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ABSTRACT

This paper condders the teacher education sysem from a cogt and financing perspective.
It begins by providing an overview of the education sysem as a whole and the socio-
economic context in which it operates. It then moves to focus on teacher education and
andysss enrolment a teacher training colleges (TTCs), tutor qudifications, and teacher
upply and demand. It then draws a number of policy-rdaed condusons from this
andysgs It notes that, in the context of dgnificant population growth and teacher
atrition, the outputs of TTCs need to increase if pupil-teacher ratios are to be kept at the
current level and numbers of untrained teechers in the sysem ae to be decreased.
Therefore, to achieve this god, three possble policy options and their consegquences are
conddered in deal: firdly, resource dlocation to teacher training colleges could be
increesed; secondly, internd efficiency in the TTCs could be improved; or thirdly, more
radica dternatives could be congdered, involving disgance and modular approaches to
teacher education, public/private partnerships, and more staged professond development
in the early dtages of a tescher’s career, rather than the current “front-loaded” mode of
three years of pre-sarvice training. The paper ends with a congderation of some aspects
of the proposed “InInOut” reform in teacher educaion, which will increese teaching
practice to one year, and highlights some of the cost implications and likdy outcomes of
such apalicy.



CHAPTER 1

CONTEXT

Ghana is located in tropicd West Africa and has a population of 18.7 million. Its GNP
per capita is US$390. Between 1990 and 1997 GNP grew a 1.7% annualy®. Over one-
third of its people have incomes below the Ghanaian poverty line defined as two-thirds of
average income. Populatiion growth average 3% over the last decade. The 014 year old
dependency rate is 84% ard 44% of the population are under 15 years old. About 36% of
the people live in urban aess, two-thirds are primarily dependent on agriculture for
livelihoods and income. Life expectancy is around 60 years. About one-third of adults are
illiterate and the primary gross enrolment rate is currently 72%.

Ghana ganed independence from British colonid rule in 1957 and inheited an
academicaly orientated formd educaiond sysem which provided schooling to a
minority of the populaion. Devdopment in the first period after independence was rapid
and by 1970 Ghana had consolidated what was recognised as one of the most highly
developed education sysems in West Africa (EIU 1996: 16). Recurrent government
expenditure on education averaged 24% of the totd recurent budget in the early 1970s,
ubgtantidly higher than the average of 17% for other West African countries (World
Bank, 1985 in Glavwe & llias, 1996:397). Gross enrolment ratios were increasing, 60%
of teechers in primary schools were traned, and the Minisry of Education (MOE)
projected thet dl untrained teschers would be diminated from the education sysem by
1975 (Konadu, 1994: 12).

The late 1970s saw a sharp economic decline. GNP per capita fel by 23% between 1975
and 1983. As a reault, the red vaue of government financing for education fdl sharply.
It dso fdl as a proportion of GDP from 6.4% in 1976 to 1.4% by 1983. The educationd
gans dnce independence were jeopardised and the education system was near collapse
(MOE, 1994). Teachers were not pad promptly, there was little supervison or
ingoection, school  buildings fdl into digepar, ad the supply of textbooks and
indructiond materids virtudly cessed (Nti, 19975, World Bank, 1996:2). The
deteriorating working conditions prompted the exodus of trained teechers to find better
pad work in other countries, especidly Nigeria

! Thisis aUNESCO estimate (World Education report 2000). Other estimates suggest growth may have
been somewhat higher.
2 014 year olds as a percentage of 15-65 year olds



Untrained teachers were employed as an emergency meesure to fill the ggps with the
consequence that by 1982 the percentage of traned primary school teachers hed fdlen to
less than 50%. Despite a Seedy rise in the number of primary schools, enrolments and
teachers between 1974 and 1982, the quality of the education system declined.

The seveity of Ghands economic problems pesked in 1983 a which time the
Government of Ghana launched the Economic Recovery Programme with finencid
assgance from the World Bank and other development agencies. As an integrd part of
its plan for economic recovery, the government initisted the 1987 Education Reform
Programme (ERP) to reverse the decline in the education sysem. Its mgor gods were to
expand access to badc education, improve qudity and rdevance to Ghands socio-
economic needs, and ensure sudanability of the reform programme after the economic
adjusment period (MOE, 1994 13). An Education Reform Review Committee (ERRC)
was st up in 1994 to review the achievements of the 1987 ERP. It found that athough
the ERP had reaulted in incresses in enrolments and improvements in school fadlities
teaching and learning outcomes remained poor.

The overarching message of the 1994 ERRC was tha the expandon of access to badc
education and increases in physicd inputs could not be sustained unless accompanied by
improvements in teeching and leaning in schods The Government of Ghana sought to
address this issue by launching a new programme - Free, Compulsory and Universa
Basc Education (FCUBE) - dedgned to universdise basc educaion. Key FCUBE
dements indude improvements to access through the rehabilitation and condruction of
shod fadlities the fodering of full-scde community ownership and management of
schools, and measures to increase educdion paticipation by girls and disadvantaged
children. Messures to improve the qudity of teaching and learning induded redesigning
of presavice and in-savice traning prograns to ensure wdl-qudified teachers,
curriculum review and devdopment, and the more adequate provison of indructiond
maeids  The managemet effidency componet of the progranme involved
decentraisstion and didrict cgpacity building, more effective monitoring, supervison and
evauation of education sector activities and more efficdent finendd and personnd
managemert.

Specific targets were set under FCUBE to improve the qudity of teaching and learning in
basc education (primary 1-6 and JSS 1-3). It was intended that the pass rae for
admisson into the second cyde schools (senior sscondary and  technicd/vocationd
schools) would reach 80% by the year 2005 and that a lesst 70% of primary 6 pupils
would meet the minimum acceptable sandards of performance on a ndiond criterion
referenced tests. Repstition and dropout rates were targeted for annua reductions of 1%
a each grade levd. By 2005 the gender baance in the number of entrants to primary 1
was to be equdised and the gender differentid in P6 completion, and JSS 1 entry reduced
by 50 percent of its leve in 1995. FCUBE intended that universal entry to grade 1 would

3 Using data from the Ghana Living Standards Survey 1988-89, Glewwe & liias (1996) find that after
controlling for years of schooling, older Ghanaians score higher on Mathematics and English tests than

younger Ghanaians. They suggest that thisis due to the deterioration in the educational quality in the early
1980s



be achieved by 2000, 95 percent of pupils would complete P6 by 2005 and enter JSS and
85% of those entering would complete JSS3 successfully.



CHAPTER 2

THE GHANA EDUCATION SYSTEM

Basc educaion in Ghana is made up of 6 years primary (P1-6) and 3 years junior
secondary school (JSS1-3). Senior secondary school (SSS1-3) ladts for three years. All
post-secondary  educdtion is dasdfied as tetiary education and this indudes the
Polytechnics, Teecher Traning Colleges, Agricultura Colleges and Universties The
trangtion from P6 to JSS1 is esentidly asttomatic unless dudents performance is
extremey week. JSS 3 pupils St a sdection examindion that determines access to senior
secondary school. The curriculum in basic educaion is desgned to achieve literacy,
numeracy, and to impart gopropriae knowledge of culture and practicd <kills Ghanaian
languages are intended to be the medium of indruction in lower primary (grades 1-3).
Above this levd the medium of indruction is English. Implementation of the language
policy is uneven & a resllt of the number of languages and problems with the
deployment of teachers from different language groups.

About 2.3 million pupils are enrolled in primary schools, 750,000 in JSS, and 200,000 in
SSS. Gross enrolment rates are 72% in primary and 58% in JSS. Less than 2% (about
60,000) are enrdlled at tertiary leve inditutions. In the ten years snce 1987 enrolments
have not grown rgpidly. Table 1 and Figure 2 show the evolution of enrolments. Primary
has grown a an average of 3.7%, JSS 2.5%, SSS 35% and tetiary & nearly 14%. The
school sysem has been growing dower then the increase in the school age group which
average nearly 4% over this period. Moreover, growth in enrolments has been uneven and
ometimes negetive,



Table 1. Enrolment and Enrolment Growth Rates (1987-1997)

Primary JSS SSS Universit
y
YEAR Number [Growth |Number |Growth [Number [Growth Number [Growth
Rate Rate Rate Rate
1987/88 1677074 61004 153284 8565,
1988/89 1598443 -4.7 608690 -0.2) 154477 08 8609 05
1989/90 1703074 6.5 625018 27 167640 85 %41 12.0
1990/91 1945422 14.2 569343 -89 199260 18.9 9097 3.7
1991/92 2011602 34 605760 6.4] 235962 184 11857 18.6
1992/93 2047293 18 644976 6.5 257355 91 14278 20.
1993/ 2138635 45 676182 48 245897 -4.5 15183 6.3
1994/95 2154646 0.7 21 200190 -14.9 18000) 18.6
1996/97 2333341 83 738057 6.9 199028 -4.9 23126 285
1997/98 2288768 -19 755162 23 26684 15.
OVERALL 3.7 25 35 138
Datafor 1997/98 for SSS not available
Figure 1. Evolution of National enrolments (1987 —1998)
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From 1987 to 1994 under the previous educationd reform programme average enrolment
growth rates were 4.3% a primary, 1.9% a JSS, 85% a SSS, and 13.8% & the
universty levd. After the FCUBE was initisted in 1995, the average growth rates fdl to
3.2% annudly (from 1995 to 1997) a primary, whilgt that for JSS increased to 4.6%. SSS

fell agnificantly between 1993 and 1997 for reasons that are unclear.



Gender disparities in enrolment a the primary level are gpparent from Fgure 2 and these
have remained a the level of about a 12% preponderance of maes despite the fact that
there are more femaes than maes of school age. Policy to reduce the digparity is yet to
be reflected in actud enrolment peatterns.

The imbalance in enrolment of girls and their refention in formal education has been seen
as largdy a rurd problem. A Girls Education Unit (GEU) was established within the GES
in 1997 to promote the education of girls in order to improve access and develop the
socid cgpitd of women. The spedific tasks of the GEU are to increase enrolment of girls
in primary schools to equd tha of boys by the year 2005, to reduce the dropout rates for
girlsin primary schoals from 30% to 20% and of girlsin JSSfrom 21% to 15%.

Figure2 Gender parity (female) in enrolment in Basc Education (1987/88-1996/97)

Gender parity (Female) in enrolment in
Basic Education (1987/88-1996/97)
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In 1998 Ghana had 12,300 primary schools (11,200 public and 1,100 private), 6,000 JSS
schools (5,600 public and 400 private), and 500 SSS schools (450 public and 50 private).
There were 64,000 teechers a primary leve, 38,000 in JSS, and 11,500 in SSS. Average
pupil-teacher retios were 36:1, 20:1 and 17:1. About 20% of primary teachers were
untrained as were 14% of JSS teachers.

Figure 3 shows that snce 1987 the PTRs a both the primary and JSS leves have
increased from 25.7:1 to 35.9:1 and from 18.7:1 to 20.0:1. This is not what was intended
by the educationd reform programmes which anticipated improved educationd qudity
aridgng from reductionsin pupil-teacher retios.

Hgure 3 shows tha the pupil-teacher rdio a the JSS is a litle more than hdf tha at
primay and has remaned dable Primary rdios have deerioraed dgnificantly. The
output from the training colleges has not been sufficient to replace those leaving primary
teaching for one reason or ancther or to meet the demand created by an increasing school



population. Perennid and acute shortages of teachers persg in rurd aeas. The Minidry
hes great difficulty getting trained teachers to accept postings to the rurad areas which are
percaived as economicaly deprived. When teachers do accept podtings they may not stay
for long. There are ds0 some indications that qudified teechers aie desarting teaching for
better paid jobs in the private sector and in NGOs. Newly trained teachers are bonded to
work for a number of years but this sysem is rardy enforced. Under a new proposd
Didrict Assemblies will be asked to sponsor teachers in training in 2001. These trainees
will be contracted to teach for three years in the didricts that sponsored them. This may
or may not improve the supply of teachersto rurd aress.

Figure 3: Pupil-Teacher ratioin primary schod and JSS
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Survivd raes ae low and continue to militate agang the aspiraions of the reform
programme. Cohort andlyss indicates that of 1000 pupils entering primary one less than
600 pupils would complete JSS 3 and judt a little above 200 would enter SSS (Nationa
Forum document, 1999). Surviva rates are shown in Figure 5. It can be seen from Fgure
4 that the survival rates are lowest between P1 and P2, and between JSS3 and SSS1 when
many leave the sysem. About 10% of Pl pupils fal to reech P2. In other years the
attrition rates average about 4%.. Maes have higher surviva rates than femaes,



Figure4: Cohort Survival Ratesfrom P1 (1987/88) to SSS1 (1996/97) by Sex
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Figure 5 shows the dropout rate from P6 to JSS1, the trangtion from primary to junior
secondary school. After rigng in the early 1990's they began to fdl. Dropout rates were
higher for femaes from 1990 to 1994 but decreased from 1995 whilgt those for maes did
not follow much of a pettern. The reasons for dropout include the effects of risng school
fees, pregnancy, and the opportunity costs of schooling in poor families, especidly for
girls. Interventions to reduce femae dropout are focused on rurd aress in the Northern,

Upper East, and Upper West Regions

Figure5: Dropout ratesfrom P6 to JSS1
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Rates of repetition are very low and have remained farly sable snce 1987. Repetition is
a result of school level decisons on whether to promote pupils based on school tedts at
the end of the year that are not sandardised. Few repesat and those that do will have had
the consent of their parents What repetition there is highest in P1 (an average of 6.3%
from 1987-1995) and lowest in PS5 (an average of 2.2%). At the JSS levd the rates are
lowest in JSSL (1.29%). Promotion rates are therefore high because of effective automatic
promotion for mog pupils not because of effident ddivery of the curricilum or high
achievement by pupils.

The Criterion Reference Tests (CRT) results from 1994 reveded the poor dtae of primary
school education in the public sector. These results show that children in the public
school sysem performed much worse in English and Mathematics than those in Privae
Preparatory Schools. The mean scores and percentage of students reaching magtery levels
ae shown in Table 2. These figures suggest that there is a serious question about the
qudity of achievement in the public school sysem snce 0 few gopear to reach madery
levels. The 1994 results showed that of every 1000 pupils in the public schools only 15
pupils could reech medery in mathematics whils 33 pupils could reech madery in
English. Automatic progresson from primary school to JSS has dlowed many primary
school pupils to progress who may not be academicaly prepared for junior secondary
school and who are hardly literate and numerate. Private schools have the bendfit of a
more dective entry of pupils from predominantly urban and rdaivey wedthy
households and this may partly explain their superior performance.

Table2 Resultsof Criterion-Referenced Test (1994-1997)

Sector Description {1994 1996 1997
English [Mathematics |English |Mathematics |[English [Mathematics
Private PRM 5140 3L70 5650 3100 68.70 404(¢
Mean Score 5880 4730 6100 4700 6740 5170
Public PRM* 3.3 150 5.5( 1.80 6.2( 2.7(
Mean 3100 27.70 3300 2880 390 290
Source: Quansah, K.B. (1997), 1997 Report on the Administration of Primary 6. Criterion-Referenced

Tests. MOE, Accra
*PRM isan acronym for ‘ Percentage Reaching Mastery’.

10



CHAPTER 3

COSTS AND FINANCE

The financing of education in Ghana is shared by government, parents (through the
payment of school fees), and supported externdly by the World Bank, and other
multlatera and bilatera sources. Educdtion's share of the nationd discretionary
recurrent budget increased from 17.0% in 1984 to 35.0% in 1998, while its share of the
GDP dso increased from 1.5% in 1984 to 3.8% in 1998. Since 1987, over US$500

million of externd funding has been mobilised from internationd agencies.

The evolution of recurrent expenditure by sector isshown in Table 3

Table 3: Recurrent Expenditure by Sector 1989-1998 (Billions of Cedis)

Basc % |Senior % [Technicd [% |Teacher % |Tertiary %

Education Secondary Vocational Education
1989 64.6 11.6 23 2.7 14.7
1990 62.8 121 24 3.1 13.1
1991 64.4 11.2 24 2.7 11.9
1992 67.1 1 123 19 34 11.3
1933 10 66.9 1 123 18 36 8.8
194 100 620 12.9 2.1 4.5 11.4
19%5 177 644 ] 132 19 58 9.1
19% 27 611 1 163 10 53 11.4
1997 33 622 1 149 17 5.2 11.9
1998 37 617 14.8 20 6.0 120

11



Figure 6. Recurrent Expenditure on Education — Allocation by Sub-sector (% of
Total), 1989-1999
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Basic education has accounted for between 60 and 67% of the recurrent budget and has
fdlen back from its pesk in the early 1990s. Within this amount about 35% is spent on
primary, 20% on JSS and the remainder on pre-schools. Expenditure on SSS has been
risng and now accounts for about 15% of the total depite faling enrolments — the same
as tetiay levd expenditure. Teecher education has seen its share rise subdantialy from
under 3% to about 6% and is planned to reach 6.7% in 1999. Allocations to tertiary have
fluctuated between 11% and 14%.

Table 4 shows the recurrent cost per student by educationd level over the period 1992 to
1998 adjusted for inflation using condtant 1996 USS$ prices It indicates that the rdative
differences in the unit cods by leve of education have changed during the 1990s. Unit
cods a the primay levd have remaned farly constant but have dedined in the mogt
recent period despite the FCUBE. Unit codts for JSS have dso fdlen back to their 1992
levels. By contrast expenditure per sudent at the SSS has increased Sgnificantly. The
unit cogts of technicd and vocationd educaion have increesed dnce fdling in the mid-
1990s. The unit cogt of polytechnic sudents more than doubled between 1992 and 1998.
Over the same period, the university student unit cost dedlined by 37.5%.

12



Table 4: Recurrent Public Expenditure Per Student (constant 1996 US$ - 1996

(US$1=c1637)

Levd/Typeaf Education 1992 1995 1998
Primary 36.79 44.25 4175
JSS 66.76 86.55 67.9%
SSS 7144 153.88 168.00
V ocational/technical 188.37 130.04 29954
Teacher education 246.62 442.60 617.31
Polytechnic 10218 131.80 200.63
University 137694 112387 85591

Source: Adapted from datain MOE, 1999: Appendix 4.1; World Bank 1998: 16

The mog dramatic change in unit cods has been the increase in cost per sudent in

teecher education. In red terms the annud unit cost of teacher education incressed by
79.5% between 1992 and 1995, and then by 39.5% between 1995 and 1998. The numbers

in the training college sysem during this period remained farly stable at around 18000.
Mog of the codts of teacher training (77%) lie in the payment of sdaries and wages of
tutors, andllary gaff and the dlowances given to teacher tranees The remaning 23% is

usad for adminidration and other running codts. Table 5 showsthis.

Table 5: MOE Recurrent Expenditure on Teacher Education (1998)

Divison Recurrent Expenditure Per cent of Total
Billions of Cedis

Genera 820.0 22
Manpower 1783 05
Training 1057 03
CRDD Inspectorate 276 0.1
Teacher Education 10 29
GES Secretariat 894 0.2
Supply and Logistics 595 02
Central Administration 58 156
Teacher Training 288 76.9
Management 4633 12
Total 375 100.0

13



CHAPTER 4

THE TEACHER EDUCATION SYSTEM

Teachers for the badc educatiion cyde are traned through a three-year post-secondary
ful-time programme which is offered in the 38 Teacher Training Colleges (TTCs). Seven
TTCs tran femde teachers only, one is an dl-mde technica teacher training college, and
the remaning 30 are co-educationd. With the exception of the TTC in Accra, dl others
are resdentid. All colleges prepare teechers for both primary and JSS levels but a the
time of writing plans to introduce college specidisation are being discussed by the TED.

The number of new trainess eech year is based on a quota dlocated by the MOE. This
changes each year and does not appear to be linked to andlyss of teacher demand. TTC
enrolments in totd, and by sex, for the academic years 1992/983 to 1997/98, are shown in
Table 6 Since 1993, the number of trainees enrolled has increased by 51%. In generd, the
population of traning college sudents has been increasing except for a dight fdl in
1993/94. Femde enrolment as a percentage of total enrolment has do increased from 33
to 38% between 1995 and 1998. Annual output of new teachers has been between 5,500
and 6,000 since 1995.

Table6: Total Enrolment in Teacher Training Colleges, 1992-1997

Year 1992/93 1993/94 | 1994/95 1995/96 1996/97 1997/98 1998/99
Mde - - - 12,316 12,935 12576

Femde - - - 6,110 6,72 7823

Total 13561 13457 16447 18,426 19,657 20,39

Output 4847 6434 5576 5446 5698 6190 548

Source: Teacher Education Division/GES Statistics 1998/1999

Table 7 shows enrolment a dl the TTCs for the academic year 1996/97. The colleges are
digpersed among dl ten of Ghands adminidretive regions and vary in gze in teams of
tranee enrolment. In 1996, the samdles was Mampong Technicd TTC with 241 trainees,
the largest Foso with 914. Average enrolment in 1996/97 was 510.

14



Table 7: Teacher Training Enrolment by College, 1996/97*

TTC Region Male Female Tota
1 Abetefi Eastern 274 83 357
2. Accra Gt. Accra 317 124 41
3. Ada Gt. Accra 306 106 412
4, Agogo Ashanti 0 327 327
5. Akatsi Volta 456 117 573
6. Akrokerri Ashanti 451 169 620
7. Atebubu B. Ahafo A1 71 412
8. Bagabaga Northern 488 43 531
9. Bekekum B. Ahafo 363 8l 449
10. | Dambai Volta 382 70 452
11. | Enchi B. Ahafo 296 58 34
12. | EP, Amedzofe Volta 352 86 438
13. | EP, Bimhilla Northern 483 101 584
14. | Foso Central 696 218 914
15. | Gbewaa Upper East 396 55 451
16. | Holy Child Western 0 377 377
17. | Jasikan Volta 429 99 528
18. | Kibi Eastern 375 193 583
19. | Komenda Central 440 152 592
20. | Mampong Ashanti 241 0 241
21. | Mount Mary Eastern 322 139 461
22. | N.J. Ahmadiyya Upper West 289 70 359
23. Ofinso Ashanti 476 149 625
24, Oa Centra 0 773 773
25 [ P Volta 308 111 419
26. | PTC Eastern 611 187 798
27. | PWTC Eastern 0 406 406
28. | SDA, Koraofidua Eastern 513 195 708
29. | StFrancis Volta 351 103 44
30. | StJohnBosco's Upper East 495 113 608
31 | StJoseph’s B. Ahafo 546 166 712
32. | SLouis Ashanti 0 409 409
33. | StMonica's Ashanti 0 445 445
4. | StTeresa's Volta 0 311 311
3. | Tande Norhern 451 140 591
36. | Tumu Upper West 301 31 332
37. | Wedey College Ashanti 483 184 667
38. | Wiawso Western 515 155 670

Total 12,752 6,617 19,369

% of Total 65.8% 34.2% 100.0%

Source TED, GES, 1998

Admisson into traning oolleges follows a two-stage procedure. First candidates are
sected who meet the minimum entry qudification. Secondly candidates are invited by

4 The total enrolment figure differs from that given in the previous table. It is possible that they were

collected by different departments at different times during the academic year or that oneis arevised set of
figuresin the light of more accurate data. It is not clear which sa of statisticsisthe more accurate.
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eech college for an interview and to gt short tests in core subject areas. Two groups are
eigible to gpply for entry into the TTCs ‘O’ leve holders, and non ‘O’ levd holders who
st the Senior Secondary Certificate Examination (SSCE).° The minimum ety
requirements for non ‘O’ levd holders are four credits that have to indude English and
mathemdtics, and one other pass, ‘O’ levd holders need a minimum of five grade ‘Es.
Candidates are permitted to accumulate the minimum requirements over severd years if
they do not pass a the firs atempt. Colleges tend not to admit ‘A’ leve gpplicants as
they often leave for universty once they are ade to improve ther ‘A’ levd grades
Students looking for post-secondary education have a cler order of preference
universties polytechnics, other further education inditutions, and then TTCs. The TTCs
recave dudents from the lower second and third quatiles of senior secondary
completers.

Most gpplicants are between the ages of 20 and 22. It is rare to take people over the age
of 35, because of the perceived problems this might cause in terms of reations with other
dudents and tutors. Less than 2% accepted in 1998/99 had taught before. The number
atending interviews is roughly double the number of places avaldble Entry exams ae
devised and assessad individudly by eech TTC, and these tedts vary greatly among
colleges in terms of content, scope, sructure and difficulty. Across dl TTCs, however,
written examinations test gpplicants abilities in English and mathematics

The tutors in the colleges have a vaiely of qudifications ranging from diploma
catificates to graduate levd degrees They can be dassfied into two broad groups
graduate and nonrgraduate tutors. The tota number of teaching daff in the academic year
1994/95 was 846, comprisng 69% graduates and 31% nongraduates. Table 3.4 shows
the digribution of graduate and non-graduate TTC tutors by subject for the academic year
for 1994/95.

® The SSCE wasintroduced in 1994 and ‘O’ levels gradually phased out. 1997/1998 was the last year of
‘O’ level examinations.
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Table 8: Digribution of Tutor Qualification by Subject, 1994/95

Subj ect Non-Graduate Tutors Graduate Tutors
Mathematics 14 9%
Science 24 24
Agricultural Science 15 413
Ghanaian Language 1 57
English 75 82
Culturd Studies 1 6
Physical Education - 3
Life ills 1 26
Vocationd Skills 8 42
Social Studies 60* 4
Accounting - 3
Religion 10 7
Music - 29
Technicd Skills - 25
Art 6 16
Total 269 586

Source: Basic Education Sector Assessment School Review, MOE, 1995a
Note: *Social studies tutors consist of those who have studied geography, economics, political science and

history, and not necessarily social studiesasadiscipline

More recent data on the number and qudifications of TTC tutorsin 1997/98 reveds an
increase to 1,044, and adight increase in the proportion of non-graduate tutors to 33%.
Current policy encourages TTC tutorsto gain & least a degree-leve qudification. In
1997 femde tutors made up only 21% of the total teaching gaff. In the same year, the
student population of 20,399, and tutor population of 1,044, resulted in an average
trainee-tutor ratio of 19.5. If the officid trainee-tutor target of 15:1 isgpplied thereisa
shortage of TTC tutors.

Table 9: Teacher Training College Tutors by Qualification and Gender, 1997/98

No of tutors Graduate Non-graduate Male Female
Tutors Tutors
Total 104 48 696 821 223

Source: TED/GES Statistics, 1997

The TTC curriculum is a three-year Certificate ‘A’ course for basic education. It provides
for three thematic aress - generd education (30%); academic education (30%); and,
professond dudies (40%). Genera education is comprised of eght ‘coreé subjects taught
in dl 38 TTCs Thee ae badc mahemaics, English language, sdence, Ghanaan
language, physcd educaion, culturd dudies education, and agriculturd sudies Under
the ‘academic education’ component of the programme, each student tekes two eective
subjects chosen from science-based subjects (group one) or vocationd subjects (group
two). Subject avalability varies from college to college with some specidisng in group
one subjects, and others in group two subjects.
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Timetabling provides for adout 30 forty minute periods a week over three yeas
Offiadly, dl colleges provide 33 weeks of indruction per year. Colleges, however, have
the flexibility to organise ther own schedule, but are required to inform the Teecher
Education Directorate. During the second and third years, each subject area is divided
into two pats subject knowledge content and subject methodology. The education
course is focused on issues related to the theory and practice of education, and does not
relate to any specific subject area.

Table 10: Teacher Training College - Core Subject Time Allocation (per week)

Core Subject
mathematics
science
agricultural science
English language
Education

Cultural studies
Physical education
Ghanaian language
Tota
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Table 11: Teacher Training College - Elective Subject Time Allocation (per week)

Elective Subjects Studentsselect two subjectsfrom

either Groups1or 2

Year 1 Year 2 Year 3

Mathematics 2 2 10
Agricultural science 3 3 10
Science 2 2 10 GROUP 1
Technicd skills 7 7 8
Physical education 6 6 10
English literature 5 5 12
Socid studies 5 5 12
Vocationd skills 5 5 12 GROUP 2
lifeskills 5 5 12
French 7 7 12

Teaching practice is officidly expected to last eight weeks dthough the actud time spent
aopears to be much less typicdly five to sx weeks. This is lagdy due to the poor
organisation of teaching practice in the schools (Akyeampong, 1997).

An andyss of three TTCs by Akyeampong (1997) reveded during the three year course
that only about one-third of the time is gpent on activities directly reaed to dassroom
indruction and assessment (see Table 2.4). Moreover, this excdludes time logt due to tutor
absentedam, tutor lateness and other regular college disruptions.  Consequently, the
qudity of indruction and assessment suffer.
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Table 122 The Breakdown of Official Term Timein Three Colleges

Term Official Approximate Examination Other ActivitiesEvents
Term Time Contact Timefor Time (weeks) (weeks)
(weeks) Teachingand
L ear ning (weeks)
1 12 Yea 1. 10 Year 1. 0 Year 1. 0
Yeas2&3: 6 Yexr 2 0 Yexr 2&3:
Teaching Practice (TP): 4
Orientation/Settling: 1
Sporting Events: 1
2 11 Year 1: 7 Year 1. 2 Year 1: 0
Year 283 3 Year 283 2 Years2&3:
TP 4
Examination preparation: 1
Sporting Events: 1
3 10 Year 1. 7 Year 1. 2 Year 1: Exam Preparation: 1
Year 283 4 Year 283; 5 Yeas2&3: 0
Total 33 Yea 1. 24 Year 1. 4 Year 1. 5
Year 2&3: 13 Year 2&3; 13 Yeas2&3: 13

Source; Akyeampong, 1997

The Inditute of Education a the Univerdty of Cape Coast has sole responshility for
conducting examindions and catifying pod-secondary teacher tranees The Inditute
engages examingrs to st questions and moderators to check them, and adminigers the
examinations Sdected tutors from the training colleges mark the examination scripts a a
centrd resdentid marking centre. The examination conditutes 70% of the overdl marks
awvaded to teecher tranees with the remaning 30% from intend continuous
assessment.

Each subject examination congds of two papers. Paper 1 focuses on subject knowledge.
Paper 2 covers the subject gpplication (or methodology). Teaching practice (practicum)
and ‘long essys, in which students have to write on an agpproved topic rdaed to
teeching and learning, conditute separate examinable subjects. Students have to pass the
teeching practice before their remaning subjects can be conddered for assessment.
Candidates are required to obtain at least an average pass mark of 40% in both papers
before they are awarded a pass in the subject as a whole. Teaching practice is supervised
by college tutors uing a one to five grading scde that is rdaed to pecified
competencies, skills and attitudes in teeching.
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CHAPTER 5

TEACHER SUPPLY AND DEMAND

The badc parameters which determine the demand for new teachers in Ghana a primary
and JSS levd are the growth in the school age cohort, the need to increase participation
rates to levels that ensure dl children complete the badc cyde the numbers leaving
teeching who need replacing (dtrition), and the agpirdions to limit increases in the pupil-
teacher ratio to mantan qudity. In addition those who are currently untraned will need
upgrading to minimum levels of qudification to ensure that dl teechers are trained.

The age cohort of 9x year olds was reckoned to be 582,000 1998 (GMOE 2000) of whom
457,000 were enrolled giving an inteke rate of about 78%. Primary school enrolment in
1998 was 2.29 million, and 1.31 million a JSS. Gross enrolment rates across the primary
cycle averaged about B% in 1998, having fdlen from nearly 80% in the early 1990s. At
JSS leve gross enrolment rates were gable through the 1990s a around 58%. Over the
period from 1988 to 1998 the school age population of 614 year olds grew by nearly 4%
per annum (GMOE 2000).

Changes in the number of sudents and qudified and unqudified teachers and the pupil-
teacher ratio are shown in Table 13

Table 13: Numbersof pupils, trained and untrained teachers, and pupil-teacher
ratios 1988-1998.

Primary JSS

1933 1993 1993 1983 1993 1998
Pupils 1677100 2047300 2283300 610100 645000 755200
Teachers 65300 67800 63700 32600 33800 37700
Number qudified 37500, 46400 51000 22200 25500 32600
Number unqualified 27800) 21400 12700 10400 8300 5100
% unqualified 426 314 199 319 246 135
Overdl PTR 25.7 30.2 359 187 19.1 200
Qudlified teacher PTR 44.7 441 449 275 253 232

The totd number of teachers & primary levd hes fdlen over the lagt ten years, whilst
enrolments have grown by 37% with the necessary consequence that the average pupil-
teecher ratio has increased from 26:1 to 36:1. Interestingly the pupil to qudified teacher
ratio has remained farly congtant a about 45:1. At JSS leve the number of teschers has
increased by 16% and the number of students by 24%. Overdl pupil-teacher retios have
increesed margindly to 20:1 and the pupil per qudified teecher ratio has fdlen to 231
12,700 primary teachers and 5,100 JSS teachers are untrained.
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Teacher dtrition rates are difficult to estimate. Over the period 1988 to 1998 Mereku
(2000) estimates that training colleges produced 54,100 teachers who were posted to the
basic school systen?. In 1988 there were about 59,700 trained teachers employed in
primary and JSS schools. Ten years later the number was 83,600 — an increase of 23,900
or 40%. Thus the rate of increase in the number of trained teachers employed was a little
bedow 4%. The rate & which newly traned teechers were being posed was averaging
about 9% of the number of trained teachers employed. The difference (954% = 5%)
gives an edimate of the underlying rate of trained teecher atrition from dl causes.

There are reasons to suppose tha the attrition rate may be risng. Meruku (2000) notes
that the intake into UCEW programmes to upgrade Certificate “A” teachers has increased
dramaticaly from about 300 per year in the early 1990s to 2300 in 1999. These teechers
dudy full-time and therefore create temporary vacancies in the schools. If most do not
return to primary or JSS teeching after completing thar upgrading they will increese the
rate of atrition of trained teachers by between 1% and 2%. It is possble, but by no means
catan, that atrition rates may rise further if HIV/AIDS follows a amilar pattern to that
in some Southern African countries where teacher dtrition has risen to wel over 10%
(Kunje and Lewin (2001), Benndll, Hyde and Swainson (2002).

It is now posshle to edimate future demand for teacher traning over a ten year period
udng different assumptions. Table 14 shows the results usng a number of basc
assumptions. Frg the rate of growth of the age cohort is maintained at its historic leve of
4%. Second, the pupil-teacher ratio remans a& 36:1 and teacher attrition is 5% annudly.
Third, the gross enrolment rate remains condant a 72% in primary and 58% in JSS. The
number of new teachers that need to be trained each year is indicated in row 10 for 2000,
20005 and 2010. The additiond numbers that would be needed to achieve a GER of
100% are indicated in row 12. Ladly the numbers of untrained teachers requiring training
areindicated in row 13. Table 15 reports the same projections for JSS.

® This figure represents those posted. There is no data on how long they may have remained in these
postingsor if they actually took them up.
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Table 14: Future Demand for Teachersat Primary Leve

Year 1998 2000 2005 2010
1|Agegroup 6 years 582223 629732 766166 932158
2|Primary population 6-11years 31557 3413268 4152762 505247(Q
3 Primary Enrolment 2288768 2475531 3011863 3664391
41Qualified Teachers 50064
5/Unqualified Teachers 12725
6| No. teachersneeded at PTR of 63577 68765 83663 101789
36:1
7|No. of teachersin post 63689
8 New Teachersneeded asaresult 43 21 3347 4072
of population growth
9 Teacher attrition at 5% 3179 438 4183 5089
1J Total annual demand for teachers 5722 6189 7530 9161
at congant GER 72%
12 Total number of teachersneeded 87660 94813 115355 140346
for GER100%
12 Additional numbersneeded GER 24083 26048 31692 38558
72% to GER100%
13 No. unqualified needing training 12725

Table 15. Future Demand for Teachersat JSS Leve

Year 1998 2000 2005 2010

159JSS population 12-14 year s 1309780 1416658 1723581 2097000

16JSS Enrolment 755162 816783 993742 1209039

17Qualified Teachers 32647

1§ Unqualified Teachers 5081

19No. needed at PTR of 1:20 37758 40839 49687 60452

2q No of teachersin post 37728

21INew Teachersneeded asareault 1510 1634 1987 2418
of population growth

22 Teacher attrition at 5% 1888 2042 2484 3023

23 Total number of teacher sneeded 33:8 3676 2472 51
at congtant GER of 58%

24 Total number of teacher sneeded 65489 70833 86179 104850
for GER 100%

25 Additional numbersneeded GER 27731 20094 36492 44398
58% to GER 100%

26 Nounqualified needingtraining 5081

The results of these projections show that:
1 |If the PTRs and GER reman condant annud demand for new teachers rises

from 5,700 to 9,100 at primary and 3,400 to 5400 a JSSi.e. atota of 9,100
to 11,300 over the period from 1998 to 2010.
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2. If dl untraned teachers were to be traned over a five year period then
demand for training, but not new teachers, would increase by about 2500 at
primary level and 1,000 at JSS’ or 3,500 a yesr.

3. Totd anud demand for new primay and JSS teechers rises from about
12,600 a year a the beginning of the projection period to 15,500 in 2005 (the
las year of training of the untrained), and to 14,500 by 2010 (after dl
untrained teechers have been trained). This can be compared to the current
total output of about 6,000 per year from the 38 training colleges.

Thee levels of demand for traning are substantidly above current cgpecity. Before
reeching condlusons it is important to note some of the factors that may mean the
edtimates are too high or too low. First we congder factors which might incresse demand.

1). Traned teacher attrition rates may be gregter than the 5% assumed, especidly
for JSS teachers. If greater numbers take up opportunities for sudy leave and
higher levd training they may move out of the badc education sector dtogether.
Attrition rates rdated to HIV/AIDS may rise In other countries prevdence of
infection is grestes amongs the age group into which teacher education students
fal. If atrition rates were to reach 10% the number of new teschers needed each
year & condant GER and PTR would incresse from about 7,100 to 11,700 at
primary, and from 4,500 to 7,000 a JSS by 2005. This would creste an additiond
demand of about 7,100 per year by 2005 to be added to the numbers necessary
under 5% atrition giving atotd demand of over 20,000 ayear.

if). Dropout rates gppear high from P1 to P2, and from P6 to JSS1. Dropout rates
gopear to have been fdling from an average of about 8% to lower leves (MOE
2000). This will have the effect of increesng the number of Sudents in the
sydem. If the PTR is to reman condat the demand for new teechers will
increese, as will the gross enrolment rate. The magnitude of this effect is uncertain
but it could add to anud demand for new teechers subdantidly. If average
dropout fell by 1% per year a least 1,000 new teachers a year would be needed. If
the higoricdly high dropout between P1 and P2 was dramdicaly reduced the
number needed would be much gregter.

The main factors that might reduce demand for new teachers are identified below.

I). The rate of growth in the school age cohort may dow. This rate is determined
for the next Sx years by those dready born. In the long run a fal from 4% to 3%
would have the effect of reducing demand for new teachers by 25% but this
would only have its full effect nine years after the Sx year old age group began to
drink. For medium term planning reductions in birth rate occurring now are
unlikely to be sgnificant.

" Thiswould also temporarily increase the demand for new teachers assuming that replacement cover was
organised for those in training.
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i). If repetition is reduced the flow of pupils through the school system will
accderate, reducing totd enrolments. However, repetition in Ghana is dready low
and gppears to be no more than 2% as a result of automatic promation. The effects
of any reduced repetition will therefore be margind.

iii). If pupll-teacher ratios were dlowed to rise, the demand for new teachers
would diminish. We can smulae the effect of dlowing PTRs to increese from
36:1 to 40:1 a primary and 20:1 to 25:1 a JSS whils maintaining consant GERs
and a 5% attrition rate. The result is that ®w teachers needed annudly would fal
from 7,500 to 6,800 at primary and from 4,500 to 3,600 at JSS by 2005, a total
reduction of about 1,600. It should be remembered that class Szes are often
between 25%-50% grester than PTRs a primary level, and 50% b 100% grester
a secondary, as a result of teacher class ratios being greater than 1:1. Increases in
PTR are therefore not desirable.

In summary the demand for new teachers, and training to reduce the backlog of untrained
teechers, is more than double current output from the Colleges of Education. If attrition
ratesriseto 10% it will rise to three times current output if PTRs are not to rise.

The prognosisis even more chdlenging if FCUBE isto achieve its objectives.

If a consarvaive target is chosen (i.e. the achievement of GER 100% by 2010 for primary
and JSS, representing the condition where there are enough school places for dl children
of school age®) additiona teechers are needed over and above these esimates which
assume that GERs remain condant. The totd additiond number needed rises from about
24,000 to 39,000 a primary, and from 28,000 to 44,000 a JSS over the period from 1998
to 2010. Trandated into annud additiond demand, something like 7,000 more new
teachers would be needed each year to achieve GER 100% at primary and JSS, over ad
above those needed to mantain current GERs. This implies a totd annud demand of
22,000 to 29,000 depending on the attrition rate chosen. Once GER 100% was achieved
demand would fal back to repacement levels of about haf these amounts.

8 See Colclough with Lewin 1993 for afull discussion of Education for All goalsand their definition.
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CHAPTER 6

EMERGING POLICY ISSUES

A number of conclusions can be reached from the andlyss o far.

Fird, the teacher education sysem needs to increase its output substantidly if PTRs are
nat to increase and the proportion of untrained teachersisto be reduced.

Second, the magnitude of increases needed is subgtantid. Between two and three times
current output is needed to maintain the exising GERS, and cover demand generated by
population growth, attrition and reduced dropot.

Third, achieving GER 100% by 2010 would require an increase in output of three to four
times current levels.

Fourth, these levdls of demand could not essly be met by expandon of the current
sysem. It is not feasble to assume that the 6% of the education budget dlocaied to
teacher education could be raised to the levels necessary. Nor is it plausible that increased
internd efficiency could result in gainsin output of these magnitudes.

Severd drategies could address the quesions raised by this andyss and the issues
identified in the earlier destription of the teacher education sysem. The options can be
put in the fallowing way.

1. Increase dlocation of resourcesto teacher education

2. Increese the internd effidency of the training college sysem to generae
increesed output a reduced unit cost by exploring opportunities for cods
saving, and improved use of college resources.

3. Congder radicad dternatives for the training of teachers which would increase
supply a susainable cost.

6.1 Increased Allocation of Resourcesto Initial Teacher Education

The share of the recurrent budget that teecher educetion tekes has been rigng. Few
countries dlocate more than 6% of naiond educationd spending to initid teacher
education. Currently 6% of the recurrent budget amounts to about US$14 million.
Increesng this through the drategic use of foreign assdance is imagingble given the
magnitude of the flows of assdance avalable If initid teecher educaion were to be
prioritised within FCUBE it is concevable that the amounts dlocated could be doubled
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or tripled for a period agang the target of achievement of universal enrdlment and a fully
trained teaching force working in schools a appropriate levels d pupil-teacher ratio. This
obsarvation merdy indicates that the finanaid challenge is not insurmountable.

Two other obsarvations are important. Even if it were possble to expand the financid
resources avalable the current teacher education sysem does not have the capecity to
double or triple enrolments. It should not be assumed that Smply increesng the scae of
the exiging sysem is the best option given the evidence that MUSTER has accumulated
on its efficiency and effectiveness

Second, we note that a congderable volume of resources is currently directed towards the
upgrading of qudified primary and JSS teachers through to diploma and graduate Satus.
These programmes ae modly full-time resdentia courses which have a direct cost and a
teacher replacement cogt (i.e every student is cogding more than twice their gross sday
to up-grade). They dso anecdotdly often lead to those who have upgraded leaving
primary and JSS teaching.

The key quedtion that has to be addressed is whether some of the public resources used
for upgrading should be redirected in the short term to initid training. This would dlow
the GER to increese and maintain the pupil-teacher ratios & exiding leves in line with
FCUBE objectives. The present system appears to vaue the possble increase in qudity
tha might aise from up grading, over the bendfits that would accrue from providing
more traned teachers to schools which have untrained teachers and very large dass 9zes.

6.2 Increased Internal Efficiency

The MUSTER gudies lead to a number of observetions about the internd efficiency of
the present sydem of initid traning. Frd a reminder of exiging college cods ad
financid Sructure.

6.2.1 The Sructure of Costs

Daa from 12 colleges indicae that average college costs per trainee are about US$680
per sudent. There is a variation from about US$550 to as much as US$ 1,000 which, in
this sample is unrdated to d9ze. Typicdly colleges ae amdl in terms of totd enrolment
(average 450 in this sample and 500 across dAl colleges) and have about one member of
teeching dtaff to 15 to 20 dudents.  This year college Sze and student teecher ratios may
have been fdling as gricter entrance conditions have been imposed.
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Table 16: Trainees, Saff, Student Teacher ratiosand Unit Costsfor 12 Colleges

College  [NoTrainees Teaching Staff Student Teacher Unit Cogt (US$)
Ratio

1 445 23 19.3 553
2 440 22 200 59z
3 535 28 19.1 614
4 489 21 233 68¢
5 600 41 14.6 67¢
6 309 20 155 45¢
7 44 A 145 9A(C
8 358 2 16.3 121
9 434 27 16.1 55(
10 4A A 145 631
1 519 22 236 68¢
12 364 20 18.2 1004
Average 457 26 179 671

The gructure of College financing is unusud in the sense that mogt of the cogtslieinthe

vaueof trainees gipends. This can beillustrated with reference to budgetary detafrom a
particular college for the current year (2000). In this case there are about 320 students, 30
teaching gaff, and atotd of 48 nonteaching gaff.

Table 17: The allocation of a College Budget

Category Percentage of Total
Teaching Staff Sdlaries 128
Nortteaching Salaried Staff 33
Daily Paid Staff 39
SSF 25
Miscellaneous 0.3
Trainee Stipends 76.8
V ehicle maintenance etc. 01
Tota 1000

This spedific case confirms MUSTER data across the college sector. Typicaly across the
college sector about 75% of direct cogts are in dudent stipends, 20% in college sdaries
Fplit between teaching and nonteaching dtaff about 60/40, and about 5% in nonsdary
expensss. College running codts are conceded in this budgetary dlocetion system.
Tranees do not recave the entire vdue of the gipends snce a proportion is held back
and used by the colleges for operating costs. Our estimates indicate that about 40% is
deducted from payments to trainees and dlocated to purchases of food, equipment,
learning materids etc.

The scope for cogt saving is limited by the man paraneters identified above. Increesng

the dudent-gaff ratio would reduce costs per dudent but ratios above 20:1 might be
thought to be unsuited to conventiona curricullum ddivery. The only dement of cods
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that might be reduced rdates to dudents sipends. Judgements would have to be made
whether that proportion which is withhdd is effidently dlocaed and whether the
proportion of the dipend pad directly to students for living expenses (exduding what the
colleges provide in the form of board and lodging) is appropriate. The latter amounts to
about USS$ 330 per year, out of atotd unit cost of nearly US$700.

This unusud cost dructuring has implications for ways in which effidency gains might
be condrained. A firs order anadlyss of college codts indicates that as currently structured
most cods are varidble and rise directly with the numbers of sudents. This is because so
much of the cod is in Sipends. Increesing average college Sze from current levels which
are smdl by internationa standards ought to reduce unit codts as fixed codts are Soread
over more sudents. This would not result in ggnificant savings in this sysem snce it is
only perhaps 10% of the cods that could be regarded as fixed within different ranges of
enrolment. It would be logicd and manegeidly useful to ssparate budget running cods
and gudent stipends, and separate fixed and variable costs. Currently there appears no
incentive to increase the efficiency with which resources are used.

6.2.2 Curriculum and Assessment

We have dready noted that the college teaching year is not as it seems in the sense that
the actuad number of weeks of teeching ddivered in the colleges is wdl bdow the
theoreticd maximum (see Table 12). Although 33 weeks are avalable a year for teaching
the red number of teaching weeks is much less Out edimates suggest that normd
teaching takes place for about 24 weeks in the firs year, and 13 weeks in the second and
third years (exduding a nomina 4 weeks of teaching practice a year). As much as one-
third of teaching time is used for other activities, notably very subgtantid amounts of time
in preparing for and taking assessment tasks.

The college tutors we have interviewed frequently referred to the condraints of time on
wha they could actudly do. With looming examinations in mind, overcrowded syllabus,
and extracurricular ativities there was very little time in their view, to engage in
learning activities that required extengve exploratory or reflective work by dudents.
This had the effect of compdling them to resort to lectures and notetaking. We
frequently observed the interest shown by sudents in pamphlets that had been written by
tutors for sde to dudents These pamphlets were in actud fact lecture notes usng pest
examination questions as examples and were very popular.

Fully 9 weeks out of 33 weeks are being used in years 2 and 3 of the exising curriculum
for examination prepardtion and gtting. This does gppear excessive. Incressing active
learning time could improve the qudity of learning and might lower falure raes Falure
rates of 20%, an average across the Colleges, increase unit codts per trained teecher by a
gmilar amount and represent wastage, especidly if falure is not retrieved by successtul
restting.
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6.2.3 Curriculum and Teaching Loads

The way in which teeching is organissd has important implications for curriculum
ddivey. In the training colleges dmog dl the teaching is organised in a dassoom and
scheduled according to subject specific contact hours with tutors. This means thet often a
tutor's teaching load is viewed srictly in terms of the fixed contact time with Sudents. A
common complant from tutors is that their teaching load is excessve and that this makes
it unredigic to expect them to provide learning experiences of kinds that would
potentidly increase their teaching workload. It raises dl sorts of quedtions for curriculum
ddivery in the colleges

For example, if for reasons of providing rich professond learning for sudents, tutors are
encouraged to provide a wider range of learning opportunities, what are the implications
of this for ther teaching loads? Are tutors currently heavily loaded and how should we
conceptuaise teaching loads? Is it possible, or indeed reasonable to reduce tutor-student
contact hours and increese dudent group work vis-avis projects, investigations,
reflective assgnments and individudised sudy, to teke advantage of the possbilities
these offer for improving learning to teach?

MUSTER has andysed tutors teaching loads in two colleges, to ascertain whether the
much referredto impect of teaching load on indructiond practice reflects lack of
management effidency or is an organisaiond problem. The didribution of students on
each of the programsin the two colleges used for thisandyssare shown in Table 1

The ovedl daf-dudent ratio is as folows College A — 1.15 College B — 1:21.
Colleges A and B run dightly different programmes

Table 18: Number of Tutorsand Student Digribution by Number in Each
Programmefor 1999/2000

Programme/Number of sudents
College No. of tutors GTTP PTP SSP Total
A 45 500 197 697
B 35 470 256 - 736

*Number of tutors excludes Principals of the colleges
GTTP — Genera Teacher Training Programme, PTP — Primary Training Programme, SSP — Subject
Specidigt Programme

The Ghana Minigry of Education (MOE) policy on gaff recruitment dipulates that taff-
sudent ratio should be 1:15 and tutors should teach between 32 — 36 periods a week (a
period = 40 minutes). Basad upon this policy, College A has a high gaff-student retio of
1:21 and College B aratio of 1:15 which stidfies the officid requirement.

If one makes the assumption that a tutor teaches different student groups of 15 students
for each period, the following results can be deduced. For a aff-student ratio of 1:15, a
tutor has to be in a dassoom with teaching contact with a minimum of 480 Sudents (15
students per period x 32 periods) and a maximum of 540 students (15 students per period
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X 36 periods) a week. This actudly results in an offidd teaching load in student-hour
terms ranging from 320 per week to a maximum of 360 student-hours per week® . What
is the actud teaching load in the colleges and how do they compare with the officid
figures?

Usng actual teeching loads the average teaching load in sudent-hours for WTC is 458.
The edtimated contact time with students is 12 hours, the average number of periods per
week is 17 (ranging from 3 —18). The average tutor is engaged in teeching 278 dudent
periods each week. In College A the tutor-student ratio is 1:15 as recommended. Tutors
have larger loads in terms of sudent periods than implied by the guiddines. However this
is achieved by usng group Szes which average 40. The consequence is that the average
number of teaching hours a tutor actudly teaches is only 12 per week for the weeks of
norma operation. Our daa illusrate a wide range of teaching loads across the tutors
which aises from thar speddisdions, the dective choices tha dudents meke, and
choices made about teaching group Sze. Mog tutors teach both fird and second year
courses and therefore have to prepare materid for both.

Figure 7 shows the daff teaching loads in teems of contact hours and Sudent teaching

hours ddivered by the teaching gtaff (exduding the Prindipd and Vice-Prindpds) in the
subjects offered in College A.

Figure 7. Teaching Load in sudent-hoursby saff member - College A

Teaching Load in student-hours by Staff Member
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Although 71% of tutors teach more than 360 sudent hours per week, they are actudly in
contact with student groups for 12 hours on average. Inefficencies arise from uneven

® Student-hours appears to provide a better picture of workload. Each period of 40 minutesfor a32 or 36
period schedule works out to be aminimum of 21.3 contact hours and a maximum of 24 contact hours
respectively. In student-hourstermsthisis between 320 —360. (i.e. 21.3 x 15) Thereforethe higher the
value of student-hoursthe greater the work load because of the number of studentsto deal with and its
implications for the organisational demands of student learning.

30



work loads across gaff with different specidistions, whereby some are rdaivey heavily
loaded and others have fewer periods with small groups.

In College B none of the tutors is able to meet the MOE minimum teeching load of 32
periods a week, patly because the college has a favourable staff-student ratio. Figure 2
shows the daff teaching loads in teems of contact hours and student teaching hours
ddivered by the teaching daff (excduding the Principd and Vice-Principals). The number
of sudent periods a tutor works in a week ranges from 51 to 736. The average is 363
dudent teachers a week, a figure much higher then that of College A. Tutors teach on
average 7 dasses in a week and most work a two different levels. The average dass sze
is 52. The average teaching load in sudent-hours a week is 614 which is congderably
higher than College A and 97% exceed the nationd Minigry guiddines. However tutors
teech on average 12 hours a week, the same as in College A, because of the larger
averagegroup Sze.

Figure 8 Teaching Load in sudent-hours by staff member College B

Teaching Load in student-hours by Staff Member
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E6 belongsto two different departments, E1 and M6 areVice-Principals of the College

Recruitment of daff is done exdusvey by the Principd of a College whose only guiding
rule is to kegp within the officdly recommended daff-student ratio of 1:15. It is clear
tha the guiddine is ds0 sometimes ignored. It dso leads to Stuations where some
depatments are underdaffed and overburdened whilst others are overdaffed and under-
utilissd. For example, dthough College A has the full complement of daff (usng the
1:15 ratio), the socid dudies depatment has only two tutors teaching a totd of 70
periods a week, wheress the stience depatment has five tutors teaching a tota of 48
periods a wesk. The physicd Education department has three tutors sharing a totd of 27
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periods a week. It would appear from the andyss of teaching load in the two colleges
that the problems emanate from both organisationa structure and curriculum demand.

Issues about Staff-tutor ratio and tutors workload are complex and ther resolution may
not be ample as they rase a lot of chdlenges tha touch on palicy, politics and practice.
Nevethdess any serious atempt to improve curricllum ddivery to yidd pogtive
professond learning outcomes will need to face the chdlenges it presents  Cetanly
more research into this is required, paticulaly andysng daa from dl the 38 teachers
training colleges in Ghana to see the petterns that emerge, which colleges are managing
better and why.

The data we have do indicate that there may be some scope for more efficient utilisation
of staff. Average class contact times of 12 hours per week (2 hours per day) do not seem
excessve espedidly when coupled with the large amounts of time dlocated to assessment
tasks Group Szes could be smdler with larger numbers of contact hours, if it wes
thought this would improve the qudity of learning. More fundamentdly the problem of
effident utilisstion of daff revolves around the rdaivdy smdl sze of Colleges the
number of subjects in the curricullum and the willingness and &bility of tutors to teach two
or more subject areas. A review of policy in these areas might produce opportunities to
expand evolment and mantan Sudent contact and degpen leaning experience with
modest increases in daff-gudent contact time. Currently Colleges do not appear to have
an obvious incative to manege daf time more efficiently. Teaching group Szes are not
monitored and more rather then less effective deployment brings no dear bendfits to the

Callege

6.3  Reflectionson the Proposed “ Inln-Out” System

A policy decison has been made to adopt an “InInOut” modd of initid traning to
replace the current three-year full-time “In” programme. This would reduce the period in
College to two full-time years followed by a year of supported teaching practice in
schools leading to a find examindion and cetification. The ddalls of this new system
ae emerging. Maerids are being developed to support the “out” year and the college
curriculum is being adgpted for a two-year cycle Many of the detals of how the system
will work are yet to be determined and this mekes andyds of its potentid benefits
problemdtic. It is ussful, however, to offer some prdiminary obsarvations rdaed to
finance and to problems of increasing output of trained teachers.

As we have seen the cods of the current sysem of teacher education based in the
Colleges are substantid. Each trainee incurs direct public expenditure of about $700 per
year, making the cogt of training a teacher about $2,100 over three years. During this time
tranees do not teach, except during their teaching practice. There is therefore a notiona
opportunity cost of three years of a primary teacher’s sdary (about (US$600-1,800 per
year) to be added to the $2,100 if afull cogting isto be made.

If an“InIn-Out” system were adopted the consequences might be asfollows.
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Frg, output of the Colleges would increase by 50% assuming College plant were utilised
a the same levd of intengty as is currently the case. New trainees could be admitted
during the “out” year. Thus each traning cohort across the College sysem would
increese from about 6000 to about 9000. After three years annua output would rise to
9000 with the completion of training of the exiging cohorts.

Second, assuming no additiona teaching staff were recruited to the Colleges, costs per
traned student would fdl. The reduction would depend on whether daff could cover
whatever additiond workload was generated by sudents during the “out” year over an
above thar current workload. If additiond staff were employed savings would be reduced
pro-rata

Third, no additiond nortteaching oaff would be needed unless infresructure was
required to support trainess & a disgance. Cods per sudent arisng from this category
might then fdll.

Fourth, there might well be increases needed in the nonsdary budget if the frequency of
school vidting was increesed and more materid support needed to be produced (sdf-

indruction manuds ec).

Ffth, currently about 40% of <Sudents dgipends ae withhdd for College running
expensss. Presumably student teachers would receive the whole subsdy if they were
working in schools, not the 60% currently paid directly to sudents.

Under the “InInOut” proposas the cost per graduate is unlikdy to fdl ggnificantly.
This is because the bulk of cods are in sudent stipends which would continue to be paid.
Any reductions in cods reaed to college sdaries per sudent would only affect the 20%
of unit cogts which is currently dlocated for this purpose. Smply put if saffing cods per
graduate fdl by 20%, the net effect would only be a fdl in overdl unit cods per traned
teecher of about 5%. And this assumes no dgnificant additiond cods aisng from in-
school support in the form of subgantialy increased school vidting and/or alowances to
school gaff to mentor trainees.

A dmple comparison can be made between conventiond three-year training and “In-In-
Out”. Table 19 does this The assumptions are: that overdl unit costs are about US$ 700
per year, in-college cods do not vary, for the third year support is provided which is
coded & 25% of teaching staff sdaries 10% of non-teeching saff sdaries, and 50% of
nonsday cods Student stipends remain unchanged. The result is that the overdl cost of
a trained teacher fals from US$2,100 to US$1,969 — a reduction of about 6%. Since the
output from “InInOut” would be 9,000 not 6,000 after three years, the totd costs of
initid training would rise by 50%-6% = 44%.
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Table 19: comparisons of Costs between Conventional and “ In-1n-Out” (US$)

Teaching Staff [ Non-teaching | Stipends | Non-salary | Overall

Salaries Salaries Unit Cost
First Year College Cost 84 54 525 3H5 700
Second Y ear College Cost &4 54 525 35 700
Third Y ear College Cost &4 54 525 35 700
Total Cost 252 168 1575 105 2100
“In-In-Out”
First Year College Cost 84 54 525 35 70
Second Y ear College Cost & 54 525 35 700
Third Y ear College Cost 21 6 525 18 569
Total Cost 189 118 1575 83 1969

The man resavdion to this andyss which shows only magnd cos savings per
tranee is that red and subdantid savings aise if dudent teechers in their “out” year
perform some or dl of the normd duties of teachers in schoadls. If they take responghbility
for classes, thus releasing other teachers to teach other classes, then they add to the
numbers of teachers in pod. Ther dipend can be thought of as a sday, and there is no
notiond replacement cos. This may or may not be what is intended. If it is not then “In
InOut” is not much chegper then the exiding sysem. If higher leves of support than
those assumed in this mode were to be provided (eg. through dlowances to school daff
to support trainee sudents activey), then “IninOut” could be more expengve than the
current sysem.

One further reservetion is gppodte. “In-In-Out” may dilute contact time between College
daff and dudents during the period in College It is possble internd timetabling
decigons will result in larger group szes This is because in each College the same totd
numbers of students will be grouped across two years rather than three. If this occurs the
number of teaching contact hours per tutor will fal by up to one-third. If this occurs,
dthough cods will appear amilar, the experience of students and their contact with saff
will be diminished.
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CHAPTER 7

SOME MORE RADICAL ALTERNATIVES

None of the options we have explored would be sufficient to meat the levels of demand
for new teachers identified in the andyss of supply and demand. Though the financing of
subgtantiadly increased initid teacher education to increese the probability of achieving
the gods of FCUBE is imagindble with externd support, the mechanisms necessry to
provide expanded output without reduced qudity are uncdear. Exploring the scope for
cod savings within the pattern of college budgeting remains dtrective, better use could
be made of learning and teeching time, and more efficient timetabling and deployment of
staff ould have benefits. Taken together these could not result in a doubling or tripling of
output. At best “InInOut” will increase output by 50% three years into the future. Are
there any other options which could be explored to meet the needs of FCUBE?

Frd, as dready noted, dSgnificant training cgpacity and public subsdy is currently
dlocated to upgrading trained teachers. This is dedrable but the quedion is whether it
should teke precedence over the need to expand initid training. If the judgement is that
initid training is more criticd to FCUBE then some of the resources currently invested
should be redirected. One possble pathway would be to shift upgrading activity towards
digance and modularised programmes which can be completed without long periods of
ful-time atendance and full pay reesse time To progress through initid traning a
Certificate leve, through a Diploma to degree level currently takes seven years or more
of ful-time sudy, which cog a least double the sdary cogst of a teacher per year. This
may be anomdous whilst GERs in badc education remain below 75%.

Second, no use is currently made of cgpacity tha may exid in the private sector to
provide training environments for new teachers. The CRIPEQ dudies suggest that private
schoals achieve higher levels of pupil achievement than those in public schools They are
adso respongble for educating a subgantid proportion of the age group. It may be that
opportunities exist to enter into public private partnerships with established private sector
providers that could assg in expanding training cgpadity and in improving qudity. The
possbilities should be explored.

Third, more radicdly the demands of FCUBE invite recongderation of perceptions of the
naure of a trained teecher and the career trgectory for professond development. The
curent sydem of initid traning is heavily front-loaded. Three years of full-time traning
is expendve and risky. There is no guarantee that those who accept a long period of
subsdised traning will work long enough to repay the cogt through more effective
performance on the job. Shortening the initid period of training to one or two years, and
aranging sequentid periods of subsequent professond development after severd years
in pog, could have saverd possble advantages. It would provide an incentive to remain
in the teaching profession, it would ensure that those invited for further traning were 4ill

35



practisng, and it would mean that such training could truly be condructed as continuing
professonad deveopment, drawing on the experience in the dassoom of the kind initid
tranees currently do not possess. It might invite the kind of career progresson that
moved through a series of stages which offered promotion in sages over time to those
who gpplied themsdves effectivey.

Fourth, if a redity is to be made of more school-based gpproaches to training, links
between Colleges and schools need to be strengthened. MUSTER research suggests thet
though teeching practice is highly vaued by trainees it is often organised in ways which
do not take full advantage of its potentid bendfits. It may not be wel supported either
from Colleges or by schools the experience that dudents have may not provide them
with a range of experience across grades and with different types of pupil, and they may
expeience a lagdy unplanned induction into teeching rather than one desgned to
maximise the opportunities to learn good practice. If this were to change one strategy will
be to link Colleges and thar gaff much more dosdy to duders of schools ther needs
and the needs of school daff in a supportive role This would have condderable
advantages in developing more opportunities to capitaise on the expertise that does exis
in schools and bring the theory of teacher educaion into a dosr rdaionship with the
practices of the profession.

Ffth, MUSTER research reveds that the academic achievement of many applicants to
initid training is low. Subject up grading, espedidly in the core subjects of mathematics,
stience, and languages is vary expensve if conducted a College leves of cods Senior
secondary schools operate a much lower levels of cost  (about 25% of TTC cods per
sudent) and teach subjects to the levels required for trained basic education teschers. If
ubject competence is problematic amongst entrants, epecidly if a subdantid expandon
in traning is contemplated, there may be ways of up grading the academic levd of
trainees that are much chegper than those currently employed. If this is a core problem
then the possibilities should be explored.

Sixth, the gods of FCUBE ae unatainable without a subgtantidly expanded output of
trained teachers. There may be no one drategy that could result in increases in supply of
the magnitudes that appear necessary. A variety of options should be consdered againg
the financid and planning redities that this andyss reveds. Much could be done to
increese the probability of progress towards the gods of universdisng envdmentt in
schools with trained teachers operating a reasonable pupil-teacher ratios. The current
systlem of initid training does not have the capadity to meat the needs. It may dso be in
need of ranvigoraion and some levd of renvention to reflect the need for more
effective, and more cost effective, methods of addressing the gods of FCUBE.
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CHAPTER 8

CONCLUDING REMARKS

Invesment in education, and in badc education in paticular, is a centrd feeture of
Ghand's economic development drategy and is based on the experience of countries that
have made the trangtion to sudaindble economic growth through the promotion of
human resource devdopment. Teechers are centrd to the quedion of the qudity of
education which leads to the acquistion of knowledge and kill and which darts & the
basic leve of education where children are & the formative Stages in their development.

Isues rdating to cos and financdng have often not been as saioudy conddered in
debates about educationd development in Ghana as other parameters, for example the
organistiond dructure and curriculum. This has led to a paucity of underdanding of the
condrants on the devdopment of teache educaion and difficulties in  making
judgements about the vaue for money, effidency and effectiveness of current methods.
of ddivery. Education is a the crossoads for many African countries and policies for
educationd change, often influenced by a globad agenda of educaion for dl, may have
consequences far beyond the cgpacities to achieve them. Educationd targets that are st
in naiond policy documents can be influenced by fashions, particulaly in the current
climate of setting internationd development targets.

Ghana will not see growth in its economy without a teeching work force thet is of the
right qudity, produced in the right amounts and & a cod tha is affordable and
sudanable In this discusson pgper we have rased quedtions about dl of these in the
Ghandian education sysdem and whether indeed the sysem is capable of producing
teechers in the right quantities to meet targets set by FCUBE at current levels of cost and
financing of teecher education.

In examining the data rdding to teacher education in Ghana, we have deveoped an
andyss of teecher supply and demand and the implications it has for achieving the gods
and targets for FCUBE. We have dso put forward some suggestions for the way forward
and what the implications might be in terms of cogt and curriculum restructuring. Teecher
educdion in Ghana is dealy an expensve busness The foremod question to ak is
whether there are dternatives that can guarantee qudity and achieve traning targets
which would dlow FCUBE gods to be met. The answer cannot be a smple one, and a
combination of severd dterndive goproaches may be the bet way to improve the
gtuation. Targets st by FCUBE require subgtantidly increased output which is unlikey
to be met through expanson of the exiging sysem done. Ghana needs to produce
teachers a cods that ae sudaindble and have the potentid to mantan and improve
quality. Rates of teacher atrition give cause for concern and are rdaed to the datus of
the professon of primary school teeching, the dructure of opportunities for career
development  (which can lead to promotion out of primary schools in a rdaivey short
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time), and the uncertain impact of HIV/AIDS on carer lifetimes The issues rdaed to
teacher education curriculum aso need reconsderaion (Akyeampong e. d., 2000).
Whatever adjustments are made to the teacher education sysem to improve production
targets a sudtanable cods the content and learning experiences of sudent teachers will
reman a the centre of any new drategy. The “In-InOut” scheme has been accepted In
prindple and now remans to be detalled in tems of its implementation. Three key
concerns need addressing.

1. To wha extet will “In-In-Out” contribute to meeting the demand for new teachers?
This may require a reconceptudisation of the “out” dage of traning by gving the
Sudent teacher on hisher “out” dage full regpongbility for tesching a dass with
drong professona support from regular teechers. If “out” year student teachers do
not teke such responghility, and full-time teechers reman in the dass room with
them, much of the benefit of reduced time in College for teacher supply will be log.
This cdls for drengthening school level support dructures to meke them more
effective traning grounds, with most of the traning a that dage undertaken by
teechers and heedteachers concurrently on the job. This is not a new idea in Ghana
and is a modd that many private schools employ in the training of their “untrained’
teechers.  This has cost benefits dudent teachers dipends effectivdy pay for an
additiond teacher for a year. Ultimady, this is about whether we ae willing to
rethink our concept of a ‘trained teacher’ as one competent to take responsbility for
classes dter two years, not three, dbeit en route to find cetificaion. A ‘trained
teecher by current definitions gill needs professond support paticulaly in the firgt
year of teeching. This would Smply extend this notion back to the “out” year with
reductionsin time as the teacher becomes more competent in hisher practice.

2. Secondly, there is the danger that the “out” period will become merdy an extenson
of training college work, with the student teachers spending about the same time as in
college in sf-sudy whilg dso teeching. This would forego the benefits that might
come from an emphasis on the school-based aspects of developing competent practice
that could be dressed in the “out” curriculum. It might place a high burden on new
teechers engaged in academic sudy for College courses whilst dso managing a il
teeching load. Tha is the “out” period could become a disguised form of “in”
training, only being different because the sudent teacher spends longer in schoal.

3. Thirdly, the “In-In-Out” system would raise output from about 6,000 to 9,000 a year
after three years when fully operationd. Costs per student might be less. Tota cods
will be more because of the increased numbers. Our andlyss draws atention to the
fact tha any arangements tha reguire dependence on extensve and daborate
externd support to schools during the “out” year will increase the operationa cost of
the programme and may make it unsudanable without externd assdance In effedt,
we have to see the two-year in-college period as quite sufficient for whet it intends to
achieve, and be willing to reduce the content we fed teachers should learn a college
to prepare them to teach. However, this reduction must not be seen as devduing the
teacher education programme; rather it requires that we emphasse the essentids and
improve ingructiond practice to make student teschers take more respongbility for
learning.
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4. Our andyss of teaching loads in the Colleges suggedts that some colleges may not be
utiligng indructiond time efficdently and thet there are opportunities to improve the
quantity and qudity of contact between college tutors and trainees, especidly if
dudent teechers teke more responghility for their own professond deveopment. |If
an “InInOut” sydem reaults in timeabling decisons thet incresse teaching group
gze by 50% in the Colleges (as a result of having only two year groups rather than
three) qudity will not improve and lecturers contact time will fdl. There is ds0
evidence that the predominantly tranamisson mode of training, the extensve and
time conauming assessment sydem and the extent of peiphed extracurricular
activities in the traning colleges may be factors that undermine the qudity of the “in-
in” training (see, Akyeampong . d., 2000).

At current levels of cogt and efficiency the gods of FCUBE will certainly be undermined
unless we rethink sarioudy teacher education in terms of cod, financing and qudlity. In
concdluson the argument of this report is that a range of dterndives and ways of
conceptudisng teecher education in Ghana are needed which are informed by isues
relating to cogt and efficiency. It would appear that the “In-In-Out” programme can be a
dep in the right direction. However, our andyss shows it does not necessarily mean this
will improve qudity & ressonable codts, it depends how it is implemented. Our evidence
suggedts that the “IninOut” is insuffident to meet targets of achieving 100% GER,
which themsdves represent a conservetive interpretation of FCUBE. Other more redica
Srategies may need to be conddered, or the rate a which gods are achieved may have to

berescheduled.
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