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ABSTRACT

In 1987, the Government of Ghana embarked on eidnehipolicy reform programmes. Following this,
continuous assessment scores generated by te#tutoergh classroom assessments were incorporatee fimal
grading of students at a ratio of 60:40 and lat&B80@ (External : Continuous Assessment) based seareh
findings that the latter was accepted as more g@pjatte. Presently there is proposal from the GHzadhacation
Service for parity, 50:50 ratio, even though thecpptions of low reliability of continuous assessiscores
persisted.

This paper examines the effect of different weigig of continuous assessment scores on the fineks
of students. The final scores of candidates in $wbjects from twenty senior high schools usingdifferent
weightings; 70:30, 60:40, 50:50 of the assessmemrties were compared. It is hoped that, the findimgald
contribute to the search for an appropriate weightif external assessment to continuous assessment.

Key Words. Continuous Assessment, Classroom Assessmentngkiessessment, Teacher, Ratios

INTRODUCTION

Assessment is a word that is used every day inahuimieraction. When trying to assess the worth of
anything, we need information or yardsticks agaimbkich to base our judgments on. In education, wedn
information to determine the extent to which studdrave benefited from a course of study.

Before the creation of West African Examinationsu@cil in 1952, pre-tertiary institutions in Ghana
were taking examinations of British accredited bsdiThese were one-shot, theory biased examinatibith
were often criticized for not fully assessing apitio apply the knowledge and skills acquired. B&lB9, states
that many qualities and educational objectives weoé readily assessable by examinations. A stuslent’
performance over several years of schooling wa®radted by one-shot examination under controlled
conditions. These conditions may lead to high kel stress and anxiety in students. Other cntisiseveled
against one-shot examinations include the fact that

o examinations tend to dominate syllabus rather thiact them;

) learning in the classrooms being restricted to émabte subjects only;

) there was a great element of chance in the exaimmsystem;

o examinations were summative in nature and did retige feedback during the learning process.

Akplu (1989) noted: “We are training students framinations with enthusiasm but examination resarsnot
translated into food, clothing, housing and wapetitical and economic development” There has tioeecbeen a
search for a fairer and most adequate form of asss# of attainment of students . Concepts likeraditive
assessment and continuous assessment have bderttpas solutions to the problem. As a part of1B87
reforms, the Government of Ghana adopted the conéeontinuous assessment as part of the assessmen
system in schools, it required that the final assEst of candidates at the terminal points of baisicsecondary
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education are based on a combination of the twesasgent scores; continuous assessment scores (CASS)
generated by teachers through classroom assessaneirgsores acquired through external examinations
conducted by the West African Examinations CoOufWiREC).
The practice of continuous assessment has beetiatssbwith certain advantages such as;

e It provides a more representative sampling of sitgleperformance across time than the traditional

examination system. (Akplu 1986: Andoh, 1996; TalmaekAmedahe & Attah);

e It provides a constant stream of information alstutients’ progress;

e ltis fairer to students;

¢ |t motivates students to learn as knowledge oflteserves as a successful reward;

e |t integrates teaching, learning and assessment;

Continuous assessment however has certain disadeentThese include teacher subjectivity, the enist of
different standards in different schools, high iimgtions on time in terms of record keeping.
Nitko (2004) described continuous assessment asnagoing process of gathering and interpreting

information about student learning. It is used @king decisions about what to teach and how wetlestts have
learned. According to Ojerinde & Falayajo (1984)ntinuous assessment is an assessment procedurebwhe
the final grading of a student in any subject takés account, in a systematic way, the progresthefstudent
throughout the programme of study. Continuous assexst has been described as cumulative, comprekensi
systematic, diagnostic, formative and guidancenteied (Estey, 1992; Tamakloe, Amedahe & Attah, 1996)

STATEMENT OF THE PROBLEM

The rationale behind using teacher-based classesassment scores as a component for certifying
students among others is that'‘one-shot’ examinatame unable to fully examine all that a studest éaquired
after several years of study. The inclusion of CABShe final grading of candidates was associatét a
number of challenges such as the low reliabilitysofres and validity of teacher assessment (Wudi28g,
1983, Johnson 1997). This has necessitated theratme of such scores by the WAEC using the statikt
moderation procedure.

Implementation of the reform started with exterwainternal assessment ratio as 60:40 and laféx30
ratio was applied Now the Curriculum and Research Development RinigCRDD) of the Ghana Education
Service has made a proposal for a 50:50 ratio. §thidy seeks to investigate the effect of the difieweightings
of CASS on the final grades of students as wedlagiest an appropriate weighting.

BACKGROUND

Certification of academic performance in Anglo-phoWest African pre-tertiary schools has been the
sole prerogative of the West African Examinatiorm@il since its inception in 1952. This it did, bsganizing
‘one-shot’ external examinations and basing thalickate’s entire performance on its results. Thighog of
assessment continued till the educational refomthé 1980s in the member countries of WAEC. Initaatdto
changing the structure, content and objectivescbibal education, the reform programmes also inttedu
continuous assessment as an integral part of deidieral assessment and certification.

Nigeria was the first to start the implementatidrihe reform. The first batch of students tookirtfiest
Junior Secondary School in 1987. The reforms inMahstarted in 1987 and the first batch of Ghanasi®
Education Certificate Examination candidates tdmirtexamination in 1990. Sierra Leone and the Garnave
also followed suit. A common feature of all thesform programmes is the introduction of continuous
assessment into the assessment system.

A weighting of external scores to CASS of 60:40 fiest implemented at the Senior High School level
in 1993. The Educational Reforms Review Committe&994 noted that CASS was of low reliability. Bdsmn
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this observation, a recommendation by Wuddah, (1 964the weighting of external to CASS of 70:28io was
accepted and implemented in 1997.

IMPLEMENTATION OF CASS BY WAEC
The Research Department of the West African Exatining Council have conducted a number of

studies on continuous assessment scores andat®nship with the external scores and have conbavith the

following findings;

D) Continuous assessment scores were generally tdm ligsome instances scores ranged between
(85 — 95%). A mark for a particular subject clustbraround the mean. In all schools the mean of
continuous assessment scores were higher thanethe of external scores (Adeyegbe 1992).

2) Some schools with high correlations exhibited défees in standards of performance and therefore a
disparity between the two modes of assessmenter®iites in the mean performances of students
between the continuous assessment scores andax®asic Education Certificate Examination scores
were significant (Andor, 1994).

3) Non adherence of teachers to the guidelines foemgding continuous assessment scores.

4) Teacher made scores were low in reliability, (Artt2000).

(5) Teachers’ scores were erratic and unsystematiclyrdtiie to lack of experience in assessment.

Investigations carried out on continuous assessimgribhe Curriculum and Research Division (CRDD)tloé
Ghana education service (GES) in 1991 also, regidh&efollowing:

e the assessment instrument was not generally rejiabl

e assessment was still restricted to the cognitivealo;

e record keeping by teachers was poor;

¢ significant differences existed in teachers scoahtgsts and marking schemes were not used.

Measures adopted by WAEC and the Ministry to redheedefects in CASS included moderation of CAS& an
fixing an appropriate weighting for the inclusioh@ASS in the final scores for grading the candidat

MODERATION OF CASS

Akuffo-Badoo F. (2006) stated that according to tfietoria Curriculum and Assessment Authority (2p05
moderation is a process of ensuring that the sdamelards of assessment are applied to students dueny
school studying a particular subject.

The purpose of moderation is to introduce a commatamdard and to bring the assessments of individual
assessors which in this case are the teachernietwith the standard. The moderation procedudetiaken in
WAEC is the statistical moderation which are sgalimd mapping. In both approaches the teachers'aater is
unchanged which implies the acceptance of teachamk’ ordering within schools.

WEIGHTING OF COMPONENT SCORES
Combining scores from these two assessment proeedigores also calls for weighting of the compaent
Decision on weighting is a policy decision madethg Ministry of Education and passed on to WAEC for
implementation. Decision making on this issue iglgd first by the importance attached to CASS, sewbndly
the degree of reliability that can be placed on GAS

The reputation of an examining board rests uponctidibility of certificates issued in its name.idt
therefore the responsibility of the West AfricanaBxnations Council to ensure that the final scaresd in
grading candidates are of high reliability and #ssessment instrument of high validity. Presentepts of
validity defined it as the appropriateness of thiterpretations and uses of the test or assessemnts (Messick



1993). Reliability on the other hand refers to tomsistency of scores across replications of thasomement
procedure (Brennan, 2006).

METHOD

A descriptive research was carried out. The skegdtifandomized design was used in the selectidheof
research sample. Using the Ghana Education Sezategorization of Senior High Schools booklet,fscinools
were randomly selected from each of the categéyje3, C, D and P. The categorization was basedaoilitfes
available at the school as well as the level ofguerance of candidates. Categories A, B, C and éDpaiblic
schools and P is made up of private schools. Ta $ample size was twenty schools.

POPULATION

The scores of candidates who sat for the May/J008 VASSCE constituted the target population. The
sampling unit was the categories of schools andtsiysand one hundred and twenty five (6,125) ciatds
from twenty Senior High Schools from the five cataegs were selected as sample for the study.

DATA COLLECTION

The 100% external examination scores , 100% raw £A8d 100% moderated CASS in two core
subjects; English Language and Mathematics for eaclidate of the selected schools were obtaired the
Computer Services Division. Also acquired was thalfscores representing 70% external and 30% ratetr
CASS used in grading these candidates for the Mag/2009 WASSCE. Twenty three (23) candidates vettb h
incomplete scores were however deleted from the dat

DATA ANALYSIS

Means were computed and used in this analysisegsdie the most representative figure for the entir
population. In computing the final mean scoresdach candidate at the different weightings of thlected
schools, the total scores in the external exandnatnd moderated CASS were used. The final mearsueere
compared to investigate the standards establishdtithree sets of scores. A graph depicting tmeparability
of the final mean scores was plotted. To compaeeslandard of the two forms of assessments inwoe t
subjects, the means of the 100% scores for botletternal examination and 100% raw CASS were coetput
and graphs plotted.

RESULTS
(8 MEAN SCORES BETWEEN SCHOOL CATEGORIES
Mean scores for English Language and Mathematic$f0% CASS for all candidates in all categories
were higher than the mean scores for 100% extessgssment. It was also noticed that the exteraahm
scores decreased across the categories thatdgpoatA to P. Candidates in category A schoolsquaréd
better than those in category B schools.
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Fig. I: Comparison of mean scores for English Lagguand Mathematics

(b) MEANS SCORES AT DIFFERENT WEIGHTINGS

The means of the final scores of candidates irfit school categories for both subjects at the
different weightings were computed and a bar ghlatted (fig. 2)
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Fig. 2: Mean Scores At Different At Different Wetalyg

(i) English Language
For all the categories of schools, an increasiegdof mean scores was observed as the weighting of
moderated CASS increased. (i.e. 30% - 50%). It exdent that an increase in the weighting of
CASS eventually increased the final means scored imsgrading thus leading to higher grades for

candidates.

(i) Mathematics
In mathematics however, a different trend was w&dl Increases in the weighting of CASS (30% -
50%) did not affect the final mean scores. Meamexoemained the same at the different weighting

for all categories.



(c) COMPARISON OF THE MEAN SCORES AT 100% EXTERNAL;:30; 60:40 AND 50:50
In English Language, the final mean scores of aatds was lowest using the 70:30 weighting. This is

the same as thelO0% external mean scores. Thescfove60:40 and 50:50 ratios were higher. In
Mathematics, the same standard was observed fitrealteightings (fig. 3)

Mean Score atefiéint weightings

English Language Mathematics
Cate 100% 100%
gory External 70:30% 60:40% 50:50% External 70:30% 60:40% 50:50%
A 50.2 50.3 56.6 58.2 499 50.1 50.0 50.0
B 48.5 48.6 55.2 56.9 45.6 45.8 457 45.7
C 39.7 39.8 51.4 54.3 29.4 29.5 29.5 29.5
D 35.2 35.2 42.7 44.6 29.9 30.0 29.8 29.7
P 34.3 34.2 43.9 46.2 25.6 25.7 254 25.3
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Fig. 3 Means scores at different weightings

SUMMARY OF FINDINGS

(1) The mean scores of CASS for all candidates weteehithan the mean scores of the external assessment
for both subjects.

(2) Increase in the weighting of moderated CASS in Bhdlanguage resulted in an increase in the final
means scores for the candidates in all the sclategories.

(3) Irrespective of the differential weights appliedtoderated CASS in Mathematics, the final means
scores were the same for candidates in the sarelstdtegories.

(4) The mean scores at the weighting of 70:30% wasdhe as that for external assessment in English
Language followed by that of 60:40 and then 50a®r

DISCUSSION

The selected sample of six thousand one hundredisndy five (6,125) candidates from twenty (20)
schools, from all the school categories represdtiegopulation of Senior High Schools who sattlier
May/June 2009 West African Senior School Certiicakamination.

Studies carried out by Wuddah (1993) and Baku (2@06) reported that teachers were generally gesdnthe
award of marks to candidates. Factors proposedue bontributed to this behavior include teachsugjectivity,
candidates’ performance been tired up to teacipersdrmance, poor assessment skills and poor réemping.
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High CASS scores have also been attributed tohltbe §me lapse between teaching and assessmtrd in
classroom as well as the differences in the skéisg assessed. The CRDD of the Ghana Educatimic&én
2000 reported that the teachers were not adhasiegttprocedures in computing CASS for their caateisl To
maintain the standard, moderation of CASS shoulddoo¢inued until the quality of the marks improved.

Using the moderated CASS weightings, of 70:34®@nd 50:50, the 70:30 ratios was found to beemor
appropriate. This is because for both English Lagguand Mathematics, the mean scores at the 7&i80Guvere
almost the same as that of the external assessArertirlier research carried out on the weightiofgSASS that
made use of raw CASS (Wuddah 1994), recommendedlti3® weighting which was accepted and
implemented. In English Language, the other wemgjstiof CASS increased the mean scores above tha of
external assessment. However, in Mathematics et of changes in weighting of CASS the finabme
scores of candidates in each school category naddhe same. Akuffo-Badoo F. (2006) reported that
significant relationships exist between raw CASBsitted by the schools and moderated CASS by WAE&l
subjects except Mathematics for the average pediocam category. It was also observed that the mtetkra
CASS for mathematics was closed to the externalassent scores. This was not the case in Englisguame.
Further research would have to be carried ouxpiaé the behavior of mathematics.

RECOMMENDATIONS
Based on the findings of this study the followiegammendations are being made:

= For the WASSCE, CASS should continue to be modérate

" The implementation of CASS at 50:50 ration shoddbspended until the quality of CASS
scores improves;

" Furthe research should be carried out in more stgh@s different subject after moderation
behave differently at different weliglgs.

" In order to achieve the full benefits of continuassessment policy implementation, there should

be training of teachers as well amitoring and evaluation of the termly classroosessment
plan for continuous assessment.

CONCLUSION

The foregoing findings and discussions indicate toatinuous assessment scores are still of low
reliability and quality, therefore moderation ointimuous assessment should continue. Weightingmtirtuous
assessment scores at 70:30 was found to be masipaigie as it gives a good representation of theents’
standard.
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