study — one public school and two
private schools, one of which was unregistered. Kokodo community hosted a total of

four schools, from which one public and one private were selected.

The household survey constituted those households with children in the selected
schools, which enabled me to retrospectively explore the choices made by this group.
Thus, unlike the Ghana Living Standards Survey, which draws a representative sample
of households from the whole country, the population used in this study does not
represent a typical household survey, and might therefore lessen the representativeness
of the sample. However, as an independent researcher, | had neither the resources nor
the time to travel around all the hamlets and conduct household enumeration.
Nevertheless, the number of households (536) | covered was a comparatively large
sample considering that the total number in the three communities combined was only
about 2000. As a result, the approach | adopted for selecting households led to some

clear conclusions.
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4.5 The research processes
4.5.1 Conducting the household survey

Given that the main unit of analysis in this study is the household,™ data were collected
through a survey of those families with children in public and/or private school between
the months of May and August 2008. Eight basic school teachers had been previously
trained in household data collection by CREATE. The class registers of three public and
four low-fee private schools were used to generate the sampling frame.

Since households with children in school were the focus of this study, grades were
stratified in each school on the basis of initial entry and exit. Accordingly, households
were identified for the survey from strata of children at four educational stages: grade 1
(primary school beginners); grade 4 (mid-primary school); grade 6 (end of primary
cycle); and grade 7 (transition to junior secondary school). Grades 1 and 7 were selected
because they represented entry and exit phases respectively with regard to basic school,
and potentially signalled the stages at which the issue of cost of schooling to households

became acute.

Even though my initial intention was to draw a random sample of households to be
surveyed from the class list, ultimately, the population of each class was taken to
constitute the population of households for the study. This was because drawing a
random sample rather the population would have resulted in a smaller sample of
households with children in LFPSs, making inferential statistical analysis impossible.
Thus, the population of the class constituted the population of households for the
survey. The name of each school and the population of the households under study are
indicated in Table 4.1.

%5 In this thesis, a household refers to family members who lived under the same roof or in a single
compound, shared commo