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1. ABSTRACT

Access to primary/basic education has expandedfisigmtly in recent years, especially in resporese t
the EFA and MDG initiatives. As a result of thigpansion, there is now an increasing pressure in
many sub-Saharan African countries to widen actteg®st-primary education. This study analyses
the findings of five country studies (Ghana, Mozajuk, Togo, Uganda, and Zambia) into the
provision of teachers and other education persdionaecondary schools and TVET institutions.

It has been found that, despite official recognitaf the importance of TVET to national economic
development, it remains a relatively undervaluedl amder-resourced field. The demand for
secondary school teachers is such that good prireetnpol teachers are often redeployed to fill
vacancies, a practice which not only could be danga{p secondary education, but which could
threaten the progress made recently in the provisfaquality primary/basic education. Countries ar
now starting to turn their attention to definingtfequired profile of the teacher educators, wheo ar
seen as key to the provision of quality in educatielivery, but often there remains a mismatch
between methodologies being promoted as part édmadtpolicies and those which are practiced in
teacher education institutions. Teacher educattnses still tend to be academic and theoretical i
nature, with little emphasis on the professionaleftgpment of the student. Opportunities allowing
teachers to engage in realistic career planningugir involvement in professional development
programs are limited in all the countries and paogg for the training of other sector professionals
such as senior school managers, inspectors/adwgerare rarely found and then only onaahhoc
basis.

It is anticipated that the findings of each of twntry studies and of the synthesis report wiists
ministries in their planning for the post-primamybssector. Good practice has been recognized and
possible pitfalls identified, so that ministriemndaenefit from the experience of other countriesnig

the same or, at least, similar challenges in tipaesion of post-primary education provision.
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2. EXECUTIVE SUMMARY

2.1 Introduction

The recent rapid growth in enrolment in primary eation experienced by many African countries has
led ministries of education in those countriesdoruit untrained teachers to meet demands. At the
same time, the massive expansion of primary edutais a consequence of tBducation for All
(EFA) initiative has resulted in additional presswn secondary education structures, including the
supply of teachers, forcing some African counttegxplore alternative ways of recruiting teachers.
The challenges facing the technical and vocati@talcation (TVET) sub-sector are similar, but
perhaps even more acute than those facing secoedacgation.

The current diversity of practice in teacher praefian, qualifications, recruitment and deployment i
primary education suggest that teacher supply dst-primary education cannot be addressed without
considering patterns of teacher mobility, not doéfween primary and secondary education, but also
between classroom posts and managerial and adratiist posts such as those of headteacher,
inspector and pedagogical adviser.

It is now generally accepted that teacher educatiay if not the major factor in the provision of
quality in education delivery. Many countries ifrida have sought to address the need foaiaed
teaching force within national contexts throughowaitive and often accelerated teacher education
programs.

The study seeks to identify policies, strategiegciices and initiatives in the preparation and
provision of teachers and education managers adh@sssector in general and in post-primary
education in particular.

Three anglophone countries (Zambia, Uganda, ans&hane lusophone country (Mozambique) and
one francophone country (Togo) participated indtuely. Using an agreed framework, national teams
undertook extensive in-country fieldwork in order dather essential information and data for the
preparation of five country studies, on the basis/lich this synthesis report has been prepared. |
seeks to identify major needs and trends in thaitig of post-primary teachers and other sub-sector
professionals.

2.2 Contextual Framework

Some of the countries on which the study focusésedaindependence from their former colonial
powers almost fifty years ago, yet in all casesldgacy of colonial times remains evident. 1t is
perhaps surprising that the legacy of colonial,rilesome cases now so historically distant, remain
such a significant determinant of educational dgwelent. It is clear, however, that its continuing
impact should not be under-estimated.

The political context prevalent in a country carvéna potentially major impact on educational
development and the influence of the political sgstnay be seen in many different ways.

Some of the countries in the study are among tigesain Africa. It is impossible to overestiméte
challenges such a geography presents to thosensbfe for the delivery of education and the
provision of governance generally.

While the impact of both the historical and poblticontexts is undeniable, it is perhaps the impéct
the socio-economic context which has a more imntedilevance to the preparation of teachers and
to the delivery of a quality education service.r Emample, the performance of the national economy
determines the nature of the labor market and tladladility of good quality teachers; poverty is a
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major concern in all the countries involved, whhe incidence of HIV/AIDS poses a major constraint
on the education systems of some of the countries.

Educational change in all the countries involvedha study has been both rapid and extensive in
recent years. In particular, countries have sotghtealize EFA and th#lillennium Development
Goals(MDG). Such have been the pressures that in s@®es planning has tended to be undertaken
against a background of crisis. All the countrégs demonstrate, however, an active planning
environment. Most have current sector developmaans, which include strategies for the
development of teacher education to varying degrdé& major thrust of such plans, however, tends
to be within the primary/basic education sub-seatat the planning environment for the development
of secondary education is not so well developedET and the training of other sector professionals,
including senior managers in educational institgicare even more neglected in the sector plans.

2.3 National Framework for the Delivery of Teacher = Education

There is considerable commonality in the natiorainieworks for the delivery of teacher education in
each of the five countries. Most of the countries, example, have developed explicit visions for
education, which emphasize equity, enhanced quatityimproved student achievement, relevance to
national goals, the increased participation of sgim education, and combating the effects of
HIV/AIDS. There is a general consensus also antbagountries about the kind of teacher required
in the different phases of education. Common dbjes of teacher education emphasize professional
and personal competences such as mastery of sirjeatiedge, the ability to facilitate learning,
innovation, reliability, honesty, and responsililimotivation and dedication, and reflection.

Developments in all the countries except Togo asell on some kind of sector plan in which teacher
education features to varying degrees. Three ®fctiuntries (Mozambique, Uganda and Zambia)
have already developed specific teacher developragategies. Detailed planning for teacher

education for the TVET sub-sector, however, app@abe largely absent in most of the countries.

The continuing role of the development partneralirof the countries involved should not be under-
estimated, although its impact is perhaps most dtiann the case of Togo, where the withdrawal of
EC support in the 1990s resulted in the total pskaof any kind of nationally planned teacher
education system.

2.4 Institutional Landscape

Recent developments, in particular the introductdrEFA and the introduction of basic schools,
which has often been accompanied by an extensigheophase from 7 years (primary) to 9 years
(basic), have required extensive reforms to theheaeducation institutional landscape. There is a
discernible trend towards decentralization in mostntries and towards the establishment of
parastatal bodies with wide-ranging responsibdlitic_inks between the national ministries and the
teacher education providers, however, appear nbétstrong. Ministries have little or no contrél o
teacher supply in the university sector.

A general pattern of teacher education provisicvident in all of the countries involved in thady.
Primary teachers tend to be prepared within primeaghers’ colleges, while secondary teachers are
generally trained within the university sector. some of the countries, it has been recognized that
such a division between the training locationstéachers preparing to teach in the different phases
can lead to a differential status for teachers.

With the restructuring of schools to respond torteeds of EFA and the introduction of basic schools
many education systems found a mismatch betweenatuge and functions of their existing teacher
education providers and the changed needs of 8terayand countries in the study have responded to
this challenge in different ways.
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There is confusion betweeimservice teacher educatiofiINSET) and continuing professional
developmen{CPD) which requires clarification in the planniing each of the countries. Links
between initial teacher education (ITE) and CPDraostly lacking. INSET/CPD is most frequently
delivered through a national system of resourceéecen The networks were usually established as a
result of project activity. When project funding ceased the effeatiess of the system tended to
diminish and there is a need to revitalize theuss®centre provision in some countries.

There are clearly common trends in the reform ather education systems in all the countries
involved. Some countries are seeking to locateenegicher education activities within the universit
sector and to encourage the preparation of moemseiand mathematics teachers. All are seeking
national institutional and course accreditationcpoures and some are actively involved in the
planning of a national qualifications framework.

2.5 Teacher Education Programs

There is a lack of evidence of detailed and lomgitplanning in the teacher education sub-sector in
most of the country systems studied. In most ef ¢buntries involved a sound planning base for
developments in the sub-sector is often lackingevdlopments which have taken place appear to
target teacher shortages generally, the need éo offen minimal training to untrained teacherg] an
the demand for upgrading opportunities by teach@ise result is a multiplicity of teacher education
programs leading to trained or qualified statughwittle evidence of any kind of singleational
program of initial preparation being planned.

There is within course provision a rigid hierarchigich perpetuates differences between teachers in
primary/basic education and those in post-primagiyication. These differences apply to the
institutional location of the training, length @hining, the end of course qualification, the seRof
teachers, and, perhaps most importantly the sthase teachers enjoy in society. The exception to
this general rule lies with teachers in the TVETb-sector, which, despite recognition of the
importance of TVET, most often remains underproditta and of relatively low status.

Traditionally, most countries have prepared secondehool teachers with a single teaching subject
in the belief that such a strategy would promote dbademic excellence they were seeking in their
secondary school graduates. With an increasingaddrior secondary school places, however, there
is a growing realization that a teacher with twacténg subjects allows for much more flexibility in
the staffing of a school than one with a singleléag subject.

Country studies are unanimous in their critiquehaf methodologies employed in the delivery of the
courses. Courses tend totbacher-centerednd excessively theoretical, with a continuing eagit
on the educational disciplines of psychology, slogjg, philosophy, history etc. with insufficienhks

to classroom practice.

The opportunities for INSET and CPD in the coumstrivolved in the study share three major
characteristics. Firstly, they tend to be limitedorimary/basic school teachers; secondly, theyso
either on initiatives for training the untraineddgers in school or on upgrading for teachers, lwhic
often results for the successful in a move fronmgriy/basic education to secondary education; and,
thirdly, all the initiatives might more appropribtebe described as INSET rather than CPD. The
TVET sub-sector is characterized by an almost fetzk of training opportunities in all the coungrie
represented in the study.

All the countries involved recognize the importamdeieacher educators in the provision of quality
education. Appointment to the position of teachducator tends to be on the basis of academic
qualification, however, and little attention is ghetio the appropriateness of the teacher educator’'s
experience. Most are drawn from the body of seapndchool teachers and there is a belief in all th
countries concerned that teacher educators requggecific course of training. Training for other
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education sector professionals, in particular feadteachers and inspectors/advisers/standardsrsffic
whose role is so vital for the provision of qualityeducation delivery, remains largely absent.

2.6 Profiles of Key Actors

A major feature of the student teacher profile ie studies is the difference between the entry
standardgplannedand theactual entry requirements applied. Teaching remains ostnof these
countries a relatively unattractive profession Hrelmost able candidates are lost to other prafessi
and jobs.

Given the vagaries of the teacher education systemost of the countries, it is not surprising that
teachers are not an homogeneous group in ternieiofdualifications and training. The deployment
of primary-trained teachers to secondary schoots @gemmon problem which has deleterious effects
not only on post-primary schools, but also on thimary schools which have lost many of their best
qualified teachers.

It is generally acknowledged that teachers arenthr key to quality education provision. The role
of the teacher educator must, therefore, be cricitllis process. Given that, it is perhaps sonawh

surprising that relatively little attention is giveto the required professional and academic
backgrounds, the selection and further trainingeafcher educators in the five countries. Many
teachers at post-primary levels are seen as lagckiadequate pedagogical skills.

Appointees to other positions in the education@eatgeneral and the teacher education sub-sector
particular — directors of institutions, headteasheérspectors or education standards officers-etze
drawn exclusively from the teaching force. The omwn criterion in all countries for promotion to
these positions is again academic qualificatiororédver, there appears to be little training fasth
positions, although the training of headteacheret®gnized as a major issue impacting upon the
quality of education and a priority for future acti

2.7 The Demand, Supply, Recruitment and Deployment of
Teachers

All five countries have developed education manag@nand information systems. Most, however,
report significant weakness in the systems, siheedata available is incomplete. It is apparent,
therefore, that, although EMIS systems have gdgeraken established, their reliability is
guestionable and could lead to major decisionshenrdemand and supply of teachers being taken on
the basis of inaccurate data.

It is clear that the demand for teachers continagacrease, not only for secondary school teaghers
but also for primary/basic school teachers, espediathe upper grades. The lack of detail in the
studies about the demand and supply of teachehgiMVVET sub-sector is perhaps indicative again of
the relatively low priority afforded in practice tioe sub-sector.

Attrition among the teaching cadre is identifiecaagssue in three of the country studies. Norbef
countries, however, report the number of casestifien specifically due to HIV/AIDS. There are a
number of disparities in teacher supply and demapdrted. These fall mainly under two headings:
regional disparities and specific subject shortages

A number of strategies are being or have been dpedlto address the demand for teachers at the
secondary level the most common of which is theimgiof the student-teacher ratio.

Perhaps the most worrying strategy being adoptemtder to address the shortage of teachers at the
secondary level is the redeployment of teachepsimary schools as secondary school teachers.

All the countries involved in the study employ dgphent procedures which are to differing degrees
centralized. For most, it is an administrativegarss in which ensuring the match between the teache
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and the school/role to be undertaken is of secgnoaportance. No country has yet sought to
establish a system of deployment to school whiagtksdo provide an improved match between
teacher qualifications, experience and interestistb@ specific circumstances of the schools to whic
they are being deployed.

2.8 Teacher Professionalism

The issue of teachers’ salaries in the five coasatis complex, but there are a number of relatively
common features which emerge from the studies.ari®al are low in comparison with other jobs
requiring similar qualifications; they are geneyalletermined by academic qualification, takingditt
consideration of the role undertaken by the teadhere tends to be a significant differential bedw
the salaries of primary school teachers and thbssachers in post-primary education; there areesom
plans for performance appraisal, but little impletation; there are few positions of responsibility
the school structure which could attract salaryrdéases; and promotional routes tend to be into
secondary posts for primary school teachers orddtinistrative positions.

Incentives are often used in the countries in thdysto alleviate the problems faced by teachees du
to low salaries, and to improve the retention atteers in the system. The provision of housing for
teachers appears to be a priority, although sonuatdes have sought to address the problem of
teacher recruitment in the rural areas with antamidil allowance. While it is easy to understanel t
rationale for such incentives, it is equally im@mitt to recognize that their impact on the quality o
education might be negative (‘double-class’ andule shift’ payments, extra duty allowance etc.) as
well as positive (easier access to study leaveyladhips etc.).

There is a general lack of professional developroppbrtunities currently and those which exist tend
to be in the form of INSET, rather than CPD. Ewicke of the creation of a career structure for
teachers is limited.

All the countries in the study have one or morensirepresenting teachers and other educationrsecto
professionals. There does, however, appear to paradigm shift in the roles undertaken by the
unions. They continue to lobby for and negotiaigroved conditions of service for teachers, but
unions are now also involved in advocacy on bebialfhie teaching profession, in providing courses to
update their members’ knowledge, and in offerirenkto teachers for cars and housing. Unions are
becoming more actively involved in tipeofessionalisatiorof teachers, while retaining a major role as
the guardian of their conditions of service.

All the countries have a body such as a teachersice commission, although it is named differently
in the different countries. The major role undeetaby these bodies varies, but it often involves t
recruitment, appointment and discipline of teachefbere has also been an increase recently in the
number of these bodies established to support ¢veldpment of education generally and to help
guarantee quality in the system.

2.9 Research and Quality

Research undertaken in the countries tends to thérve university setting; it is often overly acade

in nature, and is not necessarily related to natieducational needs. Most importantly perhapsnev
where relevant research has been undertaken, lésanee is usually limited to primary/basic
education. Post-primary education in general avi8Trin particular appear to be neglected fields for
research. It is crucial that, if, as seems likghpst-primary education is set for considerable
expansion, a body of research is developed to gecwisound basis for sub-sector planning.

There is an almost total absence in the countrdiesuof any discussion, or even reference to
discussion, of what constitutes ‘quality’ in thdfelient national systems. A number of ‘pedagogic
weaknesses’ are identified including poor plannthg,non-participatory nature of classroom practice
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authoritarian and teacher-centered approachesnither-use of teaching aids and textbooks, low order
guestioning techniques, irregular marking and & tdcsystematized record keeping.

The quality assurance mechanisms described in ttities share a number of common features.
Firstly, it is evident that there is in most of tbeuntries studied a lack of a fully-fledged, natib
system of quality assurance. Secondly, there dkear division between the universities and other
institutions.  Universities are described as seffutatory in all the countries, whereas quality
assurance in teachers’ colleges, secondary schadldike institutions remains the responsibility of
what historically has been called an ‘inspectorai&hirdly and, it could be argued, most importantl
there is no mention ahternal mechanisms to ensure quality outside of the usityesector and it is
externalprocedures which dominate practice. It would appiest schools and even tertiary education
institutions such as the teachers’ colleges havd@en encouraged to develop and institute their ow
procedures for ensuring quality and that any lisagrhich might exist between research and quality
are generally weak.
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3. INTRODUCTION

3.1 Study Context

Teacher education in Africa is characterized bycad) and diverse spectrum of policies and stragegie
for the preparation, recruitment, deployment andettgpment of teachers. In 2004, ADEA and the
World Bank organized a conference in Bamako, Mali, contract teachers “enseignants non-
fonctionnaires” - in francophone countries. The conference replod dramatic increase in the
number of unqualified primary teachers in the cdastinvolved.

Although the studies conducted to support the cenfee focused only on francophone countries
(Benin, Burkina Faso, Cameroon, Congo, Guinea, Masiear, Mali, Mauritania, Niger, Senegal,
Chad, and Togo), the high incidence of contracthees is also a common feature of education
systems in anglophone and lusophone countries. rapid growth in enrolment in primary education
experienced by many African countries has led rmieis of education in those countries to recruit
untrained teachers to meet demands.

At the same time, the massive expansion of primedycation as a consequence of Haeication for

All (EFA) initiative has resulted in additional pregsan secondary education structures, including the
supply of teachers, forcing some African counttgxplore alternative ways of recruiting teachers.
Many are being forced to reduce the minimum quatfons for teachers to become secondary
teachers; teachers are being recruited to teagectsiother than their specialism(s); and primary
school teachers are being “promoted” to teach torsgary schools. The challenges facing the
technical and vocational education (TVET) sub-seate similar, but perhaps even more acute than
those facing secondary education. While the ingmaet of TVET, especially to economic growth and
the eradication of poverty, has been generally geieed, there are relatively few instances of a
national, planned approach to the sub-sector. oAtjh adopted as necessities rather than as policy
options, the consequences of these and other ggactin the quality of education delivery are
manifold. In particular:

i.  Primary schools have no alternative but to rearnttained teachers, exacerbating an already
serious situation in some countries
ii. Many secondary school classes are taught by uffigdadind under-qualified teachers
iii.  Student-teacher ratios are increasing
iv. It is becoming even more difficult to recruit teach in the traditional shortage subjects,
especially in mathematics and science
v.  TVET teachers tend to be under-qualified and undmhi

The current diversity of practice in teacher praefian, qualifications, recruitment and deployment i
primary education suggest that teacher supply dst-primary education cannot be addressed without
considering patterns of teacher mobility, not dodfween primary and secondary education, but also
between classroom posts and managerial and adratiist posts such as those of headteacher,
inspector and pedagogical adviser.

The international debate on the factors contrilgutonschool effectiveness has emphasized the fole o
school leadership and management. Studies cortdbgtéADEA and presented at the biennial of
Libreville in 2006 recognized the particular roleheadteachers in promoting school improvement
and learning achievement. While the pedagogicadltachnical needs of school leaders and managers
have increased, however, many countries have rest bble to provide them with the training and
professional support they need. Under the prexgitiractices, many African countries lack policies
and structures to support training and developrf@néducation management functions in a systemic
manner.
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3.2 Study Purpose

It is now generally accepted that teacher educatia if not the major factor in the provision of
quality in education delivery. Many countries ifrida have sought to address the need foaiaed
teaching force within national contexts throughowaitive and often accelerated teacher education
programs.

The study seeks to identify policies, strategiegciices and initiatives in the preparation and
provision of teachers and education managers adh@sssector in general and in post-primary
education in particular.

The overall purpose of the study is to provide édri ministries of education and their stakeholders
with information and analysis to assist them imfatating and implementing teacher education and
management policies and strategies. It is antiegpahat this will lead to an improvement in the
quality of teachers and other educational persoinrtble context of sector development in generdl an
post-primary education development in particular.

Specifically, the study:

i. synthesizes information on issues related to thecatbn and training of teachers and
management personnel for post-primary educatigraiticular
ii. identifies policy initiatives and practices in ttraining, recruitment, deployment, motivation
and retention of teachers
ii.  facilitates an exchange of lessons learned andypopitions between countries
iv.  identifies policy options for ministries to conside

3.3 Participating Countries

Three anglophone countries (Zambia, Uganda, ansh&heane lusophone country (Mozambique) and
one francophone country (Togo) participated in 8tedy. The five countries offer regional
representation (west, east and southern Africa)thmir selection was mainly determined because all
five have experienced significant expansion in bptimary and secondary education, resulting in
important developments in teacher education relptdidies.

3.4 Methodology

The study preparation consisted of two complemgrgaands: an analytical strand and a summary of
lessons learned. All participating countries haeerbinvolved in the analytical strand, providing a
country study within a common framework. Additilpaexamples of good, innovative practice in
the provision, recruitment and deployment of teestend school management personnel, and in the
professional development of teachers and otheratiducsector professionals have been identified
and reported in the country studies. Such an agpreermitted the collection of the information
necessary to compare country policies, practicdgerent developments.

Using an agreed framework, national teams under@dknsive in-country fieldwork in order to
gather essential information and data for the studlywas anticipated, however, that the agreed
framework would remain sufficiently flexible to aW for adjustments in the in-country fieldwork and
national surveys in the light of the resourceslate and of the demands of the national cont&kie
work of the national teams was supported by a teehrmassistance team comprising of one
international consultant and one regional constiltan

The study was initiated at an inception workshop\aecra, Ghana, attended by representatives of all
five sample countries, during which the processhef study and the key issues to be covered were
discussed and the framework agreed. The framewaadkguidance for the country study teams are
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annexed to this report. The findings of the copitiams were presented at a second workshop, held
in Maputo, Mozambique, following which final draft§ the country studies were prepared. This
report represents a synthesis of the findings efitle country teams.

It should be noted that the time available for¢bmpletion of the study was much more limited than
originally planned due to unforeseen circumstan@dkthose involved in the preparation of the stud
feel that this time restriction has posed a seranu significant constraint on the work of the team
and on the ultimate quality of the study.

3.5 Synthesis Report

The structure of this synthesis report reflecthlibe framework agreed during the initial workskop
Accra and the presentation format of the five coustudies. The major findings gathered from the
country studies and, more importantly, discussibthe major issues arising, are presented under the
following headings

i.  Contextual Framework
ii.  National Framework for the Delivery of Teacher Eatimn
iii. Institutional Landscape
iv.  Teacher Education Programs
v.  Profiles of Key Actors
vi.  Teacher Demand and Supply
vii.  Teacher Professionalism
viii. Research and Quality

The synthesis seeks to identify major needs amtl$rén the training of post-primary teachers and
other sub-sector professionals. It compares anttasis developments in the countries, in order to
provide a summary of the studies. It will be neeeg, however, for the reader to consult the studie
themselves in order to have a more detailed vieth®turrent circumstances in those countries @and t
have access to more detailed statistical evidemcelich many of the findings of this report are
based. Where no reference is given in the tegrtrélader should assume that the source of the data
presented in this report can be found in the refewauntry study.

! It should be noted that it was originally planrieaonsider also the management and funding ohezac
education. There was, however, the lack of a comummerstanding of this area in the country repsdghat it
proved impossible to compare and contrast managesmeifunding practices in the five countries.
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4. CONTEXTUAL FRAMEWORK

4.1 Historical Context

Some of the countries on which the study focusésedaindependence from their former colonial
powers almost fifty years ago — indeed Ghana h&sdy celebrated fifty years of independence in
2007 — yet in all cases the legacy of colonial sSmemains evident. In the case of Togo it is
particularly strong; the structure of the educatsystem and the terminology used to describe
institutions at all levels of the system remaineasially ‘French’. In the case of Mozambique, whic
gained its independence from Portugal in 1975 itdt thestrengthof the legacy which is apparent,
but rather the relativiack of a legacy in terms of institutional structures.

The three Anglophone countries represented inttisysall display a significant educational heritage
from British colonial times, which continues to iegh upon national educational structures. Ghana,
Uganda and Zambia have made progress in ‘natiomglizheir systems only in relatively recent
times. In the case of Ghana, the turning-pointecavith the introduction of the constitution in 1992
and the full restoration of constitutional rulentil this point in time, Ghanaians had strugglegto

in place a system of governance which was appreptéathe country’s circumstances. In Uganda,
change was initiated with the accession to powethef National Resistance Movement (NRM)
government in 1986. Prior to this, the system faethmuch as it had been under British rule from
independence in 1962: English remained the medidimngtruction, secondary education was
prioritized, and the curriculum was academic in otgentation. Zambia did seek to redress the
inequalities of colonial education immediately uppndependence in 1964 and there was a rapid and
extensive expansion of formal education, based tmraanistic philosophy and political ideology.
This could not be sustained, however, as the Zambi@nomy suffered serious problems when the
price of copper declined in the early 1980s. Sirhl Mozambique sought to develop an indigenous
education system following independence in 1975h wiew structures, expanded access and a new
curriculum. This development also faltered, notthis occasion due to economic conditions, but
because of the civil war.

It is perhaps surprising that the legacy of colbnide, in some cases now so historically distant,
remains such a significant determinant of educatiatevelopment. It is clear, however, that its
continuing impact should not be under-estimated.

4.2 Geo-Political Context
4.2.1 Political context

It is probably self-evident to note that the pobti context prevalent in a country can have a
potentially major impact on educational developme®ome of the countries in question have, for
example, been one-party states and have only tgaemved, or even now are in the process of
moving, to multi-party systems. It is importantriote, however, that the influence of the political
system may be seen in many different ways. THeviihg examples from the country studies serve
as an illustration.

The impact of a positive political environment danseen in the recent educational history of Uganda
The significance of the introduction of the NRM gowment in 1986 has already been noted. It is
clear from the country study of Uganda that rapidgpess has been made from that time. It is
important to note also in this respect, howeveg, itffluence of a number of presidential initiatives

which appear to have accelerated progress in ddacdevelopment and in other related fields.

Equally important in this respect, is the levelesternal funding enjoyed by countries which have
moved to multi-party democracies.
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In the case of Togo on the other hand, the politbcetext has acted as a serious constraint on
development. Since its independence in 1960, tumtcy has see-sawed between one-party and
multi-party systems and has never fully attainelitipal stability, incurring the wrath of its biletal

and multilateral partners, especially the Europggaion, which withdrew virtually all support in 1993

It was only in late 2007 that external support lpegareturn following the elections in October 2007
which were judged to be both fair and transparefitie impact of the lack of external funding on
education in general and teacher education inquéati has been critical, resulting in the collapse
virtually all teacher education activities.

4.2.2 Geographical context

Some of the countries in the study are among ttyeéa in Africa. Zambia covers a surface area of
more than 750.000 sq km, while the coastline of &folzique stretches for almost 2500 km. It is
impossible to overestimate the challenges suchogrgphy presents to those responsible for the
delivery of education and the provision of govewwmenerally. The studies, therefore, explored
regional disparities in provision and indicated hamwntries have sought to address them.

4.3 Socio-Economic Context

4.3.1 The impact of socio-economic considerations

While the impact of both the historical and polficontexts is undeniable, it is perhaps the impéct
the socio-economic context which has a more imntedilevance to the preparation of teachers and
to the delivery of a quality education service.

4.3.2 National economy

Mention has already been made of the positive aioa between the price of copper and the rate of
expansion/development of the Zambian educationesyst It is not, however, only a declining
economy which has a negative impact on educatideatlopment. Mozambique, for example, has
enjoyed rapid growth during the decade from 199éraging 8.2%per annum Government expects
continuing growth of 7%-10% over the next five y@alWhat may be good for the nation, however, is
not necessarily good for education and for futureetbpment. With career opportunities other than
teaching to consider, many young people, especiabymost able, have been attracted away from
education into more lucrative jobs. If sufficiemimbers of students are to be recruited, it will be
difficult to raise the already relatively low stards for entry. Indeed, it may be necessary taaed
even further entry requirements, if teacher targetsto be met. A vibrant national economy dods no
necessarily lead to education development insaks$pects.

4.3.3 Poverty

The population of many of the countries participgtin the study is dominantly rural and many are
poor. More than 85% of Ugandans, 80% of Zambiamnsl 71.4% of Mozambicans live in rural
areas. Uganda has experienced a fall in the nuofboor over recent years — from 56% in 1996 to
31.5% in 2006 — while at the same time Zambia egpeed the lowest growth rate (average (&6
annun) of all countries in the Southern Africa DevelopthéCommunity (SADC), although the
country’s economy has now begun to improve follayitebt relief. Meeting the needs of all under
these circumstances represents a major challefige.challenge is exacerbated in some countries by
the number of people displaced by war (Uganda)ufiesng the continuing effects of civil war
(Mozambique), so that there are major discreparngipsverty levels between regions.

4.3.4 HIV/IAIDS

2 Figure from the 2007 Census
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Three countries in the study report on the impa¢ily/AIDS. Both Uganda and Zambia have seen
some success in combating the growth of the disedstection rates in Zambia have fallen from
20+% in the late 1990s to 17% in 2007. The sucegpsrienced in Uganda is more dramatic, with
infection rates falling from 18% in the 1980s t@%.in 2007. The situation in Mozambique is less
optimistic, where there has been a steady incrieathe incidence of the disease over the past @¢ecad
The current rate of infection stands at 16.1%. hBbbgo and Ghana have relatively low rates of
infection (3.2% and 2.3% respectivefy).

It was not possible in any of the country studiesdisaggregate data on teacher attrition due to
HIV/AIDS from those on teacher deaths from all @sis It may be safe to assume, however, that
HIV/AIDS is a, and probablyhe major cause of teacher attrition by death. Iddée theStrategic
Plan 2003-2007for Zambia notes the need for the careful planrfdraining provision and the
development of a relief teacher system to couhieetfects of attrition by the disease. The impdict
the disease on all aspects of human developmehiedpecially on education provision, cannot be
overestimated. There are, for example, 700.000ampd children in Zambia, leading to increased
drop-out rates and major challenges to all thengaprofessions. In Uganda, th&residential
Initiative on AIDS Strategy for Communication touforequires every school to conduct assemblies
with an AIDS message every two weeks andEatucation Sector Workplace HIV/AIDS Policy
Implementatiorhas been established for all personnel in theoselshsed on three basic principles:
non-discrimination, confidentiality and gender digya

4.4 Educational Context

Educational change in all of the countries involuedhe study, with the exception of Togo, has been
both rapid and extensive in recent years. In @aldr, countries have sought to realize EFA and the
Millennium Development Goa(®IDG). Such have been the pressures that in s@®es, especially

in Mozambique, planning has tended to be undertagainst a background of crisis, while other

countries (e.g. Zambia) admit that their systenes still in transition. Change has often been

accompanied by the reorganization of the ministryeducation. In Togo, for example, the single

ministry was divided, resulting in a ministry witlesponsibility for school education and another
responsible for higher education and research. théhdahe changes made are all beneficial to the
delivery of the system remains questionable, while®ther cases the structural reorganization has
failed to address major challenges in the systemZambia, for example, extensive reorganizatios ha

failed to integrate the ministry of education wiltie ministry which has responsibility for TVET.

All the countries do demonstrate, however, an agianning environment. Most have current sector
development plans, which include strategies for degelopment of teacher education to varying
degrees. The focus of such plans naturally reffeeicurrent circumstances of the country concerned
although the major thrust of such plans tends tavkikin the primary/basic education sub-sector.
Indeed, in Togo, the focus of recent planning heenbon pre-school education, in order to cater for
children as young as two. It is evident from thenping in most of the countries, that there i® as
discernible shift of emphasis from issuesotesdo issuegjuality. In Mozambique, however, issues
of access, especially in the rural areas, and dtrfreture remain dominant, although increasingly
issues of quality — a new school curriculum has rmmen introduced — are now being addressed.
Three of the countries in the study, Uganda, Zambiadd Mozambique, also have a
policy/strategy/development plan of varying kinds the teacher education sub-sector.

In Ghana, Uganda and Zambia, there have been nméjiatives to decentralize the provision of all
aspects of education. In Ghana, developments fauesed on decentralization to a number of
independent and semi-independent agencies whichoaveesponsible for the planning, delivery and
quality assurance of education delivery at all lgvimcluding teacher education. In Mozambique, on
the other hand, given the country’s recent histtrgre remains a continuing focus on access and the

% Source: UNAIDS Country Profiles
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supply of teachers, while at the same time the needmprove quality has been recognized.
Resources have been re-allocated to address seligparities between rural and urban areas and
between and within regions and provinces.

With the exception of Uganda, the planning envirentrfor the development of secondary education
is not so evident in the country studies. Ugarakdiready introduced universal secondary education
with automatic promotion after seven years of primaducation under itfniversal Post-Primary
Education and TrainingUPPET) program. It should be pointed out, howetlat Uganda has one of
the highest levels of private secondary schoolshan region. In Zambia, parliament decided in
December 2007 that secondary education would leeféireall from the start of the new school year in
January 2008. There appears, however, to be naip@basis for this decision. In contrast, Ghana’
secondary education is provided on a cost-sha®dsghb

While the planning environment generally might giige to some optimism — Togo is the exception
for the reasons presented in section 1.2.1 -imf®rtant to note that there is a significant ‘iigagap’
between what has been planned and what is currbaihg implemented. In Zambia, for example,
both the teacher education and the school curncutave been reformed based on a competency
model, while the planned revision of the examinaygstem has not yet taken place and students are
still examined essentially on thententof the curriculum. In Mozambique, a comprehensine
detailed strategy for teacher education was comeghlén 2004. Although the strategy has been
approved, implementation of its provisions remdimsted. It is important that the reasons for such
‘reality gaps’ are fully explored in order to adegm whether there are unnecessary and unreasonable
‘brakes’ on the development process.

Finally, it is important to note two apparent weagses of current planning in the countries
concerned. Both the training of teachers for tezirand vocational education and the training of
related sector professionals (inspectors, headteschentors, pedagogical support staff etc.) appea
to be relatively neglected in the sector plans resented in the studies. The lack of emphasis on
TVET appears, at least to some extent, to havdteglsérom its low status in the former colonial
systems and from the trend in the newly indepensiatés to emphasize theademicat the expense

of vocationally oriented programs. In Uganda, égample, technical education was offered only in
institutions with a religious foundation and waswed as ‘education for the poor’.

The current situation in Uganda serves to illusttae minor role TVET has in the education systems
of the country. Government recognizes the needrdoational education in itd/hite Paper(1992),

yet in 2006 only 2% of students in post-primary eation were enrolled in 46 government TVET
institutions. More positively, and somewhat susimgly, of these students 32% were female. Even
more surprising, perhaps, is that they are albfalhg courses traditionally viewed as male-oriented
bricklaying, carpentry, joinery etc. — since thase the only ones available.

The provision of professional training for othetated sector professionals is even more sparse.
Country teams were particularly concerned about | of opportunities for the professional
preparation of school managers, which it was fesulted ultimately in the delivery of poor quality
education, and about the lack of a clear professiand academic profile for teacher educators.
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5. NATIONAL FRAMEWORK FOR THE DELIVERY
OF TEACHER EDUCATION

5.1 Commonality

There is considerable commonality in the natioradneworks for the delivery of teacher education in
each of the five countries. All have developeds#own for education and some have moved towards a
description of a ‘model teacher’. In many respelstavever, Togo is again the exception. Although
there is a well defined vision for education, floe reasons noted earlier there has been littlegehgn
Togolese teacher education for more than a dechdteed, preservice teacher education (PRESET)
has been suspended since the EU withdrew its suppthe sector in 1993. Since the suspension of
support,Coopération Francaiséas been alone in providing training for the untd teachers in the
schools.

5.2 National Vision and Policy

Most of the countries in the study have developqali@t visions for education, which have many
features in common. In the case of Ghana, whichpeahaps the most clearly articulated vision, the
mission statement of the Ministry of Education,e®Bce and Sports locates education at the centre of
the national poverty reduction strategy. It speakanaximizing the potential of all citizens to
facilitate poverty reduction, to promote socio-emmic growth and national development. The links
between education and national economic growthsameng in the policy statements of all the
countries in the study, which makes the relatiek lsf emphasis on TVET somewhat surprising.

National visions for education straager alia:

* Equity

« Enhanced quality and improved student achievement
¢ Relevance to national goals

* Increased participation of girls in education

¢ Combating the effects of HIV/AIDS

A few features are more country specific or comnmjust two or thee of the countries in question.
Noteworthy in this respect is the importance Toegs on the promotion of national languages and
cultural values, perhaps indicating the strengththef continuing influence of the former colonial
power. Rather than the model of the teacher, Tagfines the ‘product’ of the education process.
S/he will be'balanced, open-minded, capable of adapting easilpew situations, full of initiative,
and able to transform the environmeniThe Togolese approach to a national visionse ahique in
the stress it places on tlteemocratic school’

The objectives of the sector development plan Ugantention specifically the need to build
administrative capacity at all levels of the systewhile the Mozambican sector strategy seeks to
strengthen institutions and the administrative gaumrk for the effective and sustainable delivery of
education.

5.3 Model of the Teacher

There is a general consensus among the countroeg #ie kind of teacher required in the different
phases of education. All promotelassteachemodel in lower and middle basic classes, moving to
combination ofclassteacherand semi-specialistin upper basic classes. In secondary schools, a
specialist approach is adopted, although thereoidirm consensus about the number of teaching
subjects a teacher should have. There appears #&orécognition, however, that a teacher with two
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teaching subjects offers much more flexibility @ather within-school deployment than a teacher with
a single teaching subject. Indeed, in Mozambigueesteachers in secondary schools, especially in
the first cycle of secondary education, are appdind teach within a domain or subject in whichythe
would be expected to contribute to teaching in ntba& two subjects.

The objectives of teacher education, clearly defimethe studies of both Ghana and Uganda, seek to
develop in teachers academic, professional an@pakrsompetences, includimgter alia:

e Subject knowledge

* Facilitation of learning

¢ Innovation

« Reliability, honesty, and responsibility
* Motivation and dedication

¢ Reflection

5.4 National Strategies

Developments all the countries except Togo arecbasesome kind of sector plan in which teacher
education features to varying degréeBor example, in th&hanaian Education Reform (20QThe
desired model of the teacher is described. Apannfthe teacher’'s usual function in promoting
learning, the teacher is also perceived as an agestcial change and a guardian of the fundamental
human rights of the learners and of members ofdited community. In the latest version of Zambia’'s
sector plan $trategic Plan 2003-200y it is proposed that the qualifications of botasic and
secondary school teachers shouldeljeally recognized and should enjoy parity of esteem &atl t
access to college should be increased for vulnemgtaups. It is, however, Uganda which appears to
have the most comprehensive approach to teachesatoiu in its government documentation.
Particularly noteworthy is the increasing consitieraof post-primary teacher education. The focus
of theWhite Paper(1992) was primary/basic education. With the mation of theEducation Sector
Strategic Plan (2001-20143nd, more especially, with its revised version02@014), there is a
noticeable shift of emphasis to include, in a moatganced way, secondary teacher education. The
strategic plan and theoverty Eradication Action Pla(PEAP) both recognize teachers as the key to
quality education provision.

Three of the countries involved in the study (Mob#&me, Uganda and Zambia) have already
developed specific teacher development strategi€eey focus mainly on primary/basic teacher
education, although a strategy fmcondanteacher education in Uganda is now at an advasteeg

of development. In Uganda the strategy is coneckemi¢h the professional development of teachers,
while in both Zambia and Mozambique they relataltcsub-sector developments. Some elements of
the Zambian strategy are being implemented, bidazambique, implementation of the strategy, by
far the most detailed and comprehensive of theethiee limited. The pressure for increasing the
number of even minimally trained teachers in Mozayué is certainly a major factor in this lack of
progress and the mismatch between plans and gractic

Detailed planning for teacher education for théntécal and vocational education (TVET) sub-sector
appears to be largely absent in most of the casitrin Ghana, however, teachers for the sub-sector
receive university training and, in the case of g the UPPET program provides a framework for
both secondary and technical and vocational teaetlacation in general. In the other systems,
Mozambique in particular, there is a recognitiorthef importance of TVET in government documents
and of its place as an essential element of secprethucation, but there is little or no training in
practice and the provision is relatively ineffeetiv Interestingly, there were institutions formerly
dedicated to the training of TVET teachers in Mobague, but these were closed more than 15 years

* Education Reform (2007) (Ghana); Strategic PlabB2007 (Zambia); Education Sector Strategic P290%-
2009) (Mozambique); and Education Sector StratBtia (2007-2014) (Uganda).
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ago. In the case of Zambia, responsibility for TMies with a different ministry from the ministof
education, so planned action, co-ordinated withstmndary education sub-sector, becomes difficult.

It is clear, however, that the competency-basednaro of teacher preparation is currently being
implemented only in the training of primary/baseadthers. Post-primary teacher education programs
remain essentially teacher-centered and ‘académtbieir orientation. (See section 4.2.2).

5.5 Role of the Development Partners

It is clear from the country studies that exterfualding continues to play an important role in the
development of the education sector. Increasinggyelopment partners are moving frquroject
supportto programandbudget supponmnechanisms for the disbursement of funds.

The role of the development partners is dramatichighlighted in the case of Togo, where the
withdrawal of EC support in the 1990s resultedhia total collapse of any kind of nationally planned
teacher education system. Other countries toortréipe consequences of earlier project support. In
Uganda, for example, support for the developmerd pétional network of resource centers finished
before there was national coverage. The netwarlaims incomplete and the ‘gaps’ act as a serious
constraint on the delivery of CPD opportunitiesotigh the resource centers. Similarly in Zambia, a
national resource centre network was establishéd evternal support. Following the withdrawal of
external funding, the network continues to functioeasonably effectively for teachers in
primary/basic schools, although some of the plardeglopments such as a national ‘credit’ system
have not been operationalized. It has not beenilles however, to extend the centers’ activities t
include the successful involvement of staff fronstgprimary institutions.

The lack of further development following the withd/al of external support is a common occurrence
and can probably be attributed to a number of factdhe failure to complete the Ugandan network
of resource centers and the failure in Zambia terektheir function to includall teachers can
probably be attributed mainly to a lack of adequiateling. In other similar cases, however, th& lac
of national ownership of the initiatives has aleei a major factor in the ‘death’ of donor-supparte
initiatives once funding has been withdrawn.
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6. INSTITUTIONAL LANDSCAPE

6.1 Structure of Teacher Education and Training Ins  titutions
6.1.1 Overall Responsibility

Recent developments, in particular the introductiédrEFA and the introduction of basic schools,
which has often been accompanied by an extensidheophase from 7 years (primary) to 9 years
(basic), have required extensive reforms to thehtetaeducation institutional landscape. In Ghéora,
example, responsibilities have been largely dewbheethe teacher education providers as part of a
more general trend towards decentralization, afjhothe Ghana Education Service retains overall
control of primary/basic teacher education. Uniitess now have responsibility for quality assurance
the certification of all teachers, curriculum dexghent, human resource development, and policy
analysis, in addition to the delivery of their coes.

Other countries have retained more control at érdre, while recognizing the importance of teacher
education by extending the functions and improvhme status of the ministry department responsible
for teacher education. Both Uganda and Zambia r@idter teacher education through their teacher
education departments. The brief for the departnmebdganda is comprehensive, involving not only
primary and secondary education, but also TVET,EHacation Standards Authorjtghe Uganda
National Examinations Boardand theNational Curriculum Development Centreln the case of
Zambia, the functions of the department are mamétéd and its two units cover PRESET and
inservice teacher education (INSET). In Togo ithis Ministere des Enseignements Primaire et
Secondairevhich has overall control of teacher education.

The links between the national ministries and gaeler education providers appear in most cases not
to be strong. Ministries appear to have littlenorcontrol over teacher supply in the universitgtge

In Uganda the ministry does place a ceiling on lemeat in the primary teacher colleges and does
seek to promote the study of the sciences in liitle tve ministry’s science policy.

6.1.2 Teacher Education Providers

A general pattern of teacher education provisicevident in all of the countries involved in thady.
Primary teachers tend to be prepared within primeaghers’ colleges, while secondary teachers are
generally trained within the university sectorhaligh this distinction is often blurred, especially
countries where the supply of secondary schoolhtzacis insufficient (eg Mozambique). In Togo
there is a precise relationship between the in&tittand the phase of education for which its sttsle
are being prepared.

In some of the countries, it has been recognizatisgihich a division between the training locatians f
teachers preparing to teach in the different phases lead to a differential status for teachers.
Mention has already been made of the Zambian ioterthat the qualifications of both basic and
secondary school teachers should be recogrégedlly Zambia is also currently in the process of
affiliating its teacher education colleges to thaugrsity of Zambia, so that all Zambian teacheils w
ultimately receive a university qualification. @thcountries (Ghana and Uganda) have already made
considerable progress in locatialj teacher education activities within the universigctor — indeed
Ghana intends to locate the current teacher trginoileges in the university sub-sector — while in
Mozambique and in Togo non-university teacher etioicagenerally teacher education for the lower-
and middle-basic years, tends still to be a ding@aistry responsibility.

In the case of Mozambique the contribution to teackupply made by the NG@juda de
Desenvolvimento de Povo para PAADPP) should be noted. The government is estaiblg two
teacher education institutions in each of the elguevinces. ADPP already has an institution meni
of the provinces and will soon complete a collegetie remaining two. It is important to note,
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however, that the ADPP contribution to teacher Sujgp considered part of the wider government

policy, whereby the private sector is allowed t@irirteachers within the approved framework of the
national teacher education curriculum and progranmsthe case of Mozambique, however, it has

become evident that this policy option requiresrggr quality assurance mechanisms which are not
currently in place, even for government teachecation institutions.

6.1.3 Match between the Educational Provision andt  he Needs of the System

With the restructuring of schools to respond tortheds of EFA and the introduction of basic schools
many education systems found a mismatch betweenatee and functions of their existing teacher
education providers and the changed needs of #teray In particular, the extension of the primary
phase, 7 years in many countries, to the basicepbfgenerally 9 years, posed a major challenge
since the “traditional” structure of teacher traimicolleges prepared teachers only for Gradesrid7 a
Grades 8 and 9 had previously been part of secprdiarcation provision.

The countries in the study have responded to tialenge in different ways. In Zambia, for example
the colleges of education, with one or two excemjohave been devoted exclusively to the
preparation of teachers for Grades 1-7. Two o$ehiastitutions have now been identified for the
training of teachers for Grades 8 and 9, while liamg colleges of education. Teachers for Grades 8
and 9, earlier lower secondary grades, have preljiooe trained in secondary teachers colleges.
These colleges now have assumed responsibilitpgaide the University of Zambia, for preparing
teachers for upper secondary grades and they vliilese university college status in 2008. The
resulting institutional landscape, while not prongl a precise match with the various phases and
stages of the Zambian education system, appearg wmfbectively designed to cope with the
anticipated increase of students in secondary ¢€hoo

The effectiveness of the new teacher educatioitutishal landscape in Mozambique for dealing with
increased numbers at the secondary level is petbapgonvincing. Primary education is delivered i
two cycles (Grades 1-5 and Grades 6-7). The patiparof teachers for the first five-year cycle has
been undertaken in the past by entros de Formagdo de Professores Prima(GsPP). These
institutions have been neglected in many ways aveng period, in terms of infrastructure, mateyial
and human resource. CFPP were viewed as low stetisitions and are being closed and replaced
by the Institutos de Formacdo de Professor@&P) through a program of refurbishment and
construction. The theoretical function of thesstitations is to prepare teachers for both cycles o
primary education, while the universities preparachers for Grades 8-12. In practice, however,
many students are deployed in secondary schoals #ie output of the universities is limited anfl, o
those who complete their course of training, mamyatracted to work outside teaching. There is a
danger, perhaps, that IFPs could become “stretdhettiie future unless they are able to focus oir the
intended function, in which case massive refornteafcher education provision in the universities
would be necessary. The development reflects togigions of the national teacher education
strategy — the establishment of a single teachacagbn institution to help improve the status'loé t
former CFPPs — although it does not necessarilyesddanother issue raised in the strategy, the need
for phase specialization, especially in early dildd education, within these institutions. Therai
danger perhaps in all the countries that progreadenrecently in the provision of primary/basic
teacher education will be undermined by the drivegen access too quickly to secondary education.

In the case of Togo, there remains a clearly ddfirdationship between the different kinds of
providers and the age-range/phase structure adlieery system, since little change has takeneplac
within the system in recent yeark!Ecole Normale d’Instituteurs et d’'InstitutricesedJardins
d’Enfants prepares teachers for pre-school and offers INSEEcole Normale d’Instituteurs et
d’Institutrices prepares teachers for primary schools and off&lSEIT; andL’Ecole Normale
Supérieureprepares teachers for both the first and secodésyf secondary education.

Page 19 of 43



ADEA - 2008 Biennale on Education in Africa
The Provision of Teachers and Education Personnel for Post-Primary Education

6.1.4 Institutionalization of Inservice Teacher Edu cation (INSET) and
Continuing Professional Development

There is a confusion betweémservice teacher educaticend continuing professional development
(CPD) which requires clarification in the plannimgsome of the countries. The terms tend to bd use
interchangeably, whereas what is usually takingela INSET, training teachers to implement an
innovation in the sector such as a new school @utm. CPD on the other hand should be used to
describe those opportunities teachers have for tiven personal professional development such as
credit bearing courses leading to an advancedfioadion and linked to a career path, possibly with
the framework of a national qualifications framelworMuch of the provision in all the countries
falling under these headings takes the form ofheaapgrading most frequently in the form of
training for untrained teachers. Indeed, in theeaaf Mozambique, the only PRESET teachers receive
is ‘on-the-job’ training, since many have been aptaal to primary and especially secondary schools
without any professional preparation of any kind.

Togo has perhaps gone further than any of the atbantries, in theory at least, in seeking to
institutionalize both INSET and CPD, with the edisfbment of La Direction de la Formation
Permanente de I'Action et de la Recherche PédagediDIFOP). The brief of DIFOP covers not
only CPD for teachers, but also upgrading for otm&fessionals, including administrators, and the
improvement of quality in education delivery basedresearch.

Links between initial teacher education (ITE) anldDCare mostly lacking, although in both Uganda
and Ghana teacher educations institutions havspmmnsibility for the delivery of both modes. Withi
the post-primary sub-sector, both Uganda and Glsmek to promote science and mathematics
education in order to meet the demand for teachers.

INSET/CPD is most frequently delivered through &areal system of resource centers. The networks
were usually established as a resulpmafjectactivity. When project funding ceased the effemtiess

of the system tended to diminish and there is @ heeevitalize the resource centre provision imso
countries. In Uganda the network remains incomaplatthough the system, where it is in place, is
working well.

Zambia has establishedsehool-basedystem of delivery for INSET/CPD. There are pltms this
should be linked to a national credit system legdnhigher qualifications, but this has not yegre
realized. The limited links between the ministmiydathe University of Zambia act as a major
constraint on this development. While acceptirggrihtional benefits of university autonomy, it @bul
be argued that national ministries in some of ihentries need to have more influence on enrolment
to teacher education courses and their contetiite ilemand for post-primary teachers is to be met.

A major problem with both resource centre-based suibol-based INSET and CPD provision, and
indeed in distance learning — a major feature o¥igion in Mozambique in particular — is that it is
mainly targeted in the countries involved in thedst on primary/basic school teachers. It has been
much more difficult to engage post-primary teaclieis form of teacher education provision.

6.2 Planned Reforms

There are clearly common trends in the reform ather education systems in all the countries
involved. Togo and Mozambique, however, are fawysfforts to establish an appropriate base for
development. Togo, with the return of externaldimg, has planned a comprehensive strategy for the
reform of teacher education, both PRESET/ITE an8HN/CPD, which will redefine the activities
and responsibilities of the teacher education tutsdns. Mozambique, despite having approved a
comprehensive teacher education strategy, contitwudsal with what is viewed as an ‘emergency’
situation and seeks to offer minimal training oritany un- or under-trained teachers.
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Other countries are seeking to locate more teaetiecation activities within the university sector
(Zambia, Ghana) and to encourage the preparatiomoé science and mathematics teachers (Ghana,
Uganda). Ghana is encouraging its universitiesran more technical and vocational education
teachers, while Uganda is developing a vocationallifications framework based on an act of
parliament.

6.3 Accreditation and Award-Granting Bodies

There is a general trend in all the countries inedltowards institutional accreditation and award-
granting. In Togo, the institutions are alreadspensible for their courses and awards. In botAn@h
and Uganda the universities are responsible fdm,lmit in the case of Ghana this is supported by an
external body for both institutional and courseradiation National Accreditation Boand Zambia

is seeking to involve the university much moredadher education provision. The secondary teacher
education colleges will receiwmiversity collegestatus in 2008 and negotiations are taking place t
affiliate the (primary) colleges of education te thniversity. Planning for a national qualificaiso
authority is at an early stage. In Mozambique,uhiwersities are autonomous, but there is a prdpos
for a national council for accreditation and qualit
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/. TEACHER EDUCATION PROGRAMS

7.1 Multiple Course Provision

There is a lack of evidence of detailed and lomgitplanning in the teacher education sub-sector in
most of the country systems studied, although obdrag often been rapid and extensive. The only
country in which there has been little change dtierrecent past is Togo, where teacher education
developments simply have not been possible follgwiite withdrawal of external support. In all the
other four countries, the studies report many dgraents and activities in the sub-sector, although
the planning base for these is in some casessgtlrelear and, at worst, seemingly absent.

Developments which have taken place appear tottéegeher shortages generally, the need to offer
often minimal training to untrained teachers, dmeldemand for upgrading opportunities by teachers.
The result is a multiplicity of teacher educatialograms leading to trained or qualified statushwit
little evidence of any kind of singleational program of initial preparation being planned. The
problem is more acute in the primary/basic subesecEor example, in Mozambique in 2000 it was
found that teachers teaching in grades 1-7 attiimet had entered teaching through as many as 23
different routes. While such a multiplicity of course provision wast evident in the preparation of
secondary school teachers in the country studiese twas little evidence, with the exception of dog
for the reasons cited earlier, of an initial teaaducation course which was common to all secgndar
school teachers.

In Ghana, for example, there are 2-, 3- and 4-yearse variants all of which lead to the same
qualification Diploma). These are delivered using a variety of modekiding distance education,
“sandwich” courses, as well as the usual full-tiresidential course. With such a wide variety of
course provision — and Ghana is by no means excggtin this respect — there must be important
implications for quality assurance procedures. Tide variety of course provision in all the
countries except Togo and the different “institntibinterpretations” of the courses militate agains
the implementation of an effective system of gyatsurance.

In some of the course provision, notably in Mozagyulei, the distinction between initial training and
inservice training has become blurred. Coursesufdrained teachers in therescerprogram, for
example, are referred to @serviceprovision or evertontinuing professional developmenh effect,
however, these courses might more appropriateljidweed adnitial training, if notpreservice since

the target students are teachers who, althougadglreerving, have had no training whatsoever. The
original planning of this kind of training, whichal also been common in the recent past to other
countries in the study, envisaged a close relatipnsetween the courses and continuing inservice
provision. In practice, however, this intendedcatation between the two modes of teacher educatio
has not materialized and the initiative has rethiite original purpose of seeking to address an
emergency or crisis situation.

7.2 Post-Primary Initial Teacher Education Course P rovision
7.2.1 Course hierarchy

There is within course provision a rigid hierarchigich perpetuates differences between teachers in
primary/basic education and those in post-primagiyication. These differences apply to the
institutional location of the training, length @hining, the end of course qualification, the saekof
teachers, and, perhaps most importantly the sthéise teachers enjoy in society. There is, however
no place in this hierarchy for teachers in the TV&ib-sector, which, despite a recognition of the
importance of TVET, most often remains underproditte and of relatively low status.

® Study undertaken to inform the planning of Darsdaport to the education sector in Mozambique, &&ani
2000
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Institutional training for lower and middle basieathers tends to be undertaken icollege of
educationor similar institution. Traditionally, these haleen under the direct responsibility of the
relevant ministry, although increasingly they hasecome or are planned to become part of the
university sector. Teachers for upper basic amgtesecondary schools are more often educated in a
university sector institution, although not in theiversities themselves. Training for teacherthat
upper secondary level is located within the unitiesthemselves in all the countries involvedhe t
study.

These differentials are perhaps most clearly se¢ha Zambian system, although the general pattern
of and trends in provision are seen in all the toem In Zambia, teachers in lower and middlddas
schools receive their professional preparationhicblleges of educatigrwhich remain the direct
responsibility of the ministry although planning faffiliating them to the University of Zambia are
now at an advanced stage. Teachers for upper dagditower secondary schools follow their course
at asecondary teachers’ collegevhich will soon achieveiniversity collegestatus, while those for
upper secondary schools have traditionally beenddain the university.

Similar differentials are apparent in the length tadining students for each sub-sector receive,
although in this case the differences are morerdduand less pronounced. Perhaps this trend is bes
illustrated by practice in Mozambique, where teaslier basic schools receive minimal training of 1
year, if indeed any, whereas, until recent plangsubthe period have been introduced, secondary
school teachers have received 5 years of training.

There is also evident in all countries differentiialifications for the three levels identified.s &
general rule, lower and middle basic teachers vecaicertificate or its equivalent, upper basic
teachers receive diplomaor its equivalent, and upper secondary teachersaaarded a degree. It
should not be assumed, however, that in practideathers possess the qualification intendedher t
relevant phase of education. Teacher demand e foirced the authorities to deploy teachers who
do not possess the appropriate qualification.

In most cases, the qualification gained by theheatargely determines the salary s/he will receive
The fundamental criterion on which salary scales established is thgualification a teacher has,
rather than theole s/he undertakes. Teachers, therefore, often dnsadications to improve their
salaries through one of the many upgrading cowagasable.

Perhaps the most serious impact of this hierartpicaision is on the status of the teachers inetgc
generally. Implicit in the structure is an undémitag of the teacher in the earlier grades when
compared with a teacher at secondary level, whadikely to impact upon the recruitment of good
students to primary teacher education courses. h \Wibre emphasis likely to be given to the
development of secondary education provision inctiraing years, there is again a danger that some
of the progress experienced in primary/basic edutan the recent past will be undone as more ef th
better teachers in this phase seek to improve tiwiditions through ‘promotion’ to the secondary
school.

7.2.2 Nature of course provision

Traditionally, most countries have prepared teachéth a single teaching subject in the belief that
such a strategy would promote the academic exadl¢imey were seeking in their graduates from
secondary schools. With an increasing demand doorsdary school places, however, there is a
growing realization that a teacher with two teaghsubjects allows for much more flexibility in the
staffing of a school that one with a single teagtsuabject.

In the case of Togo, one of the two subjects isvetk asmajor (la discipline dominanfe while the
other is theminor subject $ous-dominanje While the Togolese country study recognizes the
economic and teacher supply benefits of the twohieg subjects, it also questions the impact of the
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model on the quality of education provision, sugiggsthat at the upper secondary level teachers
could be overburdened and their competences taty tspread.

Country studies are unanimous in their critiquehaf methodologies employed in the delivery of the
courses. Courses tend to be excessively thedretith a continuing emphasis on the educational
disciplines of psychology, sociology, philosophystbry etc. with insufficient links to classroom
practice. There is also a general tendency to ptesubject knowledgat the expense girofessional
practice although this is understandable to an extentowmntiies such as Mozambique in which
students enter teacher education courses with gwcn academic qualifications. Poor entry
gualifications are less of a problem in some ofdtteer countries such as Uganda, but even in these
cases the overly academic approach tends to dosrinatse delivery.

Most of the studies also make mention of té&cher-centere@pproach adopted in course delivery.
Since most, if not all, of the countries have depell policy which seeks to promote a miganer-
centeredapproach in the classroom, it is highly likelyttstudents will be confused by the dissonance
between what they are being taught and how thebpeing taught it.

7.2.3 School experience

It is generally recognized that time spent in sth®a critical element in any course of initiahtder
education. It is present in all course provisioneach of the five countries involved in the study,
although generally its potential benefits fail ®fllly realized. Among the problems identifiectire
country studies are the following:

« Poor supervisory arrangements (Mozambique, Zambia)

« Lack of experience and training among school qiakntors) in supervision (Mozambique,
Zambia)

e Lack of a relationship between the teacher educatigriculum and the school curriculum
(Zambia)

* Mismatch between practice in the schools and irigheher education institutions (Togo)

* School practice remains separate from or “tackeéd’dhe institutional course (Zambia)

It should be noted that Uganda has sought to iategschool practice much more into the overall

course provision, but only in the case of thoseestis training for work in primary schools. Uganda

has two blocks of school practice, one in each gé#ne course, rather than the one which is common
to most of the other countries. Students in Ugaalda go into school over the period of a month in

order to complete a child study.

Generally, however, there is a lack of integratidrschool practice into other aspects of the caurse
and there is a limited view adopted of this cowleeent. Uganda, for example, in its requirement f
a child study, is the only country which requirke student to do anything other than sinymigctice

in the school.

7.3 Post-Primary INSET/CPD Course Provision

The opportunities for INSET and CPD in the coustrivolved in the study share three major
characteristics. Firstly, they tend to be limitedorimary/basic school teachers; secondly, theyso
either on initiatives for training the untraineddgers in school or on upgrading for teachers, lwhic
often results for the successful in a move fronmgriy/basic education to secondary education; and,
thirdly, all the initiatives might more appropribtde described as INSET rather than CPD.

Most of the countries involved seek to offer atsteminimal training for those untrained teachers
practicing in schools. Mozambique has developedQtescerprogram under the auspices of the
ministry and located in the basic teacher educatstitutions. Uganda has introduced a three-year
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inservice program for untrained teachers, basetisgorimary teachers’ colleges and their associated
co-ordinating centers. The demand for such cowaede seen in the 400%-+ increase in the intake to
this course between 2003 and 2005. Ghana too xiesseve provision for training the untrained
teachers, mainly in the form of a four-year diseagaducation program.

Upgrading programs are also common in the countrieslved. Zambia, for example, upgrades
teachers from “certificate” to “diploma” level thugh a distance learning program, although thisragai
is limited to teachers working in basic schoolsgabida has a similar course provision. While the
upgrading often results in a move from primary sttio secondary school for many of the teachers,
Togo is unique among the countries involved in thatentifies specifically and offers the upgraglin
required by a primary school teacher if s/he wisteesransfer to or, as it is generally viewed, be
“promoted” to the secondary school.

Opportunities for post-primary teachers are lessrnon. The Uganda study reports an upgrading
course for secondary school teachers which isfsignily oversubscribed since it is the only way in
which promotion in secondary schools, which is fedito deputy headships or headships, might be
attained. In Mozambique too, a distance prograog t begin in 2008, has been planned and
prepared to ensure that all secondary school tesmcheceive minimum levels of training.
Mozambique has also sought to improve mathematick sgsience teaching in secondary schools
through the inservice prografrograma de Formacdo de Professores em ExerdieROFOPE),
although this has so far been available to fewhec In all these upgrading courses, heavy reian
is placed on the distance education mode.

The opportunities for genuine CPD are less frequdiago is unique in having a unit in the ministry
solely responsible for CPL.& Direction de la Formation Permanente, de I'Actiet de la Recherche
(DIFOP)), although activities have been severetytéd because of the lack of external funding. The
Zambian School In-service Program for a Ter(®PRINT) has been successfully introduced into
primary schools and offers the potential to satisgchers professional development needs, althibugh
has mainly been used as inservice provision ratier CPD, since the planned credit system, which
would allow teachers to build a professional qidiion, has not yet been initiated. Moreover,
efforts to introduce SPRINT into secondary schbalge met with less success.

Uganda and Zambia in particular report a natiogsiesn of resource centers whicbuld provide an
appropriate structure for the provision of both BNSand CPD. In Zambia this continues to support
the SPRINT initiative, although both country stiedieport a dwindling effectiveness following the
withdrawal of external support to the initiatives.

7.4 TVET

If there is a need for the further planning andvimion of both initial teacher education and
INSET/CPD for basic education and, in particulagasdary education teachers, the TVET sub-sector
is characterized by an almost total lack of tragnipportunities in all the countries representethn
study.

In Ghana the universities are being encouragedparel their current course provision in order to
meet the needs of teachers in technical and veedtieducation institutions. There appear to be,
however, no clearly defined strategies to ensua¢ this body of teachers receive either initial or
inservice training. Uganda has made some initaes to meet these needs. There is a recognition
that training teachers for the TVET sub-sector isrdical issue and a Ugandan vocational
qualifications framework is being established awothe needs are being addressed through the a
teacher development and management plan. Theestirds also benefiting from an EC-funded
project to develop human resource in the healthoselsy targeting health trainers in TVET
institutions.
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Apart from these relatively minor initiatives theappears to be few training opportunities for TVET
trainers. Indeed, the Mozambique study raisesvan enore basic constraint to the development of
the sub-sector when it notes the absence of agstidnbetween the secondary school curriculum and
the needs of the labor market. The secondary $gnograms, at least in Mozambique, have not been
adjusted to reflect the changes in the labor maaket the demand for competences relevant to a
technology-driven global economy.

7.5 Educating the Teacher Educators and Other Secto r
Professionals

All the countries involved recognize the importammégeacher educators in the provision of quality
education. Appointment to the position of teachducator tends to be on the basis of academic
gualification (see section 5.3), however, anddittttention is paid to the appropriateness ofdhetter
educator’'s experience. Most are drawn from theyhbafdsecondary school teachers and there is a
belief in all the countries concerned that teadtkrcators require a specific course of training.

Indeed, in Uganda a program leading to the awaiaithelor of Teacher Education (BTE) has been
established drawing on an earlier diploma courd€yambogo University. The university also offers
a certificate in teacher education proficiency (EP) for those already working as teacher educators,
although this is limited to staff training teaché&s primary schools in the primary teachers’ coéls.
While the developments in Uganda are not yet redtbin the other country studies, it is clear diat

the countries view courses for intending teacheicatbrs as the most effective way forward and are
actively considering the establishment of such sesir

Training for other education sector professionals, particular for headteachers and
inspectors/advisers/standards officers whose sokoivital for the provision of quality in educatio
delivery, remains largely absent. Where it is &tk it appears to be on ad hocbasis. The very
change in the terminology, however, framspectorgo advisersor standards officerendicate a major
redefinition of the role of these professionals abhthey are unlikely to be able to fulfill without
significant training opportunities.
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8. PROFILES

8.1 Student Teachers

A major feature of the student teacher profile ie studies is the difference between the entry
standardgplannedand theactual entry requirements applied. Teaching remains ostnof these
countries a relatively unattractive profession Hrelmost able candidates are lost to other prafessi
and jobs. The competitive market for students appdo be most keenly felt in Ghana and
Mozambique. In Mozambique, entry requirements Haaen lowered, while in Ghana students have
been required to follow access courses.

The problem is compounded in some countries (e.gzavhbique), since not only have entry
requirements been lowered, but also the lengthnitiali teacher training has been reduced. 1t is
assumed that initial teacher education programisb@icomplemented by inservice programs, but this
requires a clear understanding and articulationvésen the two modes of provision which is often
lacking.

In Mozambique, the problem is apparent at both @ryfbasic and post-primary levels. Entry
requirements for primary teacher education couesesminimal. For post-primary, the issue is
somewhat different. Post-primary teacher educasamdertaken in the universities and selection is
made after an entrance examination, but since uh#ar of student places is so low the output of the
courses cannot meet the demand for teachers. dndemy of the students who complete the course
in the universities fail to enter the professidmp@sing other career options. There are measutés i
teacher education strategy for the provision odlatd incentives to improve recruitment, but these a
not yet being implemented.

Togo has developed clearly defined entry requirgmeglating to teacher education for either of the
two cycles of post-primary education. Since thieas been no teacher education for more than ten
years, however, these standards remain purelyatieal:

Ghana and Uganda have developed appropriate exgjuyrements, although, as noted earlier, Ghana
especially has problems meeting recruitment tangétout lowering the entry standards. Uganda has
developed a career path based on qualificatiorcerificate holder with a specified grade or better

can enroll for upgrading to diploma level and th&uhject to meeting a defined standard, can coatinu

onto a degree program in primary, secondary ortiata education.

8.2 Teachers

It is not surprising that, given the vagaries @& teacher education system in most of the countties
teaching force is not homogeneous in terms of uiglifications and training. Mention has already
been made (Section 4.1) of the 23 different rotivesugh which teachers had entered teaching in
Mozambique in the late 1990s. The route into tewckis no longer as varied, but in Mozambique
there is nothing like a national ITE course fompary schools such as that in Zambia. Perhaps the
most disturbing aspect of the teacher profile whighevident in most, if not all, of the countries
involved, is the number of teachers at post-primlasel who originally ‘trained’ — if less than a
month’s training in some cases can count as priofeaspreparation — to teach in primary schoots. |
the first cycle of secondary education in Mozambigaimost 80% of teachers are only ‘qualified’ to
teach in primary schoofs.They have followed a two-year course of trainfoljpwing completion of
Grade 10 or they have left school after Grade IPeatered teaching without training. In the second
cycle of secondary education (Grades 11 and 12¢ tre still more than 40% of teachers qualified to
teach only in primary schools.

® Source: Directorate of Planning (Ministry of Edtioa) (2007)
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The problem is not so acute in other countries arldg, for example, has an over-supply of secondary
teachers in the humanities, but not in sciencenaaithematics — but it is a problem common to all the
countries in varying degrees. It is also importantemember in this respect thrai teacher in Togo
has received initial preparation for the past 1&rye The withdrawal of EU support to the education
sector in Togo led to the creation of a new clasaiion of teacherd-nseignants Auxiliaires This
body of teachers has essentially been supportellisixely through the support dfoopération
Francaiseand has had inferior conditions of service to‘trened’ teachers in the school. Salaries,
for example, have been only 80% of the trainediegs, causing many to abandon the profession and
exacerbating the problem of the supply of traireathers even further. There is, however, a r&alist
hope that the situation will change rapidly follogithe elections in Togo in October 2007. External
support is returning to the sector, but there remdhe issue of the political will to put in place
detailed plans for the preparation of teacherdl &\&ls of the system.

The deployment of primary-trained teachers to séapnschools is, therefore, a common problem
which has deleterious effects not only on post-prinschools, but also on the primary schools which
have lost many of their best qualified teachetsdemonstrates the interrelatedness of the sulorsect
and is an indication, perhaps, of the dangers af\enly ambitious approach to increasing access to
secondary education.

In terms of the gender ratio among teachers, tiseaetrend towards an equal balance between male
and female teachers in primary schools in both dgamnd in Zambia, although male teachers still
significantly outnumber female teachers in postaaiy schools. In both countries, however, the
number and proportion of female teachers in pastgmy institutions is increasing. In Mozambique
and Togo on the other hand, male teachers domandteth the primary and post-primary levels.

8.3 Teacher Educators

It is generally acknowledged that teachers arenthr key to quality education provision. The role
of the teacher educator must, therefore, be crircitilis process. Given that, it is perhaps sonawh

surprising that relatively little attention is giveto the required professional and academic
backgrounds, the selection and further trainineather educators in the five countries.

Appointment as teacher educators, both for priraay post-primary courses, tends to be made on the
basis of academic qualifications. In many cousttlese qualified academically to work in primary
teacher education institutions are mainly secondahpol teachers, with in the case of some countrie
(Ghana, Zambia) a minimum of 5 years’ teaching ggpee. In Mozambique, most, if not all,
primary teacher educators are drawn from seconsiergols, while in Zambia, although there is an
official requirement that primary teacher educatshisuld have primary teaching experience, this is
regularly overlooked. Implicit in this practicetise widely held belief that the most importantextp

of a teacher’s preparation is subject study anchtezl to master thmontentof the curriculum. It is,
therefore, a practice which inhibits methodologicalange in the primary classroom, a planned
development in many of the countries. It shoukbdbe noted that, once again, such a practice is
detrimental to both the primary and post-primar{-sectors; it draws (presumably good) teachers
away from secondary schools and fails to introcurdmary student teachers to contemporary primary
practice.

In post-primary teacher education, the emphasievien more on appointment by academic
gualification. Some countries have introduced qumrement that all teacher educators should have
teaching experience, but again this is regularyapplied and even new graduates are appointed to
teacher education posts in the universities. lar@hthe lack of suitably experienced and qualified
applicants has forced universities to appoint frgsiduates to teach under the mentorship of an
experienced colleague for an initial probation perof 2 years. It is not surprising, therefore,ttha
many teachers at post-primary levels are seerckimtpin adequate pedagogical skills.
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Appointment to positions in teacher education tngtins appears to be undertaken centrally in most
countries as part of the usual deployment procedurd@ only one country study, Ghana, is there
mention of a system involving advertisement of thest, applications from candidates and

appointment as a result of interview.

A number of countries are exploring the potentfairaining courses for intending teacher educators.
The development of such a course is on the agemdiaoth Mozambique and Zambia, but only for

primary teacher educators. In Uganda, such counseslready being delivered. A diploma and a
BEd program in teacher education are already bd#lyered, although these again are for those
wishing to train primary school teachers. There ao preparatory courses for intending teacher
educators within the secondary and vocational dthrcaub-sectors.

8.4 Other Professionals

Appointees to other positions in the education@eatgeneral and the teacher education sub-sector
particular — directors of institutions, headteashénspectors or education standards officers-etc.
seem to be drawn exclusively from the teachingddrc all the countries studied. The common
criterion in all countries for promotion to thesesfiions is again academic qualification. Moreover
there appears to be little training for these pms#, although the training of headteachers is
recognized as a major issue impacting upon thetyuafl education and a priority for future action
(Mozambique). Some on-the-job training is offetednspectors in Uganda and Ghana, especially in
connection with their changing role in many cowe¥rirom one based awontrol to one based on
support and guidance for the teacher, but this is not yet institutionedl. There is a general
underlying, implicit belief in all the countriesaha good teacher will make an effective administra

In Ghana, however, plans are at an advanced stagier a university training course for intending
inspectors and courses to prepare counselors anthigttators for schools are already in operation.
In Togo too, as part of its planned comprehense@ganization of teacher education, the human
resource development unit of the ministry will jdorces with theEcole Nationale d’Administration

to prepare a modular provision specific to the seddadministrative personnel.
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9. THE DEMAND, SUPPLY, RECRUITMENT AND
DEPLOYMENT OF TEACHERS

9.1 Education Management and Information Systems (E =~ MIS)

All five countries have developed EMIS. Four, hoer report significant weaknesses in the systems,
since the data available are incomplete. For elgngl five countries have presented data on the
prevalence of HIV/AIDS, but in none of the coundris it possible to identify rates of infection amgo
teachers. There is, therefore, a lack of inforamatin the potential impact of the HIV/AIDS pandemic
on attrition rates in teaching profession and #eses of attrition generally are seldom disaggeehat
(See section 9.2.2).

The Togo study also notes that, by the time thermétion is available, it is often out-of-date ated
accuracy has already been overtaken by developnrette system. In Uganda, during the period
2000-2006, the proportion of schools respondintpéannual EMIS survey ranged from only 52% to
80%.

It is apparent, therefore, that, although EMIS exyst have generally been established, their ratiabil

is questionable, which could lead to major decisiom, for example, the demand and supply of
teachers’ being taken on the basis of inaccurate ddoreover, there is evidence that, even whéa da
appear to be available, it is often not utilizedirtgorove the management of teachers or to support
decision-making in critical areas such as teachptoayment.

9.2 Demand and Supply
9.2.1 Overall situation

It is clear from the country studies that the dedh&or teachers continues to increase, not only for
secondary school teachers, but also for primarigtshool teachers, especially in the upper grades.
When reporting national teacher demand and supals, dhe countries in the study fall into two
groups. In the first (Mozambique and Togo), théameal authorities are striving to meet the demand
for trained teachers across the system. In Mozguebiinitial teacher education course duration has
been cut to only one year for both primary and sdaoy school teachers, while in Togo
encouragement has been given to the private stxtwain teachers since government activity has
been seriously limited due to the lack of extefmading. In 2007, more than 50% of teachers of the
overall Togolese teaching force was graduating frprnvate institutions. Both situations, but
especially that in Mozambique, provide concernsualbioe potential impact of such measures on the
quality of education delivery.

In the remaining countries (Ghana, Uganda, and Zamnonsiderable progress in meeting the
demand for primary/basic school teachers has besmeespecially in the lower and middle sub-
phases, and it is in the upper basic and secorsidnsectors where efforts are now mainly being
concentrated, although in Ghana there is a com@gndemand for teachers at the primary school level.
In Uganda, there is an approximate balance betwieennumber of teachers lost annually from
primary education and the number of new entranthéoprofession. Projections suggest, however,
that the average annual growth in the primary skchopulation will increase up to 2015 to an extent
that the supply of primary school teachers will faimeet the demand. There is an actual surdlus o
graduates in the humanities subjects in Ugandbpadih it remains difficult to recruit teachers of
science and mathematics at the secondary levelZainbia, however, supply is forecast to outstrip
demand for lower and middle basic school teachvnsie the supply will be insufficient to meet the
demand at the upper basic and secondary schodd.leltes estimated that the demand for teachprs u
until 2015 will grow at an average annual rate @¥2for upper basic school teachers and of 30% for
secondary school teachers.
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The lack of detail in the studies about the demamd supply of teachers in the TVET sub-sector is
perhaps indicative again of the relatively low pitip afforded in practice to the sub-sector, despit
official recognition of its importance. The Ghat@untry study does note that in TVET the demand
and supply situation is complicated since mosthefteachers in the sub-sector haveprafessional
qualification.

In summary, the countries in the study are con&@mnwith a challenge: to provide sufficient, trained
teachers for post-primary education, while at thee time ensuring that this is not achieved at the
expense of the recent gains made in teacher stpfhe primary/basic sub-sector.

9.2.2 Attrition

Attrition among the teaching cadre is identifiedaasissue in three of the country studies. Adtniti
rates in both Ghana and Mozambique are runnindgp@itad% and, in the case of Mozambique, are
projected to rise still further. In the case ottbaountries, there are, however, no disaggregated
figures for primary and secondary school teacheadable in the studies. Between 2007 and 2015, it
is estimated that Zambia will lose 4670 teachersypar. The annual output of trained teacher®is n
more than 6000, which leaves less than 25% of thea output of teachers for expansion needs. In
Uganda, rates are even higher. In 2005, theiaftritate among primary school teachers stood at
5.3%, although this did fall to 4.3% in 2006, dakleast in part, to a 33% salary increase. Adtrit
rates among secondary school teachers are eveerhidthhas frequently been in the region of 7%,
although it fell to 6% n 2006, the year of the palencrease. In most cases attrition data are not
disaggregated by cause, although in the case ohatie®e major reasons for attrition are given as
retirement, study leave, and more attractive pmssti Study leave also accounted for a high
percentage (28.4) of cases of attrition among s#gnschool teachers in Uganda, while 24.2% of
cases resulted from resignation or dismissal. Maoeyingly, perhaps, are the cases (11.5%) which
resulted from a transfer toremn-teachingoost. None of the countries involved in the stuglyort the
number of cases of attrition specifically due t&/FIDS.

9.2.3 Disparities

There are a number of disparities in teacher supptiydemand reported in the country studies. These
fall mainly under three headings: regional dispesitspecific subject shortages, and gender.

The Ghanaian, Ugandan, and Zambian studies all thetémbalance of teacher supply between the
urban and rural areas. In general, schools imhie desirable, urban locations are able to attnagdt
retain more and better qualified teachers. Theujgported by some telling statistics in the Uganda
study. In Kampala, for example, 60% of secondahosel teachers are graduates, while in the more
remote areas of the north and north east of thetopthe figure is only 11%.

The same three countries also report a shortageashers of science and mathematics and of
languages (Uganda) and technology (Ghana), althmutite case of Zambia there is a lack of detailed
data to describe the extent of the problem. Thmplguof teachers for these subjects is even more
acute in schools in rural areas because mathengatitscience teachers can easily find a post it wha
is perceived to be a more desirable urban locatikire Ugandan study cites an example of a school in
a rural area in which science and mathematicsaarght by secondary school drop-outs. It also notes
that only 19% of student teachers are followingisce and mathematics courses, while it is estimated
that these subjects should occupy approximately 88%metabled teaching time. Moreover, only
20% of university students are enrolled on mathemmand science courses, so that there is likely to
be even greater shortages in the future.

There is no reason to suppose that Mozambique agd &re not themselves suffering this shortage.
Indeed, the general lack of teachers in these tmatcies suggest that the shortage of teacheheset
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subjects may be even more critical than in the rotheee, where the overall demand and supply
situation is probably better.

In those countries which report on teacher supplgénder, there is an increasing number of female
teachers at both primary/basic and at post-prin&rgls. In the primary/basic sub-sector there are
approximately equal numbers of male and femaleheracin Uganda and Zambia, while at the post-
primary level the number of female teachers haseased significantly during the past decade. In
Zambia, for example, 28% of the high school teaglorce was female in 2000. By 2006, this had
risen to 39%.

9.2.4 Strategies to address the issues

A number of strategies are being or have been dpedlto address the demand for teachers at the
secondary level. Specifically on the issue of &g® subjects, for example, it is now compulsory fo
secondary school students in Uganda to study mattiesrand three science subjects.

In order to address the shortage of teachers dbnatdoth the primary and secondary levels there

a strategy which appears common to all the couniniehe study: increasing the student-teacheo rati
(STR). In the case of Zambia, the danger of adgpiuch a strategy is limited. The STR in 2007 in
Zambian secondary schools averaged 22, but there wstances where it was as low as 15. High
schools will be able to make significant increasegsheir enrolments without the need to recruit
additional teachers, if the STR was raised to 2&.Jproposed in the nationBFA Implementation
Framework On the other hand, STR in lower and middle baksses are rising to levels which
could be viewed as posing a serious threat to tladity of education delivery (64 in 2007), which in
effect means that more than 43% of teachers iretblesses are working ‘double shifts’. Once again
there is some evidence that responding to the derfmarincreased provision of secondary education
could have a serious negative impact on gains whale been made in the basic education sub-
sector.

The impact of increasing secondary school enrolnrehiganda is less dramatic. During the period
2000-2006, student numbers rose by 57%. This wesna@panied, however, by a 40% increase in the
number of teachers (more than 2000 additional #rackach year) which resulted in a moderate
increase in the STR from 17 to 19. Ghana alseékiag to address teacher demand, at least in part,
through an increasing STR. In 2002 the STR inguhigh schools stood at 18.1. By 2005, it had
risen to 19.7 and it is projected to rise to 25.2015. The respective figures for senior highosth

are 19.1 (2002), 19.8 (2005) and 22.0 (2015).

It should be noted that, if effective gains arbéomade through the improvement of teacher utitinat
and deployment as described above, a reliable BMtS disaggregated data is crucial in order to
support those responsible for managing the system.

Perhaps the most worrying strategy being adoptemtder to address the shortage of teachers at the
secondary level is the redeployment of teacherprimary schools as secondary school teachers.
Mention has already been made (section 4.3) ofofigortunities primary school teachers in Togo
have of following a course which results in thaipgrading’ to secondary school teachers. The
Zambian study also notes instances of primary ddeaahers being deployed in upper basic classes
or even within secondary schools themselves. llkédy that this practice is not limited to Togad
Zambia and that it is commonly found in all the wwies involved.

9.3 Recruitment and Deployment of Teachers

All the countries involved in the study employ dgphent procedures which are to differing degrees
centralized. For most, it is an administrativegass in which ensuring the match between the teache
and the school/role to be undertaken is of secgnétaportance. Only in Ghana are schools
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themselves encouraged to appoint their own stafbraing to their needs according to a nationally
determined establishment for each school.

In both Togo and Uganda, appointments to secondenyols are made on a competitive basis,
although this is not possible in the shortage suibjeighlighted in the previous section. Followthg
concoursin Togo, the successful candidates are deployethéyregional authorities and teachers
often resign after a short period having been placeschools or areas where they do not wish @ liv
In Uganda, secondary teachers are deployed cemtedthough primary school teachers are first
allocated to the districts and then deployed t@slshfrom the district offices.

The system of secondary school teacher deploymdoganda compounds the disparities identified in
the previous section:

» Geographical
e Shortage subjects
« STR

Although it is a major measure of the Mozambicaatsgy for teacher education, no country involved
in the study has yet sought to establish a systedegloyment to school which seeks to provide an
improved match between teacher qualifications, e#pee and interests and the specific
circumstances of the schools to which they aregogéployed. Such a system would probably have to
involve the advertisement of the post, followeddpplications submitted by the candidates and, where
feasible, interviews to decide upon the teaché&etappointed.
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10. TEACHER PROFESSIONALISM

10.1 Conditions of Service
10.1.1 Teacher salaries: some common issues

The issue of teachers’ salaries in the five coastis complex, but there are a number of relatively
common features which emerge from the studies:

« Salaries are generally low in comparison with ojbbs requiring similar qualifications

» Salaries are generally determined by academicfipzion, taking little consideration of the
role undertaken by the teacher

« There tends to be a significant differential betwtee salaries of primary school teachers and
those of teachers in post-primary education

» There are some plans for performance appraisalithetimplementation

e There are few positions of responsibility in théea structure which could be could attract
salary increases

« Promotional routes tend to be into secondary péstsprimary school teachers or into
administrative positions

10.1.2 Low salaries

All country studies report relatively low salarifes teachers. Salary levels are a major causeef t
low morale noted in many of the studies (see, xangple, Ghana and Togo). They cause teachers to
look for a second source of income, often to thérident of their performance in school.
Additionally, however, salary levels pose two mdjoreats to the education system itself. Firstly,
recruitment to the profession becomes difficult hwihany of the better students lost to other
professions and, secondly, they are seen as a megson for attrition which is already increasing i
some systems due to death by HIV/AIDS.

10.1.3 Criteria determining teachers’ salaries

In all the countries the level of salary is largelyin most cases wholly determined by academic
qualification. In Zambia, however, the performaoné¢he teacher as measured in an annual appraisal
acts as a trigger for progression on the increnhesdale. Similarly, in Ghana teachers can be
recommended for accelerated progression. In Ugaridaheme of service’, which would allow for
increased salaries for teachers, based on thasrolam performance, has been planned since 2003.
The scheme will be piloted in 2008.

10.1.4 Salary differentials

Closely linked to the emphasis on academic quatifins for determining salary levels are the
differentials which exist between the salariesrihpry school teachers and those of secondary schoo
teachers. The Mozambique study notes a signifidéiferential and the severe constraints that curre
salary levels impose on government in seeking paed access to secondary schools. Yet, even with
such relatively generous salaries for secondargadeachers, they still suffer from low morale and
many are still leaving teaching for better paidsjodn Uganda, the differential is perhaps evenemor
pronounced. Even though university graduates spehdone year more in education than diploma
holders, their salaries can be as much as thressthigher. Perhaps not surprisingly, a proposal to
reduce the salaries of teachers in post-primarycathn in order to lessen the differential received
little support. It is now anticipated that the @edary teacher development management plan, which
is under preparation, will propose mechanisms ri& nore closely the financial rewards teachers
receive to the actual work and workload they uradest
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10.1.5 Within-school promotion

Schools, both primary and secondary, in all thentees are characterized by a ‘flat’ structure, in
which the only opportunities for promotion withitet school are to deputy headteacher and
headteacher levels. The structure in secondagoseln a few cases allows a little more opporunit
for in-school promotion with head of departmentifposs. The Zambia study reports an increased
opportunity for promotion in small rural schoolschase of the relatively high turnover of staff.islt
evident, however, that the internal structure diosds in all countries acts as a major disincendive
provides little opportunity for career advanceme8thools in most countries adopt a ‘flat’ struetur
with few positions of responsibility available fitrose teachers wishing to seek in-school promotion.

10.1.6 Promotional routes

With absence of opportunity for promotion withinettschool, ambitious teachers have to look
elsewhere. Teachers in all the countries are edtivthe academic ‘paper chase’, which they see as
the most effective means of gaining promotion armtéased benefits. Since salaries are largely tied
to academic qualifications, however, such promotdften involves teachers moving out of the
classroom and into better paid positions in adrriation. Many primary school teachers view
‘promotion’ to secondary schools as their best opmity once they have undertaken the necessary
academic upgrading. The negative impact of suabtjwe has been noted elsewhere (see section 5.2).
It is also important to note the implicit value gda on primary/basic education and the impact this
will have on the teachers left behind in these stsho

10.2 Incentives

Incentives are often used in the countries in thdysto alleviate the problems faced by teachees du
to low salaries, and to improve the retention etters in the system. Unfortunately, in the cages
Mozambique and Togo, the incentives available astiers are limited. The provision of housing for
teachers appears to be a priority, although Mozauebhas sought to address the problem of teacher
recruitment in the rural areas with an additioriite salary which can vary between 20% and 100%,
dependent on the distance of the school from aaruabea and the category of teacher concerned. In
Mozambique and in other countries, teachers alseive an allowance for ‘double shift’ teaching
which can be as much as a 60% supplement for pyiserool teachers and 25% for headteachers.
Teacher educators also receive an allowance fagrtaddng extra duties.

In the other three countries, incentives are vari€hana focuses its resources on the rural areas,
while incentives are applied more generally in Wgmand Zambia. Incentives noted in the country
studies include:

¢ In Ghana:

» Provision of bicycles
> Free housing
> Shorter period of service to qualify for study leav

¢ In Uganda:

» Secondary teachers can receive a supplement af @p% through funds raised by
school fees

Pensions

Study leave with pay

Maternity leave with pay

Scholarships

YVVYV
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¢ |n Zambia:

Rural hardship allowances
Retention allowances
‘Double class’ allowances
Extra duty allowances

Y VVY

While it is easy to understand the rationale fahsimcentives, it is equally important to recogrtizat
their impact on the quality of education might legative (‘double-class’ and ‘double shift’ payments
extra duty allowance etc.) as well as positiveigzasccess to study leave, scholarships etc.).

10.3 Professional Development Opportunities

Many of the incentive mechanisms described in thevipus section would not be necessary if
sufficient career and professional development dppdies were available to teachers. All of the
countries in the study view the creation of profmsal development opportunities linked to an
appropriate career structure as one of the mostritaupt strategies to address poor salaries. dlsis
central to the improvement of education deliveryhie countries concerned.

As noted earlier, there is a lack of such oppotiesicurrently and those which exist tend to bthin
form of INSET, rather than CPD (see section 3.1Byidence of the creation of a career structure fo
teachers is limited. In Togo, however, there igegive action planned for the development of human
capacity among practicing teachers, while the mraif a detailed career structure for all educatio
sector professionals is a key feature of the natistrategy for teacher education. In Uganda, the
development of a career path for teachers has dgiré@en initiated. The teacher education
department has been charged with identifying stalsdéor recruitment, training and professional
growth over a teacher’s career and with designimgagching promotional ladder. A key feature of
this development is the preparation of detailed spetific job descriptions, roles and responsibgit
for all teachers at all levels of the system.

10.4 Related Bodies

All the countries in the study have one or morensirepresenting teachers and other educationrsecto
professionals. There does, however, appear to paradigm shift in the roles undertaken by the
unions. In Ghana, for example, while continuinddbby for and negotiate improved conditions of
service for teachers, unions are now involved imoadcy on behalf of the teaching profession, in
providing courses to update their members’ knowdedond in offering loans to teachers for cars and
housing. In Uganda, unions sponsor and undertagearch, promote quality education and gender
equity; they conduct INSET for both primary teachand primary teacher educators with support
from the Canadian Teachers’ Federation, and thppat the ministry in the implementation of the
HIV/AIDS workplace policy. In Zambia, the teachermions find themselves involved in the
management of the system at the lower levels. Bsist, for example, in the disbursement of loans
and housing allowances. Zambian unions are ailsmhied in teacher education, in the sponsorship of
teachers for further study, and in the provisionhaolusing allowances. Unions, therefore, are
becoming more actively involved in tipeofessionalisatiorof teachers, while retaining a major role as
the guardian of their conditions of service.

All the countries have a body such as a teachersice commission, although it is named differently
in the different countries. The role undertakentbgse bodies varies, but it often involves the
recruitment, appointment and discipline of teachefBhe Ghana Education Service has a more
extended role, acting on behalf of the ministryhia implementation of all approved national pokcie
and programs relating to pre-tertiary education.
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In both Uganda and Ghana, there has been an iecreasntly in the number of these bodies
established to support the development of educajemerally and to help guarantee quality in the
system. The National Council for Higher Educatvess created in Uganda to regulate and guide the
establishment and management of higher/tertiatjtitions and to ensure consistency of standards in
the awards made both within and between institatiomhe National Council for Tertiary Education
adopts a similarly important role in Ghana. Initdd, it is important to note the creation in Ghan
underEducation Reform 2003f a national teaching council — responsible &gistering and licensing
teachers and for all matters of professional standind status — and a council for technical and
vocational education, the function of which incladhe recommendation of national policies, the
facilitation of research and development in the T\dystem, and the rationalization of the assessment
and certification systems.
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11. RESEARCH AND QUALITY

11.1 Research

The view of research presented in the country etudi limited. It is clear that it is viewed mairas

an activity carried out by the universities. Induiga, however, there are a number of researchestudi
which have been carried out, often with technicgistance, under the auspices of an evaluation co-
ordination unit in the ministry. In Zambia too.etiministry has a limited research program which
seeks to inform policy development, while Togo glagn active role in CONFEMEN research
activities.

Much of the research undertaken tends to be acadand theoretical in nature and too often the
researchers themselves have little or no experiehtiee classroom. It is hardly surprising, theref
that it has made little contribution to improvintagsroom practice and to the planning of teacher.
Ghana, however, has established a research cenivhich the focus is on the provision of quality;
Togo, in its contribution to CONFEMEN activities shaought to improve the effectiveness and
efficiency of its schools and to improve nationapacity in evaluation; and research efforts in Uigan
have also targeted school effectiveness.

In none of the countries under consideration isetfewidence of a developed research culture present
throughout the system. Research has a limitediitiefi and fails to include, for example, the tegsrch
as a classroom researcher or course planningedsvant research activity for teacher educators.

There are, however, a few activities describechendtudies which suggest a broadening definition of
research and an increased participation of seatofegsionals in the research community. For
example, in Mozambique the strategy for teachecaiilon seeks to identify and develop a clear link
between research and quality in education; in Zamhbie notion of ‘teacher as researcher’ is a key
principle on which SPRINT was developed, althoughk temains to be put into practice; and in both
Togo and Mozambique action research is beginnirgptimtroduced into teacher education courses.

In summary, research undertaken in the countriedst¢o be within a university setting; it is often
overly academic in nature, and is not necessaglgted to national educational needs. Most
importantly perhaps, even where relevant reseaesh bleen undertaken, its relevance is usually
limited to primary/basic education. Post-primadyeation in general and TVET in particular appear
to be neglected fields for research. It is crutiak, if, as seems likely, post-primary educai®set

for considerable expansion, a body of researctei®ldped to provide a sound basis for sub-sector
planning.

11.2 Quality

There is an almost total absence in the countrgiesuof any discussion, or even reference to
discussion, of what constitutes ‘quality’ in thdfelient national systems. The Ghanaian study sefer
to ‘performance indicators’, although these are described. The Ugandan study does make
reference to a number of ‘pedagogic weaknessedyingpa national view of quality in classroom
delivery, but it fails to describe the mechanismysvihich quality is assured. The weaknesses
described, which are likely to be general acrosxtiuntries involved include:

e Poor planning

* Non-participatory nature of classroom practice

e An approach which is authoritarian, teacher-cedtereechanical, repetitive, an focused on
the recall of information

¢ Under-use of teaching aids and textbooks

* Low order questioning techniques
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e Irregular marking
» Lack of systematized record keeping

The quality assurance mechanisms described in ttities share a number of common features.
Firstly, it is evident that there is in most of tbeuntries studied a lack of a fully-fledged, natb
system of quality assurance. Ghana, however gisnbst obvious exception, where there is a system
of both external quality assurance through a natioaccreditation board and institutional
arrangements based on internal units within thititisns.

Secondly, even in the case of the Ghana, it iseenithat here, as in all the other countries in the
study, there is a clear division between the usities and other institutions. Universities are
described as self-regulatory in all the countriebereas quality assurance in teachers’ colleges,
secondary schools and like institutions remainsréisponsibility of what historically has been cdlle
an ‘inspectorate’. Some interesting changes inrdihe of the inspectorate, however, are described.
‘Inspectors’ in Zambia have become ‘standards effitwith less emphasis on the inspectorial aspects
of their role and much more on the advisory. ThenBian study notes, however, the difficulties faced
by many in making the attitudinal changes necesgafulfill the new role effectively. Perhaps the
most interesting change to the traditional inspéstmle is taking place in Togo. THaspection
Générale de I'EducatioflGE) was established by ministerial decree onl005. IGE has a much
more extended role than that traditionally assediatith the inspectorate. In effect, IGE is cdriva
the development and implementation of national atlos policy in TOGO. Specifically, it
participates in the validation of teaching programsthe professional development of teachers and
other professionals, and in the recruitment, ihiti@ning and continuing professional developmaint

all education sector professionals.

Thirdly and, it could be argued, most importantlyere is no mention ahternal mechanisms to
ensure quality outside of the university sector #nd externalprocedures which dominate practice.
It would appear that schools and even tertiary atioie institutions such as the teachers’ colleges
have not been encouraged to develop and instheie dwn procedures for ensuring quality and that
any linkages which might exist between researchcaradity are generally weak.

Indeed, quality itself remains an elusive concepeére is little explicit discussion of what might
constitute ‘quality’ in each of the national cortgexlt is perhaps not surprising, therefore, thate is

an absence of clear benchmarks and quality asinaechanisms against which quality can be
assessed.
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12. RECOMMENDATION AND SUMMARY OF
MAJOR FINDINGS

12.1 Recommendation

During the preparation of the country studies afithis synthesis report, it became apparent trexeth

is a need for the further study of a number ofé@sswhich this present study has raised, but which i
has not been possible to address fully, given tmstecaints of time and the original objectives fud t
study. Among these possible focuses for criticallsis, which have arisen during the course of the
study preparation, are:

e Issues of gender in post-primary teacher educatieacher recruitment and teacher
deployment

» Teacher education curricula

« Profile of teacher educators

e Teacher career paths

» Internal structure of schools to ensure career kppities for teachers in the classroom

In particular, however, the issue of the managenaedt funding of teacher education, originally a
topic to be covered in the study, is viewed byrtiembers of the country teams as a priority topic fo
further exploration.

It is recommended, therefore, that:

The members of the five country teams are re-formeds a reference group for teacher education
in order to establish and implement an agenda forurther analysis based on the findings of this
study.

12.2 Major Findings

The major findings which have been derived from filke country studies are presented under the
major section headings of the main body of thigreplt is felt inappropriate that the study shbul
result in a number of recommendations, with theepon of the recommendation for further study in
the previous paragraph, since circumstances vaiy frountry to country. The major intention in
presenting these findings is to assist ministriggdientifying some of the major issues facing tesich
education in general and post-primary teacher eucan particular, so that they are able, firsty,
assess the relevance of the various issues inhdicular context and, secondly, to have guidance
about how different countries are actually startmgddress them.

12.3 Contextual Framework

i.  The impact of the national historical, geo-politicand socio-economic contexts on the
development of education in all the countries cateooverestimated.

iil.  There is evident in most of the countries a sigaift “reality gap” between what has been
planned for and what is actually being implementkds important that the reasons for such a
gap are explored in order to remove wherever plestile constraints on development.

ii.  While there is an active planning environment emtden the primary/basic sub-sectors,
planning for increased secondary education pravisidess well advanced.

iv.  Planning for TVET and for the training of other tecprofessionals remains largely absent
despite official recognition of their importance.
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12.4

12.5

Vi.

Vii.

12.6

Vi,

Vii.

National Framework for the Delivery of Teacher =~ Education

There is a general consensus in the studies abeuwtesired national vision of education and
about the intended model of the teacher.

It is clear, however, that current practice inth@st part fails to reflect those aspirations.
Planning for the teacher education sub-sector ¥drim country to country, but, where it
does exist, it focuses mainly on teacher educdtioprimary/basic schools.

Planning for secondary teacher education is ledlsdeeeloped and planning is largely absent
for TVET.

Institutional Landscape

Planning for teacher education, especially secogndeacher education, continues to be
undertaken in “crisis” mode in some of the coustréad ministries often have little or no
control over the teacher education providers.

EFA and the introduction of basic education in maountries have required extensive
changes to the institutional landscape, which ateoften incomplete, resulting in a mismatch
between the functions of the teacher educationtutisns and the structure of the national
school system.

There is some evidence that opening access to dagorducation too quickly might undo
some of the gains made in recent years in the pyitmesic education sub-sector.

There is widespread confusion between the varieusis used to describe the different
functions of teacher educatiopréservice, initial, inservice, and continuing pes$ional
development

INSET/CPD tends not to be institutionalized and-¢hare few linkages between all forms of
initial teacher education and all forms of INSETICP

Resource centers have considerable potential éoingtitutionalization of INSET/CPD, but in
some countries the network has lost its effectigeriellowing the end of external support.
There are growing trends towards institutional editation and award-granting, and towards
locating all teacher education activities withie timiversity sector.

Teacher Education Programs

There is no single national teacher education eoursany of the countries involved and in
some there is a multiplicity of course provisiofileeting the circumstances in which they
were planned, often as a response to an emerggnatic.

Such variety in the provision of teacher educapormgrams makes effective quality assurance
difficult.

There is a continuing bipartheid provision, in whiatending primary/basic school teachers
are trained in (usually ministry-administered) eghs, while secondary school teachers are
usually the product of the universities, leadingtéachers in the two phases acquiring
differential status.

In post-primary teacher education there is a tteméards preparing teachers with two, rather
than a single teaching subject, a strategy whitkr®fincreased flexibility in the deployment
of teachers.

The content of the various teacher education pmgréends to be theoretical, with a
continuing emphasis on the educational disciplinésstory, psychology, sociology,
philosophy) and osubject knowledgat the expense girofessional practice

The methodology adopted in the teacher educatistitlitions tends to b&acher-centered
often at odds with national policy which seeks tonpote mordearner-centeredpproaches.
Opportunities for INSET/CPD are generally limiteal teachers in the primary/basic sub-
sector, they focus on untrained teachers or onadogg, and they are INSET, rather than
CPD, in nature.
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Viii.
iX.
X.

Xi.

12.7

Vi,

Vii.

viii.

12.8

Vi.

Having received upgrading, many primary teachetsoac teachers, often the best, seek
“promotion” to the secondary school.

The TVET sub-sector is characterized by an almuiat tack of planned provision for training
its teachers.

There is an evident belief in all the countries ith& necessary and possiblettain teacher
educators, although such training opportunitiescareently limited.

Training for other sector professionals is extrgmiehited and where it does occur, most
notably for headteachers, it is onahhog rather than a planned, basis.

Profiles of Key Actors

In most of the countries recruitment targets faacter education institutions have been
difficult to meet and institutions have often bderced to lower entry requirements.

Many teachers working in post-primary institutiomgginally trained for the primary/basic
sub-sector.

There is a general under-supply of teachers fot-pamary institutions and this is most
keenly felt in science and mathematics.

Although the number of female teachers in secondahools is increasing, male teachers
remain the significant majority.

Little attention has been given to the requiredfgssional and academic background of
teacher educators and to their selection and trgini

In the primary/basic sub-sector teacher educateesugually drawn from the secondary
schools, depleting further the post-primary teaghiorce. Such a practice places value on
contentin the educational process and militates agairthadological change in the primary
school.

Secondary teacher educators often have little oclagsroom experience — indeed some are
recruited immediately upon university graduatioand they are appointed solely on academic
qualification.

A number of countries are exploring the potentfaraining courses for teacher educators, but
these are limited to primary teacher educatorserdlare no preparatory courses for secondary
or TVET teacher educators.

Other professionals such as administrators, samaobgers and inspectors are all drawn from
the teaching force and appointed mainly on thesbasiacademic qualification, and they
receive little or no training for their new roles.

The Demand, Supply, Recruitment, and Deploymen t of
Teachers

Although EMIS is established in all the countrigs reliability is questionable as it often fails
to provide a comprehensive and accurate plannisg.ba

In general the demand for teachers continues tstrquithe supply, not only for the post-
primary sub-sector, but also for the primary/basib-sector.

Information about the demand for and supply of TVigichers is generally lacking in the
studies.

High rates of attrition are reported, althoughriesons for teachers leaving the profession are
often unclear and there are no disaggregatedtitatisr attrition due to HIV/AIDS.

There are disparities in secondary teacher sugpgrted, especially between urban and rural
areas, in the provision of teachers in the shortadgects, and in the gender of teachers in
secondary schools.

Countries are seeking to address these and morerajaeacher shortages by promoting
science and mathematics training, increasing thR,Snd, most worryingly perhaps, by
redeploying primary school teachers into secondahpols.
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Vii.

12.9

Vi.

The recruitment and deployment of teachers is mantentralized, administrative process
and there is little evidence of seeking to mateither experience and interests to the specific
needs of a school.

Teacher Professionalism

Across all the countries, teacher salaries remeliatively low when compared with those
available in similar jobs and professions.

Salaries are determined almost exclusively on #esbof academic qualification rather than
the role undertaken, resulting in significant diffietials between salaries in secondary
education and in primary/basic education.

In order to compensate for the low salaries anett@in teachers in the profession, incentives
have been introduced such as housing, rural allogsn‘double shift” allowances, easier
access to study leave etc..

Some of the incentives employed — for example, bii@glass” and “double shift” allowances
and extra duty allowances — could result in teafdtggue and, therefore, in a deterioration of
the quality of education delivered, if teachers @tewed or encouraged to take on too many
duties.

Although the provision of professional developmepportunities for teachers is viewed as a
priority in all the countries, initiatives remaiarfiely at the planning stage.

The role of the teachers’ unions has changed rigicasome of the countries in the study.
No longer are they exclusively concerned with Idhbyfor and negotiating teachers’
conditions of service, they have become an impobrfzartner in promoting teachers’
professional development.

12.10Research and Quality

Vi,

Research undertaken in the countries tends to tierva university setting; it is often overly
academic in nature, and is not necessarily retat@dtional educational needs.

Where relevant research has been undertaken|étanee is usually limited to primary/basic
education. Post-primary education in general av@8 T in particular appear to be neglected
fields for research

There is little evidence of a developing researdtuce throughout the system.

There is little explicit discussion in the studieéswhat constitutes quality in the different
country settings.

In most of the countries, a comprehensive, natisgatem of quality assurance has not yet
been fully developed.

A heavy reliance is placed @xternalquality assurance procedures and institutionsrgéye
have not yet developédternal mechanisms to ensure quality.
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ASSOCIATION FOR THE DEVELOPMENT OF EDUCATION IN AFR ICA (ADEA)
WORKING GROUP ON THE TEACHING PROFESSION (WGTP)

STUDY ON THE PROVISION OF TEACHERS AND EDUCATION PE RSONNEL FOR
POST-PRIMARY EDUCATION

Guidance for Country Study Teams

Introduction

The following pages offeguidanceto the writing teams responsible for the preparatf the five
country studies which will form the basis of a $yadis report. It is intended that this report wall
offer to policy-makers an indication of some of thajor challenges facing ministries as they seek to
cater for the increasing enrolment in post-primaglyication and, where possible, the ways in which
countries are starting to address these challenges.

A proposed outline for the country studies andatpeeed framework for the preparation of the studies
are included in these guidance notes. While itnigortant that the basic framework offered for the
preparation of the country studies is adheredttis, iecognized equally that each report must cefle
the particular circumstances of that country. Teame encouraged, therefore, to use their knowledge
and experience to make any amendments to this ¥varkewhich they feel are necessary, while
seeking at the same time to ensure that the iotettghind the development of the framework — to
provide an effective means of comparison — is raied.

Some Basic Principles
There are a number of basic principles which shbeltborne in mind during the preparation process:

i. The focus of all studies will be on the preparatainpost-primary teachers, although it is
likely that a wider perspective will be requirediates

ii. The study should also take account of the premaratf other professionals in the sub-sector,
including institution managers, inspectors/advispesiagogical support personnel, mentors,
counselors etc..

iii. The reports should focus both on initial teachemcation (preservice) and on continuing
professional development (inservice)

iv. Country teams should ensure that theredsscriptionof the topics covered, and not only an
analysis so that comparisons between the current situationeach country might be
compared.

v. The reports should also consider all the differaentles of delivery which are employed

Next Steps

The country studies will be presented at the secandkshop which will be held in Maputo,
Mozambique from 3-7 December 2007. In order to eneffective preparations for that workshop,
country writing teams should submit a draft of theiports, including the basic country statistical
data, to both facilitatofsand to all members of the study teams by Fridaldgemberat the latest

Requests for advice and clarifications can be nadany time to either or both of the facilitators.
Carlos Lauchande will be responsible for handlimg $tatistical data and will be responsible for the
study’s literature review. David Webb will havespensibility for the main body of the report.

" Please address all correspondence to all thefisitpaddresstauchand59@gmail.com
david.webb@telia.corandwebbuk@yahoo.com




PROPOSED OUTLINE FOR THE PREPARATION OF THE COUNTRY STUDIES

COVER PAGE

CONTENTS

EXECUTIVE SUMMARY
1. INTRODUCTION

2. CHALLENGES FACING POST-PRIMARY TEACHER EDUCATION IN
GHANA/MOZAMBIQUE/ TOGO/UGANDA/ZAMBIA

Section 1: Contextual Framework

Section 2: National Framework for the DeliveryT&facher Education
Section 3: Institutional Landscape

Section 4: Teacher Education Programs

Section 5: Profiles

Section 6: Teacher Demand and Supply

Section 7: Teacher Professionalism

Section 8: Research and Quality

Section 9: Management and Funding

3. SUMMARY OF MAIN FINDINGS

ANNEXES

8 Format to be agreed at the December workshop depenpon the requirements of the relevant ministry
education.




POSSIBLE CONTRIBUTORY

D

| ] v
STUDY AREAS KEY SUB TOPICS TOPICS/CONTENT' MAJOR ISSUES ARISING
i. The Historical Context Brief general discussion of the « Impact of historical, political, socio-economic
ii. The Political Context various contexts in which education factors on educatiori
iii. The Socio-Economic has developed
Basic Data
CONTEXTUAL
FRAMEWORK
iv. The Educational Context
NATIONAL i. Mai_n components of the An inc.re.asing fo<_:u_s from sector- 1 The im_pact of th_e recent development emphasis
FRAMEWORK FOR National Vision, PoI.|cy and wide visions, pollt;lesz and strategies  on bgs,lc educap_on _
THE DELIVERY OF _ Strategy for Education to teacher education in general ande  Reality ggp/pohtlcal will
TEACHER ii. The Teacher Education Sub post-primary teacher educationin| «  Ownership/consensus/donor’s role
EDUCATION _ Sector » particular _
iii. Post-Primary Educatidn Global perspective
i. Structure of Teacher Linkages between initial teacher | « Infrastructure
Education and Training training colleges, universities and | «  Organization
Institutions ministries «  Appropriateness of the match between the
ii. Institutional Reforms — Accessibility and utilization of institutional provision and the needs of the
Completed and Planned teacher resource centers/centers of  system
iii. The Roles and excellence «  Level of autonomy of the institutions
Responsibilities of Teacher +  Types/status/levels of the institutions
INSTITUTIONAL Education and Training + Relationship between the institutions/
LANDSCAPE _ Providers. affiliation/awarding bodies
V. Accre_d|tat|on_and Award * Resource centers (role, utilization)
Granting Bodies « Distribution of institutions (coverage)
* Relationship between TVET and secondary
education
i. Initial Teacher Education Nature, curriculum, durationand | ¢ Match between practice in schools and training
Course and Continuing qualification) institutions.
Professional Development Mode of delivery «  Mode of delivery
Provision Cross cutting issues (values, gendef, Mobility across modes
ii. Initial Teacher Education for peace, HIV/AIDS, conflict +  Accreditation for distance programs
_ Post-Primary Teachers resolution) « Cross cutting issues (values, gender, peace,
ii. ~Continuing Professional Theory and practice HIV/AIDS, conflict resolution)
Development for Post- Subject specialization «  SEN/Inclusive education
OSER, |y, pmanlesches |- Soecedcompaces |1 Theoy anaprat
PROGRAMS ' Educators T.he role of schpqllpractlce o Subject spemahzaﬂon
v._Teaching and | eaming Links between initial and continuinge  Expected competencies

Approaches

professional development
Function/potential of resource
centers/centers of excellence

The role of school practice(duration, process,
supervisors, simulation of theory in practice)
Links between initial and continuing

professional development

Fiimmemtimmm vttt A vAarm AT i vt AmareslAasstd~



RESEARCH AND
QUALITY

Research culture and nature
research
Quality measures

of

Relevance (Action Research,
Curriculum research)
Agencies/institutions for quality
assurance (internal and external)
Certification, validation,
accreditation

Monitoring and evaluation

Quality assurance in private institutions
Relevance of research (income generation)
Location of research/teacher involvement
Role of universities in certification,
accreditation and validation

The role of other national examination bodies




i. Institutional Management »  Capacity building and professional
development

e Supervision

» Teacher Resource Centers/Centels
of Excellence,

ii. System Management +  Staff appraisals
9 | MANAGEMENT AND lii. Funding «  Funding Trends
FUNDING * Funding Sources

* Funding modalities

»  Prioritization

* Private sector partnership

» Decentralization

» Efficiency and effective use of
funds

' Those responsible for the preparation of the agwittidies should follow the framework providedtby identifiedStudy Areas

" The key sub-topics are viewed as essential téréimeework and, as such, relatively non-negotiadliiough those preparing the country studies shiogild
prepared to make minor changes in order that thetghrthe specific country circumstances

" The content of this column should be viewed asrofy guidance to the study writerst no way should they be seen as definitive nor complete.

"V Each country group should identify those issueielvhare most important in the specific country ginstances. Those listed here are those considejed
and applicable to each country situation.

¥ Issues highlighted ibold are those which members of the workshop consideiest important.

V' Post-Primary Education should be defined as Sewyrieducation and Technical and Vocational Educatiwoughout the country studies




