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MUSTER is a collaborative research project co-ordinated from the Centre for Internationd
Education at the University of Sussex Indtitute of Education. It has been developed in
partnership with:
- The Indtitute of Education, University of Cape Coast, Ghana
The Inditute of Education, The Nationd University of Lesotho.
The Centre for Educational Research and Training, University of Mdawi.
The Faculty of Education, University of Durban-Westville, South Africa
The School of Education, The Univergty of the West Indies, St. Augusting s Campus,
Trinidad.

Financia support has been provided for three years by the British Department for
International Development (DFID).

MUSTER is focused on generating new understandings of teacher education before, during
and after the point of initid quadification as a teacher. Its concerns include exploring how
new teachers are identified and sdected for training programmes, how they acquire the skills
they need to teach effectively, and how they experience training and induction into the
teaching profession. The research includes anaytica concerns with the structure and
organisation of teacher education, the form and substance of teacher education curriculum,
the identity, roles and culturd experience of trainee teachers, and the costs and probable
benfits of different types of initid teacher training.

MUSTER is designed to provide opportunities to build research and evauation capacity in
teacher education in developing countries through active engagement with the research
process from design, through data collection, to anayss and joint publication. Principa
researchers lead teams in each country and are supported by three Sussex faculty and three
graduate researchers.

This series of discussion papers hes been created to provide an early opportunity to share
output from sub-studies generated within MUSTER for comment and congtructive criticism.
Each paper takes a theme within or across countries and offers aview of work in progress.
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ABSTRACT

This paper outlines the present sate of teacher education, including an higtorical
overview, teacher supply and demand, current patterns of curricullum and organisation
for pre-sarvice training, an esimate of the cods involved, and a discusson of key
policy issues and the emerging research agenda.



CHAPTER ONE

BASIC EDUCATION IN GHANA: AN OVERVIEW

1.1 I ntroduction

This chapter provides an overview of basc education in Ghana It describes the
dructure of basc education, trends in enrolment and participation, patterns of
expenditure across educationa levels, and key policy reforms. Issues concerning the
qudity of teaching and learning are discussed highlighting the importance of teachers
and tescher education. The background information contained in this chapter informs
the criticd analysis of the Ghanaian teacher education system in subsequent chapters,
and, in paticular, an evduation of its role in the development and improvement of
basic education.

1.2 National Indicators

Ghana is a low-income country, with a population of 18 million of whom 34 per cent
live below the poverty line! Per capita income in 1997 was US$ 370 ($1790 PPP).
Population growth averaged 2.7 per cent between 1990 and 1997, and over 44 per
cent of Ghand's population is under 15 years old. Coupled with a low average income
per head, this puts a strain on public provison of resources for education, hedth,
water and sanitation services. Mogt of the population lives in rurd and semi-rurd
areas - 63 per cent - and agriculture provides over 60 per cent of al employment. Life
expectancy a birth is 57 years. Adult illiteracy is edtimated & 36 per cent and is
grester among women than men - 47 per cent compared with 24 per cent (World
Bank, 19984).

Since the introduction of Ghana's economic reform programme in 1983, its annud
growth has been higher than most other countries in sub-Saharan Africa (SSA),
averaging 4.3 per cent between 1990 and 1997 (World Bank, 1998a). Ghana has
adopted the god of becoming a middle income country by 2020 based on the
experience of countries that have made the successful trandtion to sustainable
economic growth through promotion of human resource development.? Investment in
human resources, through the expanson and dtrengthening of basic education, is a
centrd feature of Ghamd's economic and socid development Strategy to accelerate
economic growth and reduce poverty.

1.3  Recent History of the Basic Education System
Since the 1950s Ghana has made a number of attempts to reform the education system

put in place by the British colonid adminigtration, driven by the desre to make it
more relevant to her needs as a developing country. In 1951 an Acceerated

! The poverty line is based on two-thirds of average income set by the Ghanaian Living Standards Survey in 1988.
2 See Ghana Vision 2020, Government of Ghana, 1995.



Development Plan sought to expand access to education. Following independence
from Britan in 1957, the Government of Ghana's strong commitment to developing
human resources was consolidated by the 1961 Education Act that made education
free and compulsory a the basc level. By 1970 Ghana had one of the most highly
developed education systems in West Africa (EIU, 1996:16).2 Gross enrolment ratios
increased dramatically, 60 per cent of teachers in primary schools were trained, and
the Minisry of Education (MOE) projected that al untrained teachers would be
eliminated from the education system by 1975 (Konadu, 1994:12).

The late 1970s and early 1980s, however, saw a sharp economic decline during which
GNP per capita fel by 23 per cent between 1975 and 1983. The red vdue of
government financing for educeation fel sharply from 6.4 per cent of GDP in 1976 to
1.4 per cent in 1983, and resulted in near collapse of the education system. Teachers
were not paid promptly, there was little supervison or ingpection, schools were in
disrepair, and there were inadequate textbooks and ingructiond materias (Nti,
1997:5; World Bank, 1996:2). The deteriorating economic climate and working
conditions prompted an exodus of trained teachers to find better paid work in other
countries. Untrained teachers were employed to avoid digntegration of the education
gystem, and in sharp contrast to the predictions of the early 1970s, by 1982 the
percentage of trained primary school teachers had fdlen to less than 50 per cent
(Table 1).

Table 1.1: Primary Schools, Enrolment and Teachers, 1974/75 — 1982/83

Year No. of Schools Total Enrolment No. of Teachers % of Trained
Teachers
1974/75 6886 1051012 35334 813
1975/76 6966 1157303 38381 772
1976/77 7248 1213291 40807 72.7
1977/78 7229 1246480 45119 63.9
1978/79 7658 1295525 48397 59.3
1979/80 7750 1335463 48146 56.7
1980/81 7848 1377282 47921 539
1981/82 8082 1434573 50685 51.3
1982/83 839% 1482090 55528 49.6

Source: GES 1991 in Avotri et al., 1999:10

Yeboah (1990) summarises the status of the Ghanaian education system in the early
1980s in five points:

1. In many schools school children and teachers were without textbooks and
dationary items as aresult of foreign exchange condraints.

% Recurrent government expenditures on education averaged 24 per cent of the total recurrent budget in the early 1970s,
substantially higher than the average figure of 17 per cent for other West African countries (World Bank, 1985 inGemwveaxd
Ilias, 1996:397).



2. Building, furniture and equipment had deteriorated as a result of lack of
replacement and repair - enrolment levels had declined over the years while
dropout rate from the school system continued to rise.

3. There was an exodus of dgnificant numbers of trained and highly qudified
teachers. This had led to the recruitment of untrained teachers in primary
schools resulting in less effective indruction a the Basic Educetion leve.

4.  Government’s finance towards education had drasticaly reduced.

5. Therewas no data and gatistics on which to base any planning.

Thus, despite a steady rise in the number of primary schools, enrolments and teachers
between 1974 and 1982, the quality of the education system declined.*

The severity of Ghana's economic problems pesked in 1983 a which time the
Government of Ghana launched the Economic Recovery Programme with financid
assgance from the World Bank and international donor agencies. As an integrd part
of its plan for economic recovery, the government initiated the 1987 Education
Reform Programme (ERP) to reverse the decline in the education system. Its mgor
gods were to expand access to basc education, improve the qudity of basic
education, make education more relevant to Ghana's socioeconomic needs, and
ensure sudanability of the reform programme after the economic adjustment period
(MOE, 1994:13). The main elements of the reform programme were;

reduction in the length of pre-universty education from 17 to 12 years, and its
restructuring into a 6-3-3 system,

introduction of new curricula designed to be more relevant to the needs of the
labour market across dl educationd leves;

rased entry requirements for teacher trainees, initiation of a programme to replace
unqualified teachers, and introduction of in-service teacher training; and,

mobilisation of locd community paticipation in the provison of badc education
(DFID, 1998:68; World Bank 1996:2).

The Education Reform Review Committee (ERRC) was st up in 1994 to review the
achievements of the 1987 ERP. It found that dthough the ERP had achieved increases
in enrolments and improvements in school fadilities, teaching and learning outcomes
remained poor. Specificaly, it identified the following weeknesses:

continued decline in the quality of education;

overloading of the curriculum;

insufficient vocationa and practical orientetion of the curriculum;

lack of facilities to achieve required teaching and learning outcomes; and
inefficient dlocation and management of resources.

The overarching message of the 1994 ERRC was that was that the expanson of
access to badc education and increases in physcd inputs could not be sustained
unless accompanied by improvements in teaching and leaning in schools. In
response, the GOG sought to address this issue in its FCUBE Programme, prepared in
1994. This promised Free, Compulsory and Universd Basc Education by the year

4 Using data from the Ghana Living Standards Survey 1988-89, Glewwe and Ilias (1996) find that after controlling for yearsof
schooling, older Ghanaians score higher on mathematics and English tests than younger Ghanaians. They suggest that thisis due
to the deterioration in educational quality in the early 1980s.



2005, and was in fulfilment of the requirement of Article 38 (2) of the 1992
Condtitution of the Fourth Republic of Ghanawhich ates.

The Government shdl, within two years dfter Parliament fird meets
after coming into force of this Condtitution, draw up a programme for
implementation within the following ten years for the provison of
free, compulsory and universa basic education.

fCUBE® was launched in 1996 and designed to address the wesknesses of the 1987
ERPin two five-year phases from 1996 to 2005. It has three main goas.

improved access to, and participation in basc education with a specific focus on
girls and the poor;

enhanced quality of teaching and learning outcomes; and,

improved efficiency in the dlocation, management and utilisstion of fiscd,
materia and human resourcesin the education system (MOE, 1994).

Key dements include improvements to access through the rehabilitation and
condruction of school fadilities, the fogtering of full-scde community ownership and
management of schools, and measures to increase education participation by girls and
disadvantaged children. Other drategies to increase access and participation include
the adoption of targets for the reduction of drop out and repetition rates and a socid
marketing campaign to promote education. Measures to improve the qudity of
teeching and leaning indude redesgning of pre-sarvice and in-sarvice traning
progranmes to ensure well-qudified teachers, curriculum review and developmernt,
and the more adequate provison of indructiond materids. The management
efficiency component of the progranme involves decentrdisation and didtrict
cgpacity building, more effective monitoring, supervison and evaduation of education
sctor programmes and  activities, and more efficient finanhcid and  personnd
managemen.

The fCUBE programme is strongly supported by a World Bank credit, the Basic
Education Sector Improvement Programme (BESIP). BESIP was established with the
am of trandating the fCUBE objectives into an operationd plan. Due to the sze and
complexity of fCUBE, the GOG has been working on its implementation with a
number of development partners, including USAID, DFID, EU, GTZ and JCA, in a
joint MOE-donor forum.

The scde of fCUBE has not made it easy to prioritise implementation drategies. It is
much clearer on its gods rather than the processes of implementation to achieve these
objectives. It is now agpparent that the timetable for the overarching god and
components of FCUBE cannot be met. This has prompted examinaion of fCUBE's
implementetion.  Attention has come to focus on two key factors (i) the
maingreaming of the fCUBE programme within the normd functions of the MoE and
its agencies, and, (ii) the proper utilisation of resources & the locd didrict level where
they have the greatest impact on the practice of schooling (DFID, 1998).

® ‘FCUBE’ became 'fCUBE’ when the Government sanctioned the charging of schools fees for certain items (e.g. school books)
in 1993.



1998 saw the emergence of a planning approach cdled Whole School Development
(WSD) that seeks to address the implementation congraints of fCUBE. This was firgt
piloted with support from DFID, and is the MOE's preferred implementation Strategy
to achieve fCUBE’s objectives across Ghana. Under WSD, schools and didtricts are to
become responsible for their own planning and budgeting, and accountable for their
performance. This is in line with the move towards decentrdisation of education
outlined in the origind fCUBE policy document. It is not clear a the time of writing
how WSD will impact on initid teacher education, if a dl. This requires further
investigation.

Although no large-scde evduation of the recent educationd reforms in Ghana has
been conducted evidence from a handful of smdl-scde studies suggests that their
impact has been disappointing. An evauation of the World Bank supported Primary
School Development Project (PSDP) in 1999, for example, reveded problems of
teacher absenteeism, loss of indructiona time, poor ingructiond qudlity, poor
management and indructiona lapses, and inadequate textbooks in schools as limiting
the impact of reform inputs (Fobih et al., 1999). Most eements of the reform
programme, other than dructurd change to pre-univeraty schooling, gill remain on
the agenda and have faled to be implemented successfully. This concluson is
supported by the recent Ghana Education Sector Support Report by DFID (1998:68)
which gates:

During this time [1987-1998] there have been few ggnificant gains
in ether access to, or quality outcomes from, the education system.
Explanations for the dow rate of change would include (@) a lack of
commitment to change among education professonas, (b)
underestimation of the extent of indtitutiona change required and the
necessay time to effect the changes, () lack of accountability at all
levels of the system, (d) lack of an agreed and integrated approach to
the reform programme, and (d) [dc] continuing growth of the
school-age population, and (€) lack of focus in the contribution of
externd funding.

fCUBE is now in its fourth year of implementation, and dthough available data, at
best, relates to its fird two years only, some preiminary assessment of the programme
is possble The current status of the education sysem within the context of fCUBE
objectivesis presented in the remainder of this chapter.

14 Structure and Char acteristics of Basic Education

Schools in Ghana ae edablished by locd adthorities, Chrigian or Mudim
organisations. Higoricaly churches condructed and managed most schools, but in
1955 the running of most schools was taken over by the government. Although there
reman Catholic, Baptist, Presbyterian, Anglican and Mudim educationd units in the
Ghana Education Service, the management and financing of dl schools is controlled
by digtrict and centrdl educationd authorities.



Prior to 1987, the Ghanaian education system conssted of a Sx year primary cycle a
four year middle, a seven year secondary (the first five years leading to the ‘O’ levd
certification and the last two leading to ‘A’ level); and a three or four year tertiary. It
was the norm for tertiary students to have spent up to 17 years on pre-universty
education (World Bank, 1996:2). The structure of Ghanad's education system prior to
1987 is shown in Appendix la

The 1987 reforms brought changes to the education system resulting in the present
dructure as shown in Appendix 1b. Under the new system Ghand's basic education
cycle condgts of Sx years of primary and three years of junior secondary schooling.
This is followed by a three-year senior secondary cycle, and a tertiary sub-sector
comprisng severd forms of technicd inditutes univerdsties, polytechnics, and
teecher training colleges. The new system replaced the old completdy after the
academic year 1995/96, when the lagt cohort under the old system graduated. The
basc education cycle is nomindly compulsory, and children are supposed to enter
primary school a the age of sx. There is automatic promotion throughout primary
school and JSS, udng internd  examinations, except for pupils with  wesk
peformances or poor atendance, who repeat with parental consent. Externa
examingtions occur only in thefina year of JSS.

In the primary school, nine subjects are sudied: English, mahematics, science,
agriculture, socid  dudies, life skills Ghanaan language, culturd udies, and
physica education. Lower primary classes (grades one to three) are officidly taught
in the Ghanaian language prevaling in the locd community; for primary grade four
and beyond, English is the language of ingruction.

For most pupils JSS is termind. JSS is expected to equip the mgority, therefore, with
basc ills to enter the labour market, and to prepare the minority for continued study
at senior secondary level. To meet these dual objectives, JSS curricula have been
restructured, and new teaching and learning materids developed for thirteen subjects -
technicd and pre-vocaiond s<kills training have been added to the core primary
subjects, with French as an dective course (World Bank, 1996:3).

It is generdly agreed that the basic curriculum is too heavy with too many subjects
and examinations. As Penrose (1996: 4-5) observes,

There appears to be a consensus that there are too many subjects at
the basic level, and tha they should be reduced from the present
nine subjects a primary to five or sx; and from the present JSS
totd of 13, of which 12 ae nationdly examined, to 12 with
nationa examination in 10.

1.5 Participation in Basic Education

Tota enrolments in basc educetion have increased since the announcement of the
1987 reforms. In 1996 there were 11,765 public primary schools, and 1249 private
primary schools, a the junior secondary leved, the figures were 5597, and 283,
respectively. Between 1988 and 1996, public primary enrolments grew by over 26 per
cent from 1,598,443 to 2,027,183, at an average annua rate of 2.5 per cent. Over the



same period totad enrolment in private primary schools increased much more rapidly,
by over 125 per cent, from about 134,000 to over 306,000 (World Bank, 1996; MOE,
1998). Primary enrolments in private primary schools comprise 11 per cent of dl
primary enrolments. Between 1988 and 1996 totd enrolments in public junior
secondary schools grew by about 14 per cent, from 608,690 to 695,468. In 1996 total
enrolment in private JSS was 42,589, about 6 per cent of tota JSS enrolments. The
pattern of total enrolments in public primary and middle/JSS schools between 1981
and 1996 is shown in Figure 1, and actua total enrolment figures are presented in
Appendix 2, Tables A2aand A2b.

Figurel: Enrolment in Primary and Middle/JSS Schools (Public), 1981-1996

Enrolment in Primary and Middle/JSS Schools (Public),
1981-1996
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Source: Planning, Budgeting, Monitoring and Evaluation Division, MOE, Republic of Ghana, 1998

Despite an absolute increase in primary enrolments since the late 1980s, the rate of
increase has faled to keep pace with the growth of the school age population.
Population growth averaged 3.3 per cent between 1980 and 1990, and 2.7 per cent
between 1990 and 1997 (World Bank, 1998). This has resulted in a gradual decline in
the paticipation rate such tha nationdly one child in three is not atending primary
school (DFID, 1998:69). Participation rates for primary and JSS schools are presented
inTable 1.2.

Table 1.2: Participation as Per centage of Eligible Population, Primary and JSS,
1992-1996

1992/93 1993/94 1994/95 1995/96 1996/97
Primary 70 70 63 66 66
Junior 57 56 56 56 57
Secondary

Source: MOE Education Strategic Plan 1998-2003, 1998: Annex 1




The primary participation figures presented in Table 1.2 are very close to the average
for sub-Saharan Africa which has an average primary gross enrolment ratio of 67 per
cent. The national figures, however, hide regiond and urban-rurd disparities. For
example, primary gross enrolments in Upper East and Upper West regions in 1992
were 46 and 54 per cent, respectively. In these regions there is little indication of
recent improvement (DFID, 1998:69).

The average dropout rate for primary pupils across al grades in 1996/97 was 3.6 per
cent, and highest in the first grade a 7.1 per cent. In the same year, repetition a the
primary level averaged 4 per cent. As with dropout, repetition in primary school is
most common in the first grade a 7.2 per cent, and the percentage of primary pupils
repesting has increased steadily since 1991 (see Appendix 3, Tables A3a and A3Db).
Primary school completion figures for 1994 edtimate that of those who enrol in the
firsg grade of primary school about 25 per cent fal to complete the primary cycle
(World Bank, 1996:2). See Table 1.3.

Table 1.3: Basic Education System Outcome Indicators, 1991-1994

Y ear Completion Completion Completion Transitional Transitional
ratefor 6 year | ratefor 3-year | ratefor 9-year | (pass) rate of (pass) rate of
primary junior basic primary JSS graduates
education (%) secondary education (%) school to SSS (%)
education (%) graduates to
JSS (%)
1991 70.0 82.8 50.5 9.8 353
1992 70.1 82.8 51.0 939 338
1993 721 82.6 54.3 95.0 348
1994 754 824 56.8 A5

Source: MOE 1995 in World Bank 1996

In 1994 the trandtion rate from primary to junior secondary was 94.5 per cent for
those pupils completing primay school. Although the percentage of pupils
completing basic education steadily improved between 1991 and 1994, by 1994 only
57 per cent of students completed basic education.

Girls enrolment as a proportion of totd enrolments improved a the primary leve
from 44.6 to 46.3 per cent between 1987 and 1996, and at the JSS level from 41.3 to
43.7 per cent over the same period (Table 1.4).



Table 1.4: Girls Enrolment as Percentage of Total, Primary and JSS, 1987-1996

1987/88 | 1988/89 | 1989/90 | 1990/91 | 1991/92 | 1992/93 | 1993/94 | 1994/95 | 1995/96 | 1996/97
primary 446 445 44.9 450 455 457 459 46.1 46.2 46.3
JSS 41.3 41.3 41.3 40.8 411 418 42.2 428 432 437

Source: Planning, Budgeting, Monitoring and Evaluation Division (PBME), M OE, Republic of Ghana, October
1998

These nationd datigics, however, mask the exisence of much greater differences in
some parts of the country, particularly in the north, where in 1992 (the latest year for
which regiond gender disaggregated data are available) girls comprised only 35 per
cent of primary enrolments and as little as 25 per cent of junior secondary (World
Bank, 1996:9). There is dso a clear pattern of girls enrolment as a proportion of total
enrolments faling with successve grades of primary and junior secondary schooling
(Table 1.5).

Table 1.5: Basic Enrolment by Grade and Gender, 1994/95

Grade Boys Girls Total Girlsas% of total
Pl 199,995 179,705 379,700 47.3%
P2 179,855 158,211 338,066 46.8%
P3 174,092 151,360 325452 46.5%
P4 169,090 143,843 312,933 46.0%
P5 158,,800 131,547 290,347 45.3%
P6 153,516 120,789 274,305 44.0%
Primary Total 1,035,348 885,455 1,920,803 46.6%
JSS1 137,913 107,607 245,520 43.8%
JSS2 126,319 4,557 220,876 42.8%
JS3 113,085 80,370 193,455 41.5%
JSSTotal 377,317 282,534 659,851 42.8%
Basic Total 1,412,665 1,177,989 2,590,654 45.5%

Source: PBME, MOE (1996)

The direct and indirect costs of schooling discourage poor families from sending their
children, particularly girls, to school. In 1993, the MOE sanctioned the charging of
fees by schools for textbooks. In addition to these charges, didrict authorities and
parent teacher associations, which now have more respongbility for educetion, levy
their own fees. Parents/guardians are asked to pay for exercise books, stationery,
school uniforms, lunch, transportation, and other furniture and equipment. The direct
costs of schooling are perceived as having risen rapidly in comparison to capacity to
pay. The mgority of Ghands population lives in rurd areas where generdly families
are poorer, and school-age children contribute to family income through productive
and domedtic activities. For a family to send dl its children to school may conditute a
loss in family revenue. The opportunity cost of education for girls in particular, may
be high where they are needed for household and child-care responghilities. Also,
parents perceptions of boys superior returns to education, and traditional early
marriages in some parts of the country contribute to the incidence of lower enrolment
among girls (Norton et. a, 1995; World Bank, 1996).
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1.6  Pupil-Teacher Ratios

Aggregate pupil-teacher ratios (PTRs) in Ghana are generous by internationa
gtandards in developing countries, and in 1996 were 32 and 21 for primary and JSS,
respectively. The PTR isacrucid indicator of how the costs of providing education
services are being influenced. Projections from the 1998 MOE Education Sector
Strategic Plan, indicate a clear government commitment to steadily increase PTRsin
primary and JSS schoolsto 35.2 and 22.7 by 2003. See Table 1.6.

Table 1.6: Projected Pupil-Teacher Ratiosat Primary and JSS L evels, 1998-2003

1998/99 1999/00 2000/01 2001/02 2002/03 2003/04
primary R7 39 343 346 349 352
3SS 212 215 218 21 24 27

Source: Education Sector Strategic Plan 1998-2003, MOE, 1998

Nationd PTRs, however, hide large disparities in class dzes, with some urban
primary schools having classes as large as 80 children, while many rurd schools have
classes of less than 20. Average regiond PTRs provide some indication of variation
by geographicd location (Table 1.7).

Table 1.7: Average Regional Primary Pupil-Teacher Ratios, 1997

Region Average PTRs
Ashanti 313
Brong Ahafo 26.4
Central 36.1
Eastern 285
Greater Accra 40.0
Northern 372
Voalta 21
Upper East 465
Upper West 39.7
Western 330
National Regional Average 334

Source: DFID 1998

1.7  TheQuality of Basc Education

There has not been a comprehensve atempt to evauae the impact of the 1987
reforms on the basc school sysem. Some idea of whether it has made a podtive
impact on children’s learning and achievement can be deduced from studies about the
performance leve of pupils. These are discussed below.
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Test reaults, it can be argued, conditute the primary benchmark for evauating
educational qudity, and therefore pupils peformances in speciadly desgned tests
could be used ayardstick for measuring the impact of reform.

As a consegquence of the 1987 reforms, a test instrument was developed, with the
support of USAID, to messure students achievement in English and mathematics in
the lag year of primary school. The test is criterion-referenced (i.e. standards are
fixed) with scores being reported as a percentage of students reaching a score of 60
per cent in English and 55 per cent in mathematics (Table 1.8). Data for 1996 show
that only 55 per cent of pupils achieved the criterion pass score in English, and only
1.8 per cent in mathematics. In that year the tests were adminisered to a tota of
16,641 pupils from 529 public and 36 private schoals.

Table 1.8: Criterion-Referenced Test Results (Public Schools), 1992-1996

1992 1993 1994 1995 1996
English* 20% 53% 3.3% 3.6% 55%
Mathematics* * 11% 2.1% 1.5% 3.6% 1.8%

Source: DFID, 1998
Notes: * percentage achieving 60 per cent criterion pass score; ** percentage achieving 55 per cent criterion pass score

The criterionreferenced mean scores shown in Table 1.9 suggest that there is some
learning, but the scores, based on multiple response items mainly, are quite near to
those that would be achieved from random guessng (i.e20 per cent). The termind
JSS examination, the Basc Educetion Cetificate Examination (BECE), gives little
indication of dudent achievement, as it is normreferenced with a consgently high
pass rate - 84.8 per cent in 1994 (DFID, 1998:71).

Table 1.9: Criterion-Referenced M ean Test Scor es (Public Schools), 1992-1996

1992 1993 1994 1995 1996
English 29.9% 30.9% 31.0% 31.6% 33.0%
Mathematics 27.3% 27.4% 27.7% 28.1% 28.8%

Source: DFID, 1998

While the quality of the test items is variable, and the setting of a passmagtery scores
of 60/55 per cent is open to question, avallable data suggest that the vast mgority of
pupils in public primary schools are learning very little in terms of basic skills (DFID,
1998:70). The 1996 CRT results dso showed pupils a private primary schools
achieved dgnificantly superior results in the tests, with a mean score of 61 per cent in
English and 47 per cent in mathematics, compared with mean scores of 33 and 28.8
per cent, respectively in public schools. See Tables 1.10 and 1.11.
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Table 1.10: Mean Scoresin English (Public and Private Schools), 1992-1997

YEAR PUBLIC PRIVATE
1992 29.9 -
1993 30.9 -
1994 31.0 58.8
1995 31.6 -
1996 33.0 61.0
1997 33.9 67.4

Source: PREP/MOE, 1997

Table 1.11: Mean scoresin Mathematics (Public and Private Schools), 1992-1997

YEAR PUBLIC PRIVATE
1992 27.3 -
1993 274 -
1994 27.7 47.3
1995 28.1 -
1996 28.8 47.0
1997 29.9 517

Source: PREP/MOE, 1997

Classroom based research conducted by CRIQPEG (the Centre for Research into
Improving the Quaity of Primary Educaion in Ghang), a& the Universty of Cgpe
Coad, indicates that a substantial proportion of children at dl grade levels ae unable
to read and write to an appreciable standard. For example, even at grade 5, 40-50 per
cent of children tested could not decode typical passages from the 2%, 39 4" and 5"
English grade books. Only about 1/6 of grade 4 children and 1/3 of grade 5 children
could decode a reading passage with at least 70 per cent accuracy (CRIQPEG Report,
1995).

Other than the CRTs, very little rdidble data is avalable on the qudity of schooling
and learning achievement other than that outlined above. Both the 1995 Participatory
Poverty Assessment (PPA) and the 1992 Ghana Living Standards Survey (GLSS)
describe the poor quadity of education as viewed by community members and service
providers. Parents condstently said ther children could not read or write (ther
asessment of whether the system was working) and that the JSS curriculum was too
broad. A sharp rise in enrolments in private schools where exam results are better, and
increases in repetition rates during the 1990s, further suggest learning outcomes in
public schools has fdlen (Norton et. d., 1995). This evidence indicates that the 1987
reforms have not produced the dividends expected. Again, such evidence of the poor
peformance of students in schools suggests that teeching and learning in schools is
not having the desred impact in tems of improving the achievement leves of
children.

A 1996 report by the Primary Education Programme (PREP) of the MOE attributed
the poor performance of public schools primarily to low level teaching and learning.
Other causes of the low performance were poor supervison of teachers, poor school
management, frequent absenteeism of teachers in school, and the lack of ingtructiond
materids. The PREP report aso concluded that private schools performed better due
to cetain advantages over public schools, such as greater control and supervison of
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teachers, more effective school management and parent-teecher reationships, and
proportiondly more ingructiond materids (MOE, 1996).

The observations from the PREP study lead to certain conclusons and implications
for teacher training that require further investigation. An overarching issue is the role
of the teacher training process in contributing to the effectiveness of the school
sysem. More specific issues include the desgn of indructiond tasks for teacher
traning, what these tasks emphasse, and how they rdate to the god of raisng
children’ s achievement and performance at the basic school leve.

The MOE, in trying to understand the reasons for low achievements among pupils in
school, has suggested the following factors as among the key causes.

() Lack of learning materias, and for teachers failure to make use of textbooks,
equipment and other learning materids,

(i) Low levels of pupils and teacher absenteaism;

(i)  Inadequate funding by Government on non-salary recurrent expenses,

(iv)  Insufficient use of teacher —pupil ingtructiond contact hours;

(V) Unmotivated teachers owing to unattractive incentives, ineffective sanctions
and poor socid appreciation of theroles of teachers;

(vi)  Anoverly ambitious curriculum burdensome to both teachers and pupils;

(vii) Ineffective pre-service teacher traning and inadequate in-service teacher
training to introduce teachers to the new curriculum;

(viii)  Norrinteractive mode of teaching;

(iX)  Weak supervison, both in school and by digtrict/circuit supervisors and
ingpectors; and

(x) For the Junior Secondary School, a lack of workshops and equipment and
qudified technicd teachers.

(GhanaMinistry of Education briefing on fCUBE to the Cabinet, 1995).

This lig shows four main areas to which the problems of wesk learning results of
pupils could be linked. These are:

ineffective system of teacher training — (i), (vi), (viii);

ineffective system of teacher and school supervision — (i), (iv), (iX);

inadequate funding and lack of support for teachers in terms of incentives — (i),
(v), (x) and;

over ambitious school curriculum when viewed in terms of content coverage and
time availability.

The evidence of low achievement of pupils in schools crested an awareness of the
need to target initid teacher training for more reforms. Recently, attempts have been
made in teacher traning to focus more atention on the development of specific
teaching skills and professond qudities with the intention that this would ultimatdy
leed to improvements in the teacher’s indructiond practices and pupils learning
outcomes.
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1.8  Education Expenditure

Expenditure on education can be broken down into two components. recurrent
expenditure and capital expenditure. Education's share of the nationd recurrent
budget increased from 17 per cent in 1984 to an average of nearly 39 per cent between
1991 and 1995. In 1996, however, it was 34.7 per cent and increased to 35.4 in 1997.
Although education’s share of the recurrent budget fell to 30.4 per cent in 1999 it is
expected to increase again to 38.8 per cent in 2000. (MOE, 1999; Avotri et al.,
1999:15; World Bank, 1996:4-5).

Figure 2 presents data on subsectoral alocation of the government’s recurrent
expenditure on education. Its dlocation to basic education has risen from 44 per cent
of the budget in 1984 to being consistently over 60 per cent since 1989.° In 1998 basic
education received 61.7 per cent of the budget. In the latter half of the 1990s,
however, basic education receved a smdler proportion of the total education
recurrent expenditure than the firs haf. This recent trend clearly runs counter to the
policy to invest a grester proportion of recurrent expenditure at the basic leve.

Recurrent expenditure on senior secondary schools was proportionately grester in the
second hdf of the 1990s, but its share of the budget has been declining since pesking
in 1996. In 1998, senior secondary education received 14.8 per cent of the budget.
The recurrent dlocation to tertiary educatiion fdl in the mid-1990s but has since
increased to early 1990s levels, and was 12 per cent in 1998.

Teacher education has seen its share of the recurrent education budget grow more
than any other subsector. Its dlocation increased from 2.7 per cent in 1989 to 6 per
cent by 1998 despite decreases in the years 1991, 1996, and 1997. In 1999 teacher
education was provisondly to receve 6.7 per cent of recurrent education
expenditure.

® As noted by Penrose (1998:50) all Ghanaian data combine primary with pre-school expenditures. Thisdistortion of thefigures
can be quantified as pre-school expenditures account for about 18 per cent of the figure normally quoted as ‘primary’.
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Figure2™ Recurrent Expenditure on Education — Allocation by Subsector (%
of Total), 1989-1999

Recurrent Expenditure on Education - Allocation by Subsector (% of Total),

1989-1999
80
’ \/%\
60 \|
50 —+—Basic
X —— Senior
40 Secondary
Technical/V
30 ocational
Teacher
20
W eTena

Year

By contrast, support to vocationd and technica education declined in the mid-1990s
but has dnce increased to earlier levels of around 2 per cent. During the 1990s non+
forma education recaelved about 0.5 of the recurrent expenditure to education, and in
1998 its share was 0.4 per cent.

The recurrent cost per student by educational level over the period 1992 to 1998,
adjusted for inflation using constant 1996 USS$ prices, is shown in Table 1.12. The
relative differences in the unit cods by level of educaion have changed sgnificantly
during the 1990s. They provide an indication of the tradeoffs involved in invesing at
different educationd levels.

" Datafor 1999 are provisional estimates.
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Table 1.12: Recurrent Public Expenditure Per Student (constant 1996 US$ -

1996, US$1=c1637)

Level/Type of Education 1992 1995 1998
primary 36.8 443 41.8
JSS 66.8 86.6 68.0
SSS 774 153.9 168.0
vocational/technical 188.4 139.0 299.5
teacher education 246.6 442.6 617.3
polytechnic 102.2 131.8 209.6
university 1376.9 1123.9 859.9
Source: Adapted from datain MOE, 1999: Appendix 4.1; World Bank 1998: 16

Unit costs (adjusted for inflation) a the primary levd have remaned rdaively
constant but, of concern, declined in the period 1995 to 1998 despite the objectives of
fCUBE. Unit costs for JSS increased in 1995, but by 1998 had returned to their 1992
level. Expenditure per student at the SSS leve, however, has increased sgnificantly
gnce 1992. The unit cods of technicd and vocationd education have increased since
fdling in the mid- 1990s. By level of education, the most dramatic change in the unit
costs has been the increase in cost per student in teacher education. In red terms, the
annual unit cost of teacher education increased by 795 per cent between 1992 and
1995, and then by 39.5 per cent between 1995 and 1998. The unit cost of polytechnic
students more than doubled between 1992 and 1998, but in 1998 was only about one-
third of the unit cogt of teacher education and a quarter of the unit cost of universty.
Over the same period, the university student unit declined by 37 .5 per cent. Thus, the
disparity in unit costs between these forms of tertiary education has been closing.

Education sector capitd expenditure represents a sndl share of tota public
investment. Over the period 1987-1995, however, it increased about fivefold in red
terms. This represented a change from 0.7 to 1.4 per cent of government capitd
expenditure. In 1996, however, education capitd expenditure had falen to 1 per cent
of total government capitd outlay (World Bank 1999:8). Mot investment expenditure
is financed from externd funds in the form of devedlopment assstance from donor
agencies. Until the introduction of new budgeting procedures in 1999 under the
Medium Term Expenditure Framework (MTEF) donor assstance was not included in
sector budgets. Table 1.13 shows the sources and distribution of fCUBE capitd
funding, including donor assstance, during the period 1996-1998.

Table 1.13: Source of fCUBE funding 1996-1998

source of
funding

GOG

IDA
(PSDP)

IDA
(BESIP)

USAID

DFID

UNICEF
/CIDA

Kfw/
GTzZ

JCA

% contributed

19%

40%

11%

5%

%

4%

12%

3%

Source MOE, 1998, in Avotri et al. 1999:31

Under fCUBE, donor support has tended to go towards the capita costs of specific
projects. Some of the larger projects include the Primary School Development
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Programme (PSDP) funded by IDA, support to BESIP again through IDA, and the
rehabilitation of the teacher training colleges by KfW.

The government's policy of increesed community participation in educetion has
empowered didricts to assume grater responghbility for education. They receve
payments from the Didrict Assembly Common Fund (DACF) which represents 5 per
cent of nationd tax revenue from centra government, for the development of the
digrict. Education is patly financed from the DACF. In addition, didricts generate
income, modly through education levies and fund rasng activities. At the school
level, the Parent Teacher Associations (PTAS) aso embark on various development
projects to support basic education. Digrict assemblies are responsble for the
building and maintenance of physcd fadlities (classooms, furniture, etc) for badc
schools. Again, until the introduction of the new budget procedure in 1999 didtrict
level expenditure on basic education was not accounted for by the MOE budget
figures. At the time of writing no data were available on the aggregate proportion of
total basic education expenditure raised by the DACFs or PTAsS.

19 Teachers

The promotion of qudity teaching and learning has important implications for
resructuring the current sysem of initid teacher education in Ghana Improved
quaity in teaching and learning, with subsequent increased levels of achievement at
the basc school leve, cdls for a certain kind of teacher who is cagpable of ddivering
effectivdy revised school curricula and promoting efficient learning in schools. The
MOE identified inadequate numbers of trained and qudified teschers, and ineffective
initial teacher training provided by the TTCs, as key factors contributing to the poor
level of pupil achievement.® According to the MOE (1993:23),

[The TTCq ae inefficient in producing effective teachers dnce the
trainees and the tutors have so little exposure to actua <hools and
classrooms, and academic content is taught and tested above practica
teaching methodology. The college curriculum aso does not differentiate
sufficiently between primary and JSS methodol ogy.

Some of the practices in training colleges that are believed to have contributed to the
poor peformance of trained teachers in schools with an attendant effect on the
academic performances of pupils are summarised as follows:

Emphess on academic content in the training programme &bove traning in
practicd teaching.

Lack of exposure to actua schools and work in the classrooms.

Inadequate of actud training in classroom methodol ogy.

Lack of content and opportunity for the education and training of teachers to
prepare them for handling the new directions and management issues which are
some of the outcomes of the education reform programme, eg. teaching large
classes and multi-grade teaching.

® The MOE (1994:16-17) argues that although private schoolsin Accraand Kumasi have both higher pupil-ratios(averagng over
40:1), and only 25 per cent trained teachers, pupilsin these private schools perform better than their counterpartsin the public
schools. This argument, however, appears based on raw test results, unadjusted for the socio-economic bedkground of pupilsand
other school factors.
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Ancther dimenson of the problem of qudity of teaching and leaning is the
proportion of untrained teachers (defined as those teachers who have not completed a
pre-sarvice training course a a Teacher Training College) in basc schools. In 1996
the number of teachers a the public primary level was 62,634 and 38,016 in public
junior secondary schools (MOE, 1999:6).

Table 1.14: Total and percentage of trained and untrained teachersat primary
level (public schools), 1986-94

pupil- pupil-

year total trained untrained teacher trained

ratio teacher

ratio
total % total %

1986/87 64,359 35,912 55.8 28,447 442 228 40.9
1987/88 63,367 36,689 579 26,678 421 233 40.2
1988/89 62,670 37,790 60.3 24,880 39.7 255 42.3
1989/90 62,859 41,738 66.4 21121 336 271 40.8
1990/91 62,823 41,526 66.1 21,297 339 28.7 434
1991/92 64,035 46,169 721 17,866 279 281 39.0
1993/ 62,614 47,79 76.3 14,845 236 - -
1995/96 60,607 52,690 86.9 7,917 131 - -

Source: MOE 1994; MOE 1995; TED 1997

Notes:

1) Trained teachers are defined as those teachers who received initial training fromaTTC.

2) The total number of untrained teachers includes National Service Personnel working as teachers.

3) In 1991, of the 62,823 teachersin service, 8.8 per cent (5,530) were ‘ detached’, i.e. not teaching because they were
in administrative posts or on study leave. In 1992, however, aGovernment policy wasintroduced to movetrained
teachers working in administrative posts back into the classroom (Konadu, 1994:39)
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Table 1.15: Total and percentage of trained and untrained teachersat JSS level
(public schoals), 1986-96

pupil- pupil-
year total trained untrained teacher trained
ratio teacher
ratio
total % total %
1986/87 33,443 21,805 65.2 11,638 348 186 285
1987/88 40,528 27,275 67.3 13253 22.7 151 24
1988/89 34,584 24831 718 9,753 282 176 245
1989/90 35,262 22,885 64.9 12377 351 17.7 273
1990/91 30,708 23,307 759 7401 24.1 185 244
1991/92 33,351 23,979 719 9,372 281 17.7 24.6
1992/93 25,386 23,558 92.8 1,828 72
1995/96 29,669 25,782 86.9 3,887 131

Source: MOE 1994, TED 1997

Note: At thetime of writing no reference could be found which details the sharp increase of 1992/93 in the number of

trained JSS teachers as a percentage of all JSSteachers. It is apparent from the absolute totals, however, that thiswas
due to the sharp drop in the number of untrained JSS teachersin the system rather than a substantial influx of trained
JSS teachers.

Totd numbers of traned and untrained teachers a the primary and JSS leves are
presented in Tables 1.14 and 1.15. In 1989, 66 per cent d primary school teechers
were trained, while for the JSS levd, the figure was 65 per cent. By 1995, these
figures had risen to 87 and 90 per cent, respectively. In line with the objectives of the
1987 education reforms, the total number of untrained teschers a the basic levd has
deadily decreased, but the latest figures for 1995 suggest that the proportion of
untrained teachers remains sgnificant at 13 per cent.

Table 1.14 shows that while the pupil-teecher raio a the primay leved deadily
increased from 23:1 in 1986/87 to 28:1 in 1991/92, the pupil-trained teacher ratio has
remained farly congant, fluctuating around 40:1. Thus by 1991/92, dthough a
primary teacher was more likey to be trained, on average he or she taught larger
classes. Data presented in Table 1.15 indicates that at the JSS leve the pupil-teacher
ratio fell from 18.6 in 1986/87 to 17.7 by 1991/92, and the pupil-trained teacher ratio
fel from 28,5 to 24.6. By 1991/92, JSS teachers were more likely to be trained and
teach fewer pupils. Recent data from MOE edimates pupil-teacher ratios a the
primary and JSS levels as 32.4 and 18.3, respectively for 1996 (MOE, 1999:6).

Konadu (1994:36) notes that in 1990/91, the Ghana Education Service (GES)
deployed 4,727 newly qudified teachers (NQTS) to posts in primary and JSS schoals.
In 1991/92, 9183 NQTs were deployed. Using these figures together with data
presented in Tables 1.14 and 1.15, the rate of attrition among trained teachers for the
academic years 1990/91 and 1991/92 is caculated as 7.0 per cent and 6 per cent,
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respectively.® Reports suggest the rate of annud trained teacher atrition is high due to
inadequate remuneration, lack of promotionad prospects, and low socid datus of
teaching (Bame, 1991; World Bank, 1996:5). No recent data is available on the annua
rate of teacher atrition. Research needs to be carried out to find out how long newly
trained teachers stay in the professon and why those who choose to leave do so (eg.
relativdly low dsaus and/or remuneretion, retirement, HIV/AIDS). These are issues
requiring further exploration through policy research to inform teacher-posting policy
and thereby ensure that projections of teacher requirements can be redigticaly met.

Table 1.16 presents data showing the numbers of trained and untrained teachers in
primary schools across the ten regions of Ghana in 1993. The more remote and
disadvantaged regions of Wegern, Brong-Ahafo and Northern, have the highest
proportion of untrained to trained teschers a the primary levd.l® It is clear that
ggnificant regiona disparities exist. These ae patly due to absolute resource
limitations but can be attributed largely to the process of resource distribution which
favours the more economicaly advantaged aeas of the country (World Bank,
1996:8). The problem is exacerbated by the sgnificant proportion of trained teachers
that refuse pogtings to the more economicdly deprived areas of the country. Officids
in the Teacher Education Directorae (TED) of the MOE point out that there is
evidence that some urban digtricts have more trained teachers than they require, and
yet in each year some of these urban districts declare shortages in teachers.

® Dataon NQT deployment disaggregated by level of schooling, i.e. primary and JSS, were not available at the time of writing.
10 Data on the proportion of trained to untrained JSS teachers by region were not available.
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Table 1.16: Distribution of trained and untrained teachersat primary leve
(public schools) by region, 1993/94

region trained untrained total
number % number %
Ashanti 8,543 811 1,993 189 10,536
Brong Ahafo 4,750 62.2 2,885 37.8 7,635
Central 4,456 74.1 1557 259 6,013
Eastern 8,377 795 2,164 205 10,541
Gt. Accra 4,541 95.8 199 42 4,740
Northern 3,366 66.1 1,724 339 5,090
Upper East 1,622 86.8 247 132 1,869
Upper West 1,552 97.8 35 22 1,587
Volta 6,376 86.5 991 135 7,367
Western 4,186 57.8 3,050 422 7,236
Total 47,769 76.3 14,845 23.7 62,614

Source: adapted from MOE 1995:14

Table 1.17 shows that there are digtricts in the country where up to 75 per cent of
teachers remain untrained.

Table 1.17: Trained Teachers Characteristics by Neediest Districts

District % of Total
Juabesobia 25.38
Tolon-Gunbugu 28.33
Afram Plains 32.26
Sene 38.89
Savelugunan 39.50
Twifu-Heman 42.30
East Gonja 43.63
Mpohor Wassa 45.27
W assa-Amenfi 46.34
Asunafo 46.61
Atebubu 46.69
Sefwi-Wiaso 48.53
Zabuzugutatale 49.21
Adansi East 49.25
Amansie West 49.78

Source: Extracted from World Bank Report, 1996

It is interesting to note tha private schools often have the least number of trained
teechers and yet from the PREP CRT results such schools out-perform ther
counterparts in the public schools. Avallable daigtics from the PBME Divison of the
Ministry of Education show tha in 1993, for example, the percentage of trained
teachers in the public primary schools was 73.3 per cent, while in the private primary
schools the percentage of trained teachers was only 28.6 per cent. This obvioudy
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rases questions about the policy of increasing trained teachers in schools with the am
to promote grester achievements in pupil learning outcomes. School information data
collected as part of the MOE/PREP criterion-referenced tests administration shows
that the private schools have a cear advantage over the public schools in the

following respects.

Greater control and supervision of teachers

Effective School Management Board

Interest of parentsin what their children learn

Open days which bring teachers, parents and children together

Availability of proportionately more ingructiond meterias
(MOE/PREP 1996:28)

Thus it would appear that effective school management systems community
participation in school development and increased indructiond materids in schools
ae crucid for schools to enhance pupil learning outcomes, and that merely increasing
the percentage of trained teachers without such supportive sructures will not yield the
desired results.

Nevertheless, the generd lack of correspondence between trained teacher availability
in schools and pupil performance as reveded by the CRT results raises questions
about the qudity of teachers and ther ability to effect improvements in pupil learning.
If in red terms the contribution from ther traning is minimd then it is necessary to
re-examine the training curricullum of TTCs to make it perhaps more responsve to the
current problems of pupil learning achievement, lack of indructiond materids and
ineffective  school management sysems. Besdes, it will inform the policy of
replacing ‘untrained’ teachers with trained ones and whether time and money should
be spent on training the ‘untrained” or providing the necessary management support
sysem for dl categories of teachers in schools to ddiver qudity learning. Ultimately,
this would have important implications for the policy of teacher demand and supply.

1.10 Conclusion

This chapter has provided an overview of basc education in Ghana. It describes the
dructure of the badc education cycle, trends in enrolment and participation, patterns
of expenditure across educationa levels, and key policy reforms. Teacher education
in Ghana has recalved far less atention than education at the school leve despite
inadequate numbers of trained teachers, and the poor qudity of teaching and learning
outcomes. It is imperdtive tha initid teacher education for basic education is anaysed
more closdy than it has been to date, and given a higher priority in the
implementation of educatiord reforms. The background information presented in this
chapter informs the criticad andlysis of teacher education in subsequent chapters.
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CHAPTER TWO
TEACHER EDUCATION IN GHANA

21 I ntroduction

This chapter examines the development of teacher education in Ghana It describes
the range of teacher education programmes and qudifications, focusng on the three-
year post-secondary course run by Ghand's 38 teacher training colleges (TTCs). The
course is outlined in terms of curriculum, assessment procedures, and ingtructiona
practices.

2.2  Historical Overview of the Development of Teacher Education

Ghand's firg teacher training college opened in 1848 a Akropong-Akwapim by the
Basel Misson. This dated a tradition of teacher education founded by missons
traning teachers for their schools. Following independence in 1957 and a strong
government commitment to developing human resources, more teecher training
colleges were opened to cater for the increase in demand for teachers created by the
expanson in school enrolment rates. The history of the development of teacher
education in Ghana is a chequered one, often based on ad-hoc programs to meet
emergency dtuations and needs of the education sysem. As the needs of basc
education have changed over time, this required more inditutiond training to upgrade
the levd of teaching. Consequently, Ghana has built up a teaching corps comprising
different categories of teachers. These are summarised below (and in Table 2.1, page
23):

Certificate ‘A’

The four-year teacher training course was established in 1930 for the training of good
quaity middle school leavers to teach in the primary and middle schools. As teaching
was then a professon that was highly respected, it atracted those middle school
leavers with the best qudifications.

Certificate ‘B’

In order to meet the increasing demand for more teachers a the primary level due to
the rapid expandon of the education sysem, a two-year Certificate ‘B’, post-middle
school teacher training progamme was introduced in 1937.

Post-B Certificate ' A’

As a result of further expandon of the education sysem, a the time of the
Accderated Devdopment Plan in 1951, a new two-year programme was introduced
for Certificate ‘B’ holders which enabled them to upgrade to a Post-‘B’ Certificate
‘A’ after aperiod of teaching experience in the classroom.
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Certificate ‘A’ (Post-Secondary)

With the expanson of secondary educeation, in 1950 a new two-year programme was
edablished for secondary school leavers to tran them to teech in middle and
secondary schools. These graduates were awarded the Certificate ‘A’.

Two-year Specialist/Three-year Diploma

These were teachers trained in specidised subject areas. The two-year programme
covered specidisation in home science, physical education, music, and art. It was later
up-graded to a three-year diploma course to embrace more subject areas such as
English and mathematics. This programme was introduced in 1962, and was open to
al Certificate ‘A’ teachers who had classroom experience.

All the programmes described above have been phased out and in their place is now
the three-year Post-Secondary Teacher Training Programme leading to Certificate ‘A’
qudification. This programme was introduced in 1978 with the man purpose of
improving the professona competence of trained teachers. Presently, there are 38
teacher-training colleges offering courses leading to the award of this cetificate. Of
the 38 colleges, saven train femae teachers only, one is an dl made technica TTC,
and the remaining 30 are mixed. With the exception of the TTC in Accra, al others
are resdentia. All 38 colleges prepare teachers for both primary and JSS levels. No
diginction is made in the traning offered by the colleges in terms of the levd of
school pupils to be taught, but plans to introduce college specidisation by educationd
level are under discussion currently.

In 1993, the Education Commisson on Teacher Education recommended the setting
up of only two levels of teacher education. These were:

4-year draight degree programme for graduates from senior secondary schools,
and
2-year post-diploma degree programmes for practising teachers.

This recommendation has yet to be implemented.

Graduate Teachers

There are two types of full-time graduate teachers in Ghana One group, with
professond training, is classfied as ‘professona graduate teschers. The other
group, without professona training, is refered to as ‘nonprofessond graduate
teachers. Graduate teachers are usudly posted after ther traning to secondary
schools and TTCs. Not dl the training college tutors and secondary school teachers
are degree holders, however. Some hold diplomas only.

25



Table 2.1: Teacher Education Programmes and Qualifications

Leve Duration of Entry Leve Certificate Awarded Leve of teaching
Coaurse after certification
Post-secondary | 3 Years Completion of Post-secondary Primary and junior
level Secondary School | Certificate ‘A’ secondary
Higher 3Years Completion of Post- | Diploma Certificate Either post-secondary

education (non-
graduate level)

Secondary and
having taught for 3
years

teacher training or
senior secondary

Higher 3yearsor 2 years | Teachers holding BEd Degree Either post secondary
education for post-diploma | diplomacertificate, teacher training or,
(undergraduate | BEd or senior secondary senior secondary
level) leaving certificate* school

Higher 1Year Holders of graduate | Post-Graduate Senior secondary
education degrees e.g. BSc, Certificate in Education | schools or post-
(postgraduate BA secondary teacher
level) training colleges

* The entry qualification is higher than for the post-secondary level.

Table 2.1 shows the current system of teacher education in Ghana. Since this study is
concerned with basic education, the discusson focuses on the three-year post-
secondary programme leading to Certificate ‘A’ qualification.

2.3  Teacher Training College Curriculum

2.3.1 Structure and Process of Curriculum Development

The Professond Board of the Inditute of Education at the Universty of Cape Coast
devedops curriculum guiddines for initid teacher traning for badc education. These
guiddines have to be gpproved by the Teacher Education Divison (TED) of the
Ghana Education Service (GES) and the Minisry of Education. The preparation of
gyllabi for the TTCs takes place in subject pands formed by the Teacher Education
Directorate with representation from the Curriculum Research and Development
Divison (CRDD) of the GES. The syllabi are then sent to the Professond Board of
the Indtitute of Education for comment and ultimate approva.

2.3.2. TTC Course Structure*

The three-year TTC Certificate ‘A’ course for basic education is structured as follows.
generd education (30 per cent); academic education (30 per cent); and, professiona
sudies (40 per cent). Generd education is comprised of eight ‘core’ subjects taught in
al 38TTCs Thee ae

basic mathematics
English languege
basic science
Ghanaian language

11 At the time of writing the weighting of the courses was being changed. The first year of training was for academic education
only whilst the remaining two years was devoted to curriculum studies and methodology. This new system has just been
introduced for the 1998/99 first year cohort; the second and third year trainees are still following the old curriculum structure.
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physica education
culturd sudies
education
agriculturd sudies

Under e ‘academic education’ component of the programme, each student takes two
elective subjects chosen from science-based subjects (group one) or vocationa
subjects (group two). Subject availability varies from college to college with some
specidisng in group one subjects, and others in group two subjects. The groups and
corresponding subjects are shown below.

Group One Group Two

- mathematics - English literature
agricultural science - socid dudies
science - vocationd ills
technicd ills - French
physical education - lifeskills

Three of the 38 colleges offer group one eective subjects only; twenty-one offer
group two eective subjects only; and 14 offer both group one and two dectives.

Time dlocation is in tems of the number of periods per week with each period
conggsing of a 40-minute lesson. Officidly, al colleges provide 33 weeks of
indruction per year. Colleges, however, have the flexibility to organise their own
schedule, but ae required to inform the Teacher Education Directorate. Time
allocation per subject (both core and elective), per week across each year of study, is
shown in Tables 2.2 and 2.3 below. For example, a teacher trainee taking mathematics
as a dective subject has sx periods of mathematics a week in years one and two, and
ten periods aweek in year three.

Table 2.2: Teacher Training College- Core Subject Time Allocation (per week)

Core Subject Year 1 Year 2 Year 3
mathematics 4 4 0
science 4 4 0
agricultural science 3 3 0
English language 5 5 5
education 6 6 6
cultural studies 3 3 0
physical education 2 2 0
Ghanaian language 3 3 0
Total 30 30 11
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Table 2.3: Teacher Training College - Elective Subject Time Allocation (per

week)
Elective Subjects Students select two subjectsfrom either
Groupslor 2
Year 1 Year 2 Year 3
mathematics 2 2 10
agricultural science 3 3 10
science 2 2 10 GROUP 1
technical sKills 7 7 8
physical education 6 6 10
English literature 5 5 12
social studies 5 5 12
vocational skills 5 5 12 GROUP 2
life skills 5 5 12
French 7 7 12

During the second and third years, each subject area is divided into two parts: subject
knowledge content and subject methodology. The education course is focused on
issues related to the theory and practice of education, and does not relate to any

Specific subject area.

Teaching practice is officidly expected to las eight weeks dthough the actud time
gpent appears to be much less, typicaly five to sx weeks. This is largdy due to the
poor organisation of teaching practice in the schools (Akyeampong, 1997).

An analyss of three TTCs by Akyeampong (1997) reveded during the three year
course only about one-third of the time is spent on activities directly related to
classroom ingtruction and assessment (see Table 2.4). Moreover, this excudes time
lost due to tutor absenteeism, tutor lateness, and other regular college disruptions.
Consequently, the qudity of instruction and assessment suffer.

Table 2.4: The Breakdown of Official Term Timein Three Colleges

Term | Official Term | Approximate Contact Examination Time Other Activities/Events
Time (weeks) [ Timefor Teaching and (weeks) (weeks)
L ear ning (weeks)
1 12 Year 1: 10 Year 1: 0 Year 1: 0
Years 2& 3: 6 Year 2: 0 Year 2&3:
Teaching Practice (TP): 4
Orientation/Settling: 1
Sporting Events: 1
2 11 Year 1. 7 Year 1: 2 Year 1: 0
Year 2&3: 3 Year 2&3: 2 Years 2& 3:
TP: 4
Examination preparation: 1
Sporting Events: 1
3 10 Year 1: 7 Year 1: 2 Year 1. Exam Preparation: 1
Year 2&3: 4 Year 2&3: 5 Years 2&3: 0
Total 33 Year 1. 24 Year 1: 4 Year 1: 5
Year 2&3: 13 Year 2&3: 13 Years2& 3: 13

Source: Akyeampong, 1997
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2.4 Assessment Procedures

The Inditute of Education at the Universty of Cape Coast has sole responghility for
conducting examinations and certifying post-secondary teacher trainees. The Inditute
engages examiners to set questions and moderators to check them, and administers the
examindaions. Sdected tutors from the training colleges mark the examination scripts
a a centrd reddentid making centre An Award Committee of the Inditute of
Education, comprisng chief examiners, representatives of college principds, the
Director of Teacher Education, and Ghanaian Nationa Association of Teschers
(GNAT) officids reviews the results and makes recommendations to the Professond
Board of the Inditute of Education for gpproval. The examination congtitutes 70 per
cent of the overdl marks awarded to teacher trainees, with the remaining 30 per cent
from internd continuous assessment.

Each subject examination conssts of two papers. Paper one focuses on subject
knowledge and is subdivided into two sections. The firgt section is made up of short-
dructured questions, and multiple choice questions for some subjects. The second
section of paper one aso focuses on subject knowledge but requires more elaborate
written responses. Paper two covers the subject application (or methodology). The
sections ae dructured in a dmilar manner to paper one. Teaching practice
(practicum) and ‘long essays, in which students have to write on an approved topic
relaed to teaching and learning, conditute separate examinable subjects. Students
have to pass the teaching practice before their remaining subjects can be consdered
for assessment.

Candidates are required to obtain a least an average pass mark of 40 per cent in both
papers before they are awarded a pass in the subject as a whole. Teaching practice is
supervised by college tutors usng a one to five grading scde tha is related to
specified competencies, skills and attitudes in teaching. There is some dissatisfaction
with this mode of assessment because it is percelved as too subjective and unrelated to
clearly articulated criteria.

It appears that very few dudents fal teaching practice and the long essay
examinaion. Students who fal in more than two subjects, gpat from the long essay
and teaching prectice, are deemed to have faled the entire examination. Only a few
sudents fdl into this category. Students who fal one or two subjects, gpart from the
long essay and teaching practice ae made to redt and pass them before they are
certified. All such sudents, however, are permitted to takeup teaching posts while
preparing to re-gt the examination. Thus dl dudent tranees are guaranteed a
teaching post after training irrespective of whether they pass the find examinations.
Those who fal, however, recaive the ‘untraned or pupil teecher sday that is less
than that for the trained teacher, until they passthe rests.

Continuous assessment is conducted in each college and comprises 30 per cent of the
tota marks for each subject. Marks for continuous assessment are submitted to the
Ingtitute of Education and combined with marks from the externd examinations to
arive a a find score It is difficult to ascertain a corrdation between continuous
asessment and external examination marks in the absence of rigorous andyss.
Theoreticaly, it can be argued that since tutors continuous assessment tekes into
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account a much wider range of skills and knowledge, compared with that of externd
examinations, a moderate correlation can be expected. In practice, however, it gppears
that continuous assessment marks submitted by the training colleges tend to have a
high mean and low standard deviation. In the absence of aly sysem of moderation of
continuous assessment marks, thisis not unexpected.

The current method of assessing teacher trainees based on summative end-of-year
asessment  through find examinations moderated by an externa agency only test
dudents ability to demondirate acceptable cognitive objectives. In other words, the
current system of assessment for post-secondary teacher education may be lacking in
congtruct-related vdidity due to the highly cognitive-based nature of the content of
assessment.

The introduction of continuous assessment into the teacher training system in 1989
was seen as an atempt to ensure that the assessment of teacher trainees is not entirely
focused on examinations. Continuous assessment was intended to provide an
opportunity for college tutors to improve the link between training and assessment.
There were no clear guidelines, however, as to the naure of the content of the
continuous assessment. College tutors themsdves were left to determine what tasks
would be continually assessed.

A sudy by Akyeampong (1997) showed that the introduction of continuous
asessment into the TTCs has not yielded the desired effect and results. The study
revealed that:

1. Tutors continuous assessment practices gravitated towards externd examination
requirements and continuous assessment was perceived and implemented as
supplementary rather than complementary to examinations. The sudy reveded
that a mgor condraint to change is the political focus on summative assessment
conditioned by the examination culture.

2. Many tutors and teacher trainees recognised the importance of continuous
assessment for promoting professond learning and indruction. This was nat,
however, put into practice. Ingtead, it reflected commonly accepted theoretica
knowledge about the function of continuous assessment. This problem seems to
stem from poor conceptualisation of continuous assessment for teacher training.

3. Gengdly tutors made very little use of continuous assessment results for
formative and professona development purposes. The main resson for this was
due to the lack of will on the part of tutors to use continuous assessment in this
way because of the increased workload this generated. Also, for some there was a
lack of underganding of how the continuous assessment process and results could
be used to promote teaching and learning outcomes.

4. Time avalable for assessng students on a more regular and sysematic bass was
limited. This problem had arisen because of the short college year resulting from
extracurricular and examination activities that took up a consderable amount of
term time. Tutors preferred to use the scarce time to teach in order to complete the
gyllabus before externd examinations.
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5. Inditutional support for continuous assessment in terms of professond guidance
for tutors was non-exisent. Again, this seems to be because of the lack of proper
orientation and inadequate training in the management of continuous assessment
a theinditutiond leve.

6. There was a lack of system for monitoring and moderating continuous assessment
leading to uniformity of practice across colleges. The lack of a sysem for
moderating continuous work, a ether the internd or externd leve, ds0 cast
doubt on the rdiability and vdidity of assessment results that contributed to
teacher certification.

25 Ingructional Practicesin the Teacher Training Colleges

The 1987 educationd reforms did not specificdly target the teacher training
inditutions for reform. There were certain implications of the reform for teacher
training, however, due to the expected changes in the curricula of the basic education
levd. For example, the objectives of the revised school curricula as a result of the
reforms placed a lot of emphass on hands-on activities and sudent-centred
interactiona approaches to teaching. Thus, in response to the changes that were taking
place a the basic educaion level, the ODA?/British Council in collaboration with the
Teacher Education Divison of the Minigry of Education launched the Junior
Secondary School Teacher Education Project (JUSSTEP). JUSSTEP was a four-year
project (1989-1993) which targeted the 38 teacher training colleges in five subject
areas (Mathematics, English, Science, Technica Skills and Education) for reform.

The centrd thrust of JUSSTEP was to up-grade the professona competence of tutors
and to dissminate ideass on gppropriate teaching methodology through INSET
workshops and tutor-supported ingructional materids. The drategy to achieve this
main objective was to introduce student-centred, interactive models of teaching in the
five subject areasin dl the 38 teacher-training colleges.

In 1993 the Teacher Education Divison and the ODA carried out a study to assess the
impact of the JUSSTEP reforms. In the executive summary of the report that was
produced from the study of the JUSSTEP reforms, the conclusion drawn was that:

Tutors (were) podtive about the new methodologies and in certain
aeas (such as) Mathematics, Science and Technical Skills (were)
applying a more dudent-centred approach. However, the study
reveds that the impact of JUSSTEP is limited by certan magor
dructurd condraints, the man ones beng an overloaded
curricullum,  excessve  dudent-tutor  ratios  exacerbated by
inaufficient tutors per subject, over-enrolment, high gaff turnover,
and lack of cdassoom facilities. These factors, combined with
pressure to cover the syllabus and prepare for examinations,
present an excessve workload in terms of teaching and assessment
requirements and act as mgor impediments in the effective

12 |n 1997 the new British government changed the name of the Overseas Development Administration (ODA) to the
Department for International Development (DFID), and expanded its remit.
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implementation and adoption of new methodologies in teacher
education in the training colleges (GES'TED/ODA, 1993)

It is cler from this concluding datement that problems gill perssted even after the
reforms in badc teacher training. It would appear that not enough attention was given
to certain critical aspects of the teacher training system, in order to make them more
responsive to the kind of changes that were being introduced. For example, athough
innovative indructiond/learning and assessment drategies were introduced a  the
classoom leve, the teacher traning programmes were 4ill narrowly focused on
timed written examinaions, and this had the effect of reducing attention to
performance-related <kill development that had implications for improving cassoom
teaching practice. Thus, a key limiting factor of the impact of the JUSSTEP teacher
traning reforms was the effect an examinaionoriented culture was having on
teeching and learning decisons. There was dso the lack of appropriate supportive
management sructures in the colleges to promote and support the changes to the
development of teaching and learning skills of teacher trainees.

Thus the JUSSTEP reforms, which were intended to improve the competence of
traned teachers in order to improve the qudity of teaching and learning in basc
schools, did not appear to have made the intended impact, due to poor
reconceptudisation of the innovation, entrenched examinations-culture and
inadequate management support structures.

One of the most serious problems with basic teecher training is the qudity of
indruction. A sudy by ODA/GES (1993:1) indicated that in the training colleges,
“approaches to teaching and learning have been largely teacher-centred, emphassing
lectures, dictation and recd| of notes’.

This method of teaching has become an entrenched culture and change-resstant
because new approaches are perceived as more time-consuming. Moreover, it favours
the examination culture that requires regurgitation of textbook knowledge without
aufficient demand on thinking and gpplication skills.

Learning [in training colleges] was heavily examination-oriented.
Students were largely the passve recipient of ‘content’ and
‘theory’ while methodology and practica teaching dtrategies were
largely ignored. (ODA/GES, 1993:1)

In his 1997 sudy, Akyeampong finds access to, and use of, learning aids and
materids in the TTCs to be often nonexigent. The use of <Sudent-centred,
interactional approaches was introduced in science, mathematics, English, technica
skills and education. Ther impact, however, has been minimad. Many teacher tutors
ae 4ill not goplying the activity-based teaching methodology advocated for the
teacher education programmes. This seems to be because the tutors often see these
methods as more demanding than the ‘chak and tak’ approach with which they are
more familiar. Since dudents pass ther examinations via the ‘chak and tak’
gpproach they see little reason to change their teaching methods. This is a typicd case
of examination requirements promoting the use of a cetan kind of indructiond
approach.
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2.6 Conclusion

This chepter has examined the development of teecher education in Ghana It
describes the three-year post-secondary course run by Ghanas 38 teacher training
colleges (TTCs), focusng on the curriculum, assessment procedures, and ingructiona
practices. Although not explicitly targeted by the education reforms of 1987, attempts
have been made to bring about change in initid teacher education to improve the
quaity of teaching and learning in schools. Mogt notebly, these have included the
introduction of sudent-centred, interactiond approaches to teaching and learning in
the colleges. This shift, however, has been condrained by the examinationoriented
culture of the colleges and lack of appropriate supportive management structures.
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CHAPTER THREE

TEACHER TRAINING COLLEGESFOR BASIC EDUCATION

31 I ntroduction

This chapter draws together data on the efficiency of the TTCs A review of
documentation available revealed a marked lack of information on aspects of college
efficdency. What information has been found, however, is organised here under the
headings of TTC enrolment, sdection procedure, tutor qudification, and the financing
of teacher education. Where data useful to the MUSTER project were unavailable
these are highlighted as a potential sub-study investigations.

3.2  Overview of the Teacher Training Colleges

At present there is only one mode of initid teacher training for basic education in
Ghana: the three-year post-secondary teecher training programme. This programme
was introduced in 1978 and is offered by the 38 TTCs. Of the 38 colleges, seven train
femde teachers only, one is an dl-mae technica teacher training college, and the
remaining 30 are co-educationd. With the exception of the TTC in Accra dl others
are resdentid. All 38 colleges prepare teachers for both primary and JSS levels, but at
the time of writing plans to introduce college specidisation are being discussed by the
TED.

3.3  Enrolmentsin the Teacher Training Colleges

The Director of Finance and Adminigration (MOE) in consultation with the TED
decides the number of new trainees admitted each year. The number of new taineesis
based on a quota given by the MOE. This changes each year and does not appear to be
linked to anadlyss of teacher demand. TTC enrolments in tota, and by sex, for the
academic years 1992/93 to 1997/98, are shown in Table 3.1. Since 1993, the number
of trainees enrolled has increased by 51 per cent. In generd, the population of training
college students has been increasing over the years except for a dight fal in 1993/94.
Femde enrolment as a percentage of tota enrolment has dso increased from 33 to 38
percent between 1995 and 1998.

Table 3.1: Total Enrolment in Teacher Training Colleges, 1992-1997

year 1992/93 1993/94 1994/95 1995/96 1996/97 1997/98

mde 12,316 12,935 12,576
female - - - 6,110 6,722 7,823
total 13,561 13457 16,447 18,426 19,657 20,399

Source: Teacher Education Division/GES Statistics 1998




Table 3.2 shows enrolment at adl 38 TTCs for the academic year 1996/97. The
colleges are digpersed among dl ten of Ghands adminidrative regions and vay in
gze in tems of trainee enrolment. In 1996, the smdlet was Mampong Technical
TTC with 241 trainees, the largest Foso with 914. Average enrolment in 1996/97 was
510.

Table3.2: Teacher Training Enrolment by College, 1996/97

TTC Region Male Female Total

1 Abetefi Eastern 274 83 357
2. Accra Gt. Accra 317 124 441
3. Ada Gt. Accra 306 106 412
4, Agogo Ashanti 0 327 327
5. Akatsi Volta 456 117 573
6. Akrokerri Ashanti 451 169 620
7. Atebubu B. Ahafo 341 71 412
8. Bagabaga Northern 488 43 531
9. Bekekum B. Ahafo 368 81 449
10. Dambai Volta 382 70 452
11. Enchi B. Ahafo 296 58 354
12. EP, Amedzofe Volta 352 86 438
13. EP, Bimhilla Northern 483 101 584
14. Foso Central 696 218 914
15. Gbewaa Upper East 396 55 451
16. Holy Child Western 0 377 377
17. Jasikan Volta 429 99 528
18. Kibi Eastern 375 193 568
19. Komenda Central 440 152 592
20. Mampong Ashanti 241 0 241
21 Mount Mary Eastern 322 139 461
22, N.J. Ahmadiyya Upper West 289 70 359
23. Ofinso Ashanti 476 149 625
24, Ola Central 0 773 773
25. Peki Volta 308 111 419
26. PTC Eastern 611 187 798
27. PWTC Eastern 0 406 406
28. SDA, Korofidua Eastern 513 195 708
29. St Francis Volta 351 103 454
30. St John Bosco’'s Upper East 495 113 608
31. St Joseph's B. Ahafo 546 166 712
32. St Louis Ashanti 0 409 409
33. St Monica's Ashanti 0 445 445
34. St Teresa's Volta 0 311 311
35. Tamde Norhern 451 140 591
36. Tumu Upper West 301 31 332
37. | Wesley College Ashanti 483 184 667
38. Wiawso Western 515 155 670

Total 12,752 6,617 19,369

% of Total 65.8% 34.2% 100.0%

Source: TED, GES, 1998

13 The total enrolment figure differs from that in the previous in inconsistent with that given in the previoustable. It is possible
that they were collected by different departments at different times during the academic yeer or that oneisarevised st of figures
in the light of more accurate data. It is not clear which set of statistics is the more accurate.
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34 Selection of Teacher Trainees

Admisson into training colleges follows a two-stage procedure. Firdt, is the selection
of candidates who meet the minimum entry qudification, and secondly sdected
candidates are invited by each college for an interview and to St short tests in core
subject aress.

Two groups are digible to apply for entry into the TTCs ‘O’ level holders, and non
‘O’ level holders who sit the Senior Secondary Certificate Examination (SSCE).*
The minimum entry requirements for non ‘O’ levd holders are four credits that have
to include English and mathematics, and one other pass, ‘O’ levd holders need a
minimum of five grade ‘ES. Candidaies are permitted to accumulate the minimum
requirements over severd yearsif they do not pass at the first attempt.

Candidates with ‘A’ levedl qudifications are admitted on ther ‘O’ leve results. There
are, however, very few ‘A’ leve gpplicants. Many colleges tend not to admit ‘A’ leve
gpplicants as they often leave for university once they are able to improve their ‘A’
levd grades. In generd, students looking for post-secondary education have a clear
order of preference univerdties, polytechnics, other further education ingitutions,
and then TTCs. In the context of the school cohort the TTCs receive students from the
lower second and third quartiles of senior secondary completers.

Age is not a determinant of sdection, but most applicants are between the ages of 20
and 22. It is rare to take people over the age of 35, because of the perceived problems
this might cause in terms of relatiions with other sudents and tutors. Only a very smal
proportion of trainees accepted in 1998/99, less than 2 per cent had taught before.

Applications to TTCs are firg filtered through a centrdised process conducted by the
Teacher Education Directorate (TED) to ensure that dl candidates have the minimum
qudifications. TED in consultation with the college principds draws up a shortlist of
gpplicants to atend interviews and to St entry examinaions a the colleges The
number attending interviews is roughly double the number of places avaldble. Entry
exams are devised and assessed individudly by each TTC, and these tests vary greatly
among colleges in terms of content, scope, structure and difficulty. Across dl TTCs,
however, written examindions tes gpplicants abilities in English and mathematics.
In addition to written examinations, candidates are interviewed by a sdection pand,
condging of the principa and senior tutors. The sdection criteria at Wedey Teacher
Training College, for example, is scored asfollows.

appearance (5 marks);

good communicating skills (correct use of tenses, expressons) (10 marks);

interest in teaching/teaching experiences (5 marks);

knowledge of teacher education trends/structure and trend of basic education (5
marks);

knowledge of subject matter in dective area (10 marks);and

gradesin eective subjects (15 marks).

14 The SSCE was introduced in 1994 and ‘O’ levels gradually phased out. 1997/1998 was the last year of ‘O levd examingions
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The officid sdection procedure is meritocratic, but in practice the colleges come
under pressure from prominent people in the locad and educationa communities
(commonly referred to as “protocol”) to admit candidates other than the best
qudified. This practice appears to be widespread throughout the TTCs. From
interviews conducted at case study colleges, it appears that the number of applicants
admitted through protocol varies between ten percent and one-third.*®

The man advantage of the sdection procedure identified by college principds is that
the minimum entry requirement weeds out those without adequate qudifications, and
the interview and examinations identify those who, despite adequate qudifications,
are not best auited to the teaching professon. The man disadvantage of the sdection
procedure is that principas do not have atotaly free hand due to protocol.

3.5  Teacher Training College Tutors

The tutors in the colleges have a vaiety of qudificaions ranging from diploma
certificates to graduate level degrees. They can be classfied into two broad groups:
‘professond’ graduate tutors and ‘non-professond’ graduate tutors. Table 3.3
summarises the distinctions between the two qudification groups of TTC tutors.

Table 3.3: Teacher Training College Tutor Qualifications

Leve

Duration of Course

Entry Leve

Certificate
Awarded

Higher Education
(non-graduate level)

3years

Completion of post-secondary and
having taught for 3 years

Diploma Certificate

Higher Education 3yearsor 2 yearsfor | Teachers holding diploma certificate, BEd Degree

(undergraduate level) | post-DiplomaBEd or senior secondary leaving certificate*

Higher Education 1year Holders of graduate degrees e.g. BA, Post-graduate

(postgraduate level) BSc Certificate in
Education

*The entry level qualification for an undergraduate degree courseisin fact auniversity entrance examwhichisset
at higher than the post-secondary level.

The totd number of teaching daff in the academic year 1994/95 was 846, comprising
69 per cent graduates and 31 per cent non-graduates. Table 34 shows the distribution
of graduate and non-graduate TTC tutors by subject for the academic year for

1994/95.

15 Data from preliminary fieldwork conducted by D. Furlong, October-December, 1998.

37



Table 3.4: Digtribution of Tutor Qualification by Subject, 1994/95

Subject Non-Graduate Tutors Graduate Tutors
Mathematics 14 9%
Science 24 24
Agricultural Science 15 43
Ghanaian Language 1 57
English 75 82
Cultural Studies 1 6
Physical Education - 38
Life Skills 1 26
Vocational Skills 8 12
Social Studies 60* 4
Accounting - 3
Religion 10 7
Music - 29
Technica Skills - 25
Art 6 16
Total 269 586
Source: Basic Education Sector Assessment School Review, MOE, 1995a

Note: * Social studiestutors consist of those who have studied geography, economics, political science and history,
and not necessarily social studies as adiscipline

More recent data on the number and qudifications of TTC tutorsin 1997/98 reved an
overal increaseto 1,044, and a dight increase in the proportion of norngraduate tutors
to 33 per cent. Current policy encourages TTC tutorsto gain & least a degree-level
qudlification, but from the Statistics detailed above itsimpact so far has been limited.
Thisis an issue that needs to be investigated further.

Table 3.5: Teacher Training College Tutors by Qualification and Gender,
1997/98

No of tutors Graduate Non-graduate Made Femde
Tutors Tutors
Total 1044 348 696 821 223

Source: TED/GES Statistics, 1997

The data dso show that in 1997 femde tutors made up only 21 per cent of the tota
teaching staff. In the same year, the student population of 20,399, and tutor population
of 1,044, resulted in a trainee-tutor ratio of 19.5. As the officid trainee-tutor target is
15:1, there isaclear shortage of TTC tutors.

In generd, graduate tutors in the TTCs colleges would ether have received ther
traning & the Universty of Cgpe Coast or the Universty College of Educetion of
Winneba. Both these univerdties are teacher training inditutions, with the Universty
of Cgpe Coas manly training teachers for the second cycle inditutions. The
Universty College of Education of Winneba aso trains teachers for junior and senior
secondary schools. A few of the tutors in the training colleges have no professond
teacher training, but hold a bachelor’s degree in science or the arts.
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Although mogt tutors in the training colleges have obtained teaching qudifications a
the universty levd, many have not recadved traning specific to the traning of
teechers. The training curriculum they would have followed in the universties is not
directly rdlaed to the curricullum requirements of basic teacher education. Tutors
receive on-the-job orientation in terms of the basic teacher education system and its
curriculum.

It is necessary to undertake research into what assumptions and perceptions new
tutors bring into the traning colleges and how these change, if they do, over time
Also, to invedigate whether tutors fed ther training in the universties, though not
specificaly geared towards training college teaching, provide them with the necessary
knowledge and skills to work in that context, or whether some specid emphasis
during ther training is necessary. For example, students at the Universty of Cape
Coast become quite familiar with the syllabi and curricula of the secondary schools
because mogt of the curriculum studies courses focuses on this context. It could be
argued, however, that more attention needs to be given to the curricula of the training
colleges a the university leve to equip those graduates who will finaly work there.

3.6  Financing of Teacher Education

Recurrent expenditure on teacher education is met by the MOE budget. Capitd
expenditure, however, tends to be funded by donor agencies, and, to a lesser extent,
through donations to specific colleges from loca community groups and ex-dumni.
This section focuses on recurrent expenditure since GOG capitd expenditure on
teacher education is negligible. In addition, donor assistance was not included in
sector budgets until the introduction of new budgeting procedures under the Medium
Term Expenditure Framework (MTEF) in 1999. Recurrent expenditure on teacher
education covers the cogts of the teacher training colleges and the management of the
college system. Recurrent expenditure on teacher education as a percentage of total
recurrent expenditure on education was estimated at 6.7 for 1999, a significant
increase from its share of 2.7 per cent in 1989, despite decreasesin the years 1991,
1996, and 1997 (Figure 3).
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Figure 3: Recurrent Expenditureon Teacher Education asa % of Total
Recurrent Expenditure on Education, 1989 - 1999

Recurrent Expenditure on Teacher Education asa % of Total Recurrent Expenditure on
Education, 1989-1999

%

Ministry of Education documentation does not refer to any specific policy to increase
the share of education recurrent budget to tescher education. Throughout this period
of reform, however, the government has consgently articulated its objective that al
teechers should receive preservice training to improve the qudity of teaching and
learning in cdassooms To achieve this god, in 1992 the government sgnificantly
increased the alowances pad to teacher trainees, and from the mid-1990s onwards
the number of teacher traineesincreased dramaticaly.

At the heat of the effectiveness of educetion reform is the
classsoom tescher...With the reforms, an incressng number of
trained teachers ae being placed in the primary and junior
secondary schools. The increase in pay for teacher trainees in 1992
has dso provided a stronger incentive for candidates to enter the
teaching profession, and has resulted in a rare expanson of the
teacher training colleges (MOE, 1994:16).
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Each year the TTCs prepae budget edimaes in reation to annua recurrent
expenditure which are submitted to the MOE via the TED. The MOE revises the
budgets to keep them within budgetary limits while ensuring that priority items are
funded. This process is conducted on an higtoric bass such tha college budgets
reflect that of the previous year with an increase to accommodate the effects of
inflation. According to TTC accountants, in theory budget estimates are aso adjusted
to reflect changes in tranee numbers, but they pointed out such adjustments tended to
be arbitrary (and often unscientific).

The Ministry of Education makes dlocations to teacher education recurrent budget
under two headings GES Headquarters Services, and GES Schools and Regiond
Offices. Recurrent expenditure on teacher education under GES Headquarters
Services budget heading is used to finance the management of teacher education
sydem a the nationa levd through the TED. Recurrent expenditure on teacher
education under the GES Schools and Regionad Offices budget heading is used to
finance the adminigtration of teacher education a the regiond and didtrict levels and
cover TTC running costs. Table 3.6 presents data showing how the tota recurrent
budget to teacher education was alocated between these two budget headings for the
years 1993-1997.

Table 3.6: Allocation of Recurrent Expenditureto Teacher Education between
GES Budget Headings, 1993-1997

Year 1993 194 1995 1996 1997 Average
1993-97
GES Headquarters 19% 15% 4.4% 3.0% 5.7% 3.3%
GES Schools and Regional 98.1% 98.5% 95.6% 97.0% M.3% 96.7%
Offices
Source: Finance and Administration, MOE, 1998

Although there has been some fluctuation in the didribution of recurrent expenditure
to teacher education between the two budget headings, the proportion alocated to
GES Schools and Regiona Offices averaged over 96 per cent of the total between
1993 and 1997.

Data showing the disaggregation of the GES Schools and Regiond Offices teacher
education budget between the adminidrative functions of the Regiond and Didrict
Education Offices and expenditure by the TTCs could not be obtained. In the absence
of this information it is assumed that the former is negligible reative to the later,
such that data on expenditure under the GES Schools and Regiond Offices heading is
taken to be comprised dmost exclusvely of TTC running costs.

Each budget heading is further divided into expenditure items. Item 1 represents
expenditure on persona emoluments - sdaries of teaching and non-teaching saff, and
adlowances pad to trainees, item 2 travel and transport; item 3 genera expenditure;
item 4 maintenance, repars and renewds, and item 5 supplies and dtores. In theory
budgetary dlocations are fixed and cannot be transferred between items.

The data presented in Table 3.7 below summarise actud recurrent expenditure for the
TTC in terms budgets item 1, ‘persond emoluments, and other expenditure under
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budget items 2 to 5. The data presented in Table 3.7 indicate that over 90 per aent of
the recurrent expenditure dlocated to the TTCs is spent on persond emoluments.
‘Other expenditure items that enhance the efficiency and effectiveness of the colleges
comprise less than 10 per cent of the tota recurrent budget dlocated to TTCs. This
undoubtedly has implications for the qudity of traning snce the very low budget
dlocaion means inadequatdly and poorly mantaned infragtructure and insufficient
supply of teaching and learning materiads.

Table 3.7: Allocation of Recurrent Expenditureto GES Regional Officesand
Schools between Personal Emoluments and Other Expenditures, 1993-1997

year 1993 1994 1995 1996 1997
Personal Emoluments 929 94.8 91.7 927 945
Other expenditures 71 52 83 73 55

Source: Finance and Administration, MOE, 1998.

As described above persond emoluments condst of sdary payments to teaching and
non-teaching TTC daff, and trainee dlowances. Data on recurrent expenditure on
teacher trainee alowances are not available a the time of writing, and are difficult to
obtain precisaly because this category of expenditure does not have a separate budget
heading. Penrose (1996:46), however, daes that in 1995 the teacher training
alowances comprised 80 per cent of the persona emoluments budget item.

A rigorous andyss of the unit costs of teacher education requires disaggregation of
the budget items, and, in paticular, the personad emoluments budget item. The
absence of this data notwithstanding, it is clear that recurrent expenditure on persond
emoluments heavily influences the overdl and unit cost of teacher education.

The trainee dlowances are intended to cover the living costs and purchase of
materids necessary for the teacher training course. Trainees receive the dlowance on
a monthly bads throughout the year, even outsde of term-time. Thus, over the three-
year course a tranee will recave 36 insdments of the alowance. The trainee
dlowance increases with each of year of sudy and is set by the Minigry of
Education. The dlowance is adminigered by the TTCs In theory, the trainee
dlowance in each year of study should be the same across dl colleges. Further
research into this matter is required as this has clear implications for efficiency of the
sysem.

The TTCs deduct trainee fees from the alowances directly. Fees are levied for the
feeding of trainees during term time, equipment, regidtration, etc. It is only since the
mid-1990s that the charging of trainee fees by TTCs has been officdly sanctioned
and guidelines produced by the TED in regard to what fees can be charged and how
much they should be. Further investigation is required into who sets the fees and how
the process is monitored. Moreover, this raises a question about the generosity of the
tranee dlowances in relation to the fees charged by the TTCs. Agan, this warrants
further investigation.
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3.7 Conclusion

This chapter has identified that the number of new tescher trainees each year does not
appear to be linked to the demand for teachers from the schools. There is aneed for
andyss of teacher supply and demand to inform future teacher trainee enrolment
policy. The absence of a clear policy on trainee enrolment notwithstanding, there was
a dgnificant increased of over 50 per cent in teacher trainee enrolment between 1993
and 1998. The trainee sdection procedure ensures that gpplicants have the minimum
requirements. The college principals, however, are subject to pressure from key
figures in locd communities and the educaiond edtablishment to admit agpplicants
other than the best qudified. This is a cdear source of inefficiency that undoubtedly
has implications for the tranee pass rate, and the qudity of teaching and learning in
schools. Mot TTC tutors have obtained teaching qudifications at the university leve,
but many have not received training specific to the training of teachers. Arguably, this
has implications for the effectiveness of teacher education, and ultimady teaching
and learning outcomes in Ghanaian schools.

Recurrent expenditure on the TTCs reveds that over 90 per cent of the budget is spent
on ‘persond emoluments, that is, the sdaries of TTC teaching and non-teaching Saff
and the alowances paid to the trainees. Only 10 per cent of expenditure is dlocated to
other items that enhance the efficiency and effectiveness of the colleges, such as
mantaning the college infrastructure and the supply of teaching and learning
materids. It appears, however, that by far the largest item of expenditure under the
‘persond emoluments  budget line is the trainee dlowance, which comprised 80 per
cent of the totd in 1995. The size of the totd expenditure on trainee dlowances is
such that it heavily influences the overdl and unit costs of teacher education, and
warrants amore detailed andyss.



CHAPTER FOUR
INNOVATIONSIN BASIC TEACHER EDUCATION

41 I ntroduction

This chapter reviews the new proposas put forward for a restructured basc TTC
curriculum, and examines the key issues in curriculum reform. The philosophy of the
new proposa for basc teacher education in Ghana focuses on a task-oriented and
competency-based curriculum. The rétionde behind this is the need to expose the
teacher trainees to the redities of practicad teaching in the actud classsoom context.
The idea is to make provison for the development of teaching competencies over a
subgtantia period of time which, until now, has not been consdered possible because
of college tutors focus on teaching academic subject knowledge during training. The
current teaching practice system is consdered to be lacking in scope and content in
terms of graduated forms of teaching skills and work experience.

42  Proposalsfor a Restructured Initial Teacher Education Programme

Initidly, the TTC programme dructure was described as the ‘inrinout’ scheme. In
this scheme a trainee was expected to spend the first two years of the three-year
progranme in the college and the third year involved in work-sudy in a primay
school. The third year was therefore intended to provide an opportunity for the trainee
to sudy and learn to teach by teaching in a red cdassoom. Practicd training in
teaching was ds0 to teke place a the teacher traning college, manly through the
improvisation of indructiond materids and on-campus teaching practice. It was
envisaged, however, that the actuad development of teaching competencies would teke
place during the ‘out’ period when trainees are based in schoals.

Prior to the implementation of the ‘in-inout’ scheme, it was planned as a first phase
to put into place amodified verson of the scheme, as shown in Figure 4.

Figure4: Modified Version of the‘in-in-out” Scheme

CcC CC CC/sA CC/OCTP CC/OCTP CcC CC/OCTP* cC
YEAR1 YEAR 2 YEAR3
<4+— > | < > |«
Key:
cC Coursework in college
CC/SA Coursework in college and school attachment

CC/OCTP  Coursework in college and on-campus teaching practice
CC/OCTP* Coursework in college and off-campus teaching practice

The idea behind this scheme is that the training process must incorporate adequate
opportunities for relating theory to practice. The new scheme was to be piloted in 10
training colleges beginning in the 1998/99 academic yesar.




An innovative feature of the new teacher education scheme was that recruitment of
teachers for initid teacher training would be carried out by the didrict offices in
accordance with the needs of schools in the digtricts. Teacher trainees were to be
sponsored by didtricts and after their training would be bonded to teach in that digtrict
for an agreed minimum period. This was to solve the problems of maintaining gaff in
rural schools.

The proposed framework for the assessment of teacher trainees has been drawn up to
give emphass to college and school-based assessments as a means of improving the
link between training and assessment procedures. Badcdly, the am of assessment is
to provide evidence of skills and basc competencies expected of a beginning teacher.
What specific assessment tools will be used to provide such evidence, and the nature
of criteria for judging them, however, has not been explained. Both second and third
year assessments are of particular interest because during this period trainees are
expected to spend an extensve period of time in red classooms developing further
professond quadities and skills. During this period, therefore, assessment is expected
to rdate more to the development of teaching skills rather than smply cognitive
knowledge.

These new proposds for initid teacher educetion have not been implemented, as it
seems to have become increasingly evident to policymakers that both the college and
school sysems lack the necessary management support structures and  teacher
professionaism to ensure success of the proposed programme.

4.3  IssuesRaised by the Proposed Innovationsin Basic Teacher Education

With mounting evidence suggesting that many school teachers in Ghana will require
traning to upgrade ther knowledge and improve ther teaching (Fobih et al. 1999),
tranees may not gain dSgnificantly from school-based training that requires significant
input from teachers.

For the college-levd traning to impact on professond knowledge and kil
devdlopment, there would be the need for improved efficiency in college
management. The proposed innovations cal for a high standard of professondiam in
the colleges and this, it appears, may be lacking. The JUSSTEP impact study (1993)
reveded that the mgority of the college's intra-depatmenta communication flows
were hindered by the lack of forma meetings within the departments. For example,
there was little evidence of planning of group teeching drategies to develop
gpproaches to the heavy workloads resulting from high student-teacher ratios.

Although the proposed system of assessment, in principle, seems appropriate snce it
attempts b increase the validity of teacher training assessment, its practice may prove
problematic. With the chalenges faced by the assessment sysem, paticulaly the
entrenched culture of examinations, poor management of college assessment, etc., the
increased vaidity expected may prove difficult to achieve. Exiging examination
practices occur within a socid and political context which is resstant to the changes
proposed.



In summary, there is the need for more detailed research into the factors that account
for the seeming poor qudity of teaching and learning in the TTCs For example, how
are college tutors managing their teaching in the face of logistical problems? What do
tranees bring to training in terms of previous experiences, and how can these be
tapped to serve as useful garting points for teacher learning and development? What
skills and knowledge are colleges able to impart to trainees? How can the colleges
forge closer professond links with schools to share in the training of student teachers,
and wha ae the implicaions for traning college curriculum desgn and school
management? A better understanding of the challenges that face teacher training for
basc education is required before policies can be designed and implemented for its
improvemen.

4.4 Overview of the Current TTC Course Structure

Although the new proposals for TTC course gdructure have yet to be implemented,
some changes to the training programme have occurred. This section provides an
overview of the changesthat are currertly in place.

The TTC course remans a three-year programme for dl the 38 teachers training
colleges and consigs of 33 weeks per year. The mgor components of the curriculum
are:

foundation academic and generd studies,

education studies,

curriculum sudies integrated with methodol ogy; and,
practicum and other practicd activities.

Foundation academic and generd studies courses are undertaken during the first year

of traning. The three remaining aspects of the curriculum are taken during the second
and third years.

4.4.1 Year 1 Curriculum

The organisation of the coursawork and the teaching-learning activities over the three-
year period is as follows. The firs year programme covers foundation academic study
of the subjects in the basc education curriculum. Academic fird year courses ae
intended to build on the education received a the senior secondary school level and
are remedid in emphass. The purpose is to drengthen the academic background
knowledge of trainees before they embark upon professond sudies. It is argued that
most trainees possess wesk academic subject background knowledge and this
undermines their confidence and &bility to teach effectively. Development of subject
gpecific content knowledge, therefore, is @ a different time (only first year) from the
curriculum sudies and methodology, and practicum. A common concern among
many teacher educators in Ghana is whether content knowledge should be developed
in pardld with pedagogic content knowledge or at different times in the programme.
It is argued that, under the old curriculum arangement tutors spent more indructiond
time on subject content knowledge at the expense of pedagogic content knowledge
and teaching skills development. The new programme arangement is intended to
ensure the remaning two years of traning ae focused entirdy on developing

46



pedagogic knowledge and teaching skills. Introductory courses in education are dso
offered in the firg year. In summary, the philosophy of training in the firs year is that
subject knowledge competency precedes professona knowledge and training in skills
development.

Year 1 assessment is intended to be promotiond and comprises internd and externd
examinations. Students who demondrate poor academic ability in these examinaions
ae withdrawvn from the training progranme under the assumption that prospective
teachers require a sound subject knowledge base before they can move onto the
practicadl eements of learning to teach. This raises the issue, however, of how a
‘sound’ subject knowledge base can be measured. Current assessment practice has a
40 per cent pass mark in al subjects. If indeed the mode of teacher training is
competency-based then the idea of a sound subject knowledge base requires clearer
definition than the use of an arbitrary pass mark.

There is dso an economic argument for the introduction of the new fird year
promotiond examination. As candidates faling the end of fird year promotion
examination are withdrawn, this saves on the dlowances they woud have recaved in
the second and third years (initid teacher trainees in Ghana receive a monthly sipend
throughout the three years of ther training). The conditions for promotion in the firg
year are set out asfollows:

External examination

1 Five slpjects ae extendly examined (one three hour examination per
subject). These core subjects are: environmental and socid studies or technica
skills, integrated science or French (offered in one college only), English,
Ghanaian language and mathemtics.

2. Fird year sudents mugt pass, i.e. atan a minimum of 40 per cent in dl five
subjects or passin four, with the fifth subject not below 35 per cent.

3. A student passes dso if he/she scores 39 per cent in two subjects and 40 per
cent and above in the other three subjects.

Internal examination

1 Students must pass dl internd subjects (2 hours in duration) which are
religious and mord education, musc and dance, physcd educaion, and
vocationa skills,

2. Students who fal three or more internd subjects can re-gt these internd
examinations before the beginning of the second year.

3. Thosewho fall there-dtsin the internd are withdrawn.
Questions for these examinations are obtained from a question item bank produced by

subject panel college tutors and a chief examiner from the Ingtitute of Education a the
University of Cape Coast.
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4.4.2 Year 2 Curriculum

In the second year, education is dudied as wdl as curriculum sudies and
methodology of individud subjects. Apat from education, syllabi have yet to be
developed for the curriculum gudies and methodology of dl nine subjects The
second year curriculum aso includes a school attachment programme and an ot
campus practicum (teaching practice).

The philosophy behind the second and third year programme is that trainees should
see themsdves as being trained to become professiona teachers and this requires that
professond knowledge is goplied in teaching and learning dtuations. It is interesting
to note that the emphasis appears to be on the use of professond knowledge in
teaching and learning dtuations, as opposed to classoom teaching and learning
dtuations providing the context for developing appropriate teaching and learning
drategies.

The raionde behind ‘curricllum dudies integated with methodology’ is for
methodology not to be trested as an isolated, absiract, and theoretica segment of
teacher training, but taught using the very methods that trainees would be expected to
employ & the basic school leve.

It is important for curricullum research to examine the actud indructiond
methodologies employed by college tutors, and the forces tha influence ingtructiona
prectice. Interview evidence from tutors in four case study colleges suggest that the
non-avalability of textbooks, reference materids visud ads as wel as the high
student-tutor ratio compels most tutors to resort to lectures’® A more andytic
evduaion of ingdructiond time, gpace and practices in the colleges has be to
undertaken to ascertain whether the much referred to limitations reflect lack of
management efficiency or are an incontrovertible college organisationa problem.

Year two assessment is both by internd continuous assessment and external end-of-
year examinations.

4.4.3 Year 3 Curriculum

Education, curriculum sudies and methodology form the man programme for the
third year. Off-campus teaching practice is organised in the second and third terms of
the third year programme. Assessment is by both continuous assessment and externa
examindion, based on education, curricullum sudies and methodology of the nine
subjects.

4.4.4 Practicum and Teaching Practice

Practicum

Emphasisin the second and third years is on practicum. The practicum comprises.

18 Fieldwork conducted by Akyeampong, 1998-1999.



School attachment for observation of teaching and work practice;

On-campus teaching practice to expose student teachers more formdly to teaching
ills

Off-campus teaching practice to practice skills; and,

Project work based on the planning and congruction of teaching/learning
materids and classroom action based research.

The current system of teaching practice is not expected to change very much except
for the possble changes in the sysem of assessment. A new system for assessment
has been developed which places emphasis on trainee professond competencies. The
new sysem of assessment uses competency profiles, instead of the current numerica
five-point scae. Although the change to a profile-based system of teacher evauation
has been accepted, it has yet to be implemented.

Specific proposas for dructural changes to current teaching practice are presented in
the next section. The dructure of current teaching practice in training colleges is
essentialy smilar athough colleges have the freedom to make dight modifications.

Teaching Practice — General Organisation

Teaching practice is composed of three segments each lasting one month, thus making
up 12 weeks. A school attachment/observation programme for first year trainees
precedes actud teaching practice. This takes place during the long vacation that is,
after the first year course and before the second year, and involves lesson delivery
observation. This component of the practicum is not assessed. The am is to provide
fird year sudents with an indght into the teaching-learning Stuation in schools and
classooms. In the current proposals for the school attachment programme, trainees
are expected to reflect on their school experiences usng an openrended observation
schedule. At the beginning of the second year course in education studies, tutors are
expected to provide an opportunity for reflective anayss of school and classroom
observation. The current proposa for second year teaching practice is for it to be
college-based, ‘on-campus teaching practice. Students are expected, in this modd, to
do four periods (each lagting 45 minutes) of peer-group teaching practice throughout
the entire second year. It is not clear when this will begin. Currently, however, dl
second years do four weeks off-campus teaching practice. In the third year students
are expected to do another four weeks of teaching practice.

The Didrict Director of Education grants permisson for schools in a didrict to be
used for teaching practice. Students are expected to experience teaching at the two
levels of the basc school system — primary and junior secondary. A group of college
tutors (normdly five), with one as the team leader, are assigned to a cluster of schools
in which students undertake teaching practise. Each student is expected to recelve a
least two supervisons aweek for the duration of teaching practice.

Teaching Practice Assessment
As described above, a new framework and system for teaching practice has been

developed and is intended to be adopted in the colleges. Again, it is not clear when
this change will be implemented. The timing is subject to agreement over the
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necessary implementation srategies by the Teacher Education Divison of the Ghana
Education Service.

Currently, a five—point, atitudina, Likert-scae type of assessment form is used. To
achieve an overdl pass for teaching practice students must obtain an average score of
40 per cent - averaged from the tota number of externdly supervised teaching
practice.

In order to qualify as a trained teacher and be awarded the teachers cetificate ‘A’, a
tranee must pass hisher teaching practice, that is obtain a minimum average score of
40 per cent from teaching practice. The intention is for this sysem of assessment to be
replaced by a competency-based model. The current method of teaching practice
assessment has been criticised for being too ‘marks-oriented’, and thus undermining
the value of focusng both trainees and supervisors attention on the development of
gppropriate classroom skills and knowledge.

45 Conclusion

In concluson, basic teacher education in Ghana has undergone several changes and is
gdill undergoing changes in an attempt to produce teachers that will improve teaching
and learning outcomes. Unfortunately, teacher education policies to-date have not
been informed by research. It is insufficient smply to introduce a training programme
that aims to increase the annua output of trained teachers, when for example there is a
high attrition rate of teachers in the fidd, or when trained teachers find their traning
dien to the schools they go to teach in. Trained teachers experiences in the early
years of teaching needs to be researched to provide information that will help in the
restructuring of teacher education curriculum. For example, multi-grade teaching and
large group class teaching may need to be a Sgnificant festure of training as these
indructional gStuations are typicd of many schools The idea that, for example, on
completion of in-college training trainees then need to complete one year satisfactory
teaching in schools prior to full certification, (Perraton 1997, World Bank 1996)
ignores crucid assumptions underpinning such a mode of teacher training and
development that may be lacking in Ghana. For example, there is wdl-documented
evidence tha many schools in Ghana suffer from poor management and professond
practices that are necessary to creste the environment for effective teacher learning
and development (see Korboe and Boakye, 1997; Fobih et al., 1999). School-based
traning may, therefore, not offer adequate input that is often desired because of such
obstacles. The key obstacles are identified below.

Large student teacher ratios in many of the teacher training colleges serioudy affect
the qudity of indruction and assessment. The issue of importance is how tutors can
be encouraged to change their attitudes to embrace the new programme when the
motivation to do so may be lacking due to the possibility of increased workload. For
example, in 1993, the range of students taught by a ttor in the training colleges could
vary from about 67 to 630 depending on the subject being offered (see Table 4.1). It
has to be noted that colleges have to make some important decisons regarding the
number of subject tutors they will employ snce officid quota regulaions will not
permit them to employ over and above a certan number. Besdes this there are
problems of avalability of certan subject tutors Colleges have teaching dteff
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grengths ranging between 30 and 40. In Table 4.1, for example, if St Joseph’'s has
only one science tutor. Hefshe has responshbility for al 630 students across the three-
year training period who are required to take science. This obvioudy has adverse
implications for teaching methods and assessment practices. The issue of excessve
dudent-tutor ratios, therefore, needs to be addressed if the restructured training
programmeis to be introduced effectively.

Table4.1: Student-Tutor Ratio

Number of Studentsto atutor by subject* Overall
Student-Tutor
Ratio**
College English Education Maths Science

Akaatsi 222 166 271 263 2
Presby 132 159 193 200 19
Dambai 162 161 226 86 27
Holychild 117 117 227 202 18
Jasikan 137 137 156 120 16
Kibi 114 114 Q0 192 15
Atebubu 105 105 158 83 14
Bagabaga 247 247 185 150 27
St Joseph 152 156 315 630 19
Tumu 100 67 100 143 10
N.J. Wa 164 109 109 167 16
Wesley 149 186 149 137 23
General Ratio 159 144 186 198 18

The move towards college and school based assessment means that the colleges will
have greater responshility for setting and managing assessment. The effectiveness of
this will be limited, however, by the high dudent-tutor ratio which renders the
number of assessment tasks per student excessve in terms of marking load.

The cdibre of some gaff members in the TTCs induding their level of professond
competence and persond attitudes to the professon may be a hindrance to quaity
improvement. It was pointed out earlier in this study that tutors may not be recelving
the appropriate training to prepare them to work in teacher education. Akyeampong
(1997) has argued tha the academic and examination focus of university courses for
teacher training is a mgor hindrance to professona teacher development in Ghana
Unfortunately, the education reforms in Ghana have made little impact on the
gtructure and content of courses on offer in the universties.

The JUSSTEP impact study (1993) reveded that the mgority of colleges inter-
depatmental  communication flows were hindered by the lack of forma meetings
within the depatments. For example, there was very little evidence of planning of
group teaching dtrategies to develop approaches to ded with increasing workloads
created by large student numbers in certain subjects in some TTCs, continuous
assessment and examinations. There is, therefore, the urgent need for increased

efficiency in college management.

Any good organisation is characterised by its ability to grow and develop. The
teaching professon is not an exception. As idess in teaching change and new methods
of teaching ae devised, it is necessxy for teachers to be sendtive to the
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gppropriateness of these new methods to their own changing Stuations, and the needs
of ther pupls This cdls for a continuing sysem of in-service education which
provides for the professond development of teachers. There seems to be a lack of
clear policy on in-service educetion of teachers in Ghana. Without careful attention to
udanability, in-service courses organised during mgor education reform projects
with externd support and funding run the risk of fizzing out once this externd
assgtance is withdravn (eg. JUSSTEP project, 1989-1993). There needs to be a
policy of insarvice tha is pat and pacd of the professond traning and
development of teachers. It is important that dongsde the new initigtives in teacher
education in Ghana there is ongoing evaduation of the effectiveness of drategies and
innovations.

Findly, there is the need to build in feedback mechanisms in order to ensure
practicdity of innovations in a redidic context. For example, the current interest in
school-based training through school atachment means that practisng teachers must
be given training in how to supervise and assess the trainee teacher in the classroom.
It is not clear now this training is going to be organised. A more criticd issue is
whether the education sysem in Ghana is conducive for this kind of training. With a
lot of evidence suggesting many school teachers will require training to upgrade their
knowledge and practice in teaching, how is the trainee teacher to benefit from a model
of training that requires him/her to learn from these practising teachers?

The new sysem of assessment, in principle, is appropriate. The criticd question is,
however, how will it fare in practice, when the issues and conditions that have
contributed to the ineffectiveness of the present continuous assessment system ill
remain?

In concluson, there is the need for the factors that account for the seeming poor
qudity of teeching and learning in the colleges to be criticdly researched. For
example, are the curriculum-relaied issues, logigica inadequacies in the provison of
teeching and learning materids, problems in terms of professond sandards of
teachers, low teacher motivation, or a combination of dl these factors? Akyeampong
(1997) observed that dthough some training colleges had a good supply of tesching
and learning materids, many teachers were not using them. Ingtead, they preferred to
lecture and dictate notes. These tutors explained that the conditions under which they
worked, such as large sudent numbers, poor working conditions, culture of
examinations, etc. made changing to more gppropriate means of training unattractive.
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Appendix 1

Table A1.1: Total Enrolment in Primary Schools (Public), 1981-1996

Year No. of School s Enrolment % increasein
Enrolment
1981/82 8,082 1,434,573 -
1982/83 8,395 1,482,090 3.3
1983/84 8,503 1,522,094 2.7
1984/85 8,683 1,552,895 2.0
1985/86 8,937 1,574,927 1.4
1986/87 9,193 1,610,012 2.2
1987/88 9,424 1,625,137 0.9
1988/89 9,368 1,598,443 -1.6
1989/90 9,831 1,703,074 6.5
1990/91 10,623 1,803,148 59
1991/92 11,142 1,807,233 0.2
1992/93 11,270 1,848,300 23
1993/94 11,369 1,910,408 34
1994/95 11,218 1,920,803 0.5
1995/96 11,435 1,955,713 1.8
1996/97 11,775 2,027,183 3.7

Source: Planning, Budgeting, Monitoring and Evduation Divison, MOE,
Republic of Ghana, October 1998

Table A1.2: Enrolment in Middle/JSS Schools (Public), 1981-1996

Y ear No. of Schools Total % increase
1981/82 4581 568,665 -
1982/83 4875 580,809 21
1983/84 5,127 595,400 25
1984/85 5,207 605,241 17
1985/86 5,276 611,867 11
1986/87 5,364 632,142 33
1987/88 5,260 610,094 -35
1988/89 5,169 608,690 -0.2
1989/90 5,136 625,018 2.7
1990/91 5,136 569,343 -89
1991/92 5,135 592,867 41
1992/93 5,129 629,258 6.1
1993/94 5,217 655,642 42
1994/95 5,241 659,851 0.6
1995/96 5,394 677,641 2.7
1996/97 5,597 695,468 2.6

Source: Planning, Budgeting, Monitoring and Evaluation Division, MOE, Republic of Ghana,
October 1998



Appendix 2

Table A2.1: Dropout Ratesfor Primary (Public), 1991-1996

Drop-out [| 1991/92 |[| 199293 |[| 1993/94 ||| 1994/95 ||| 1995/96 |||  1996/97
Rates (%)
P1 4.4 12.6 9.3 6.7 9.2 7.1
P2 1.9 6.3 3.4 0.6 2.9 1.0
P3 2.4 5.4 31 1.9 39 18
P4 41 6.4 47 36 5.6 42
P5 2.7 5.1 2.4 2.8 43 31
P6 14 39 23 36 6.3 46
Primary 2.8 6.6 4.2 3.2 5.4 3.6
Average
JSs1 5.6 9.1 6.1 6.4 8.9 95
JSS2 8.6 10.6 7.7 7.6 10.2 8.6
JSS 7.1 9.9 6.9 7.0 9.6 9.1
Average
Source DFID 1998: 48
Table A2.2: Repetition Ratesfor Primary and JSS (Public), 1991-1996
Repetition |[[| 1991/92 /| 199293 /| 1993/94 || 1994/95 [|[ 199596 |||  1996/97
Rates (%)
P1 6.6 55 55 6.3 6.2 7.2
P2 32 35 35 36 37 4.0
P3 2.4 2.8 30 30 30 34
P4 1.9 23 26 26 2.7 31
P5 1.6 19 23 23 25 2.7
P6 18 21 26 25 30 33
Primary 2.9 3.0 3.3 3.4 35 4.0
Average
JSs1 14 11 13 14 1.9 0.2
JSS2 18 18 19 18 23 21
JSS3 1.0 0.9 0.8 05 0.4 05
JSS Average 1.4 1.3 1.3 1.2 15 0.9

Source DFID 1998: 48
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