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Abstract

This entry occurs against the background of two related developments in school-
ing. First, regarding progress toward universal primary schooling, the United
Nations has reported that the net enrolment rate in the developing regions of the
world had reached 91% in 2015. In parallel with the expansion of access, there is
a general disappointment in learning attainment.
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This simultaneous growth in numbers and weak learning outcomes has led to
an increased focus on teacher selection, preparation, deployment, and manage-
ment. Thus, Sustainable Development Goal 4 targets a substantial increase in the
supply of qualified teachers by 2030. Measuring the situation with respect to this
goal in 2018, UNESCO (SDG 4 data book: Global education indicators 2018)
predicted that by 2030, less than half of Africa’s primary and lower secondary
teachers will be adequately qualified.

Ostensibly, planning the supply of teachers is a matter of economic modeling,
where the temptation is to maximize outputs and minimize cost. Thus, countries
may opt for shorter initial teacher education (ITE), with the to intention supple-
ment ITE through in-service training. Studies of high-performing systems, how-
ever, reveal this to be a strategy which traps school systems in a high-access/poor-
quality vicious cycle.

The argument that follows starts from the position that in order to optimize
teacher capacity – a key determinant of school performance – the entire life cycle
of the teacher should be considered, and the specificities of key nodes in the cycle
elucidated in order to customize appropriate policies for each domain.

Keywords

Initial teacher education · Continuing professional development · Practicum ·
Sub-Saharan Africa · Teacher knowledge · Teacher quality · School performance

Introduction

This chapter draws on a previous research project on teacher education in sub-
Saharan countries conducted in 2018 (Taylor et al., 2019), and examines the
economics of teacher supply in term of policy drivers. Three such drivers stand
out: the need to improve teachers’ understanding of the subjects they teach, to
sharpen their expertise in conveying that knowledge to their learners, and the need
to make teaching an attractive profession in order to attract and retain the most
motivated and able young people.

In what follows, a model is outlined which identifies key nodes in the life cycle of
a teacher, from the time he/she enters formal schooling, progresses through the
grades, is selected into ITE and prepared for teaching, and then emerges into the
world of work and embarks on a 40-year career path.

This model provides a framework for describing the policies and intended
practices in 48 sub-Saharan African (SSA) countries. A survey was conducted and
the results collated into a sketch of the spectrum of choices made by countries at each
of these nodes. Four country case studies provide interesting insights into typical
slippages between policies and practices.

The chapter ends with recommendations for a hypothetical school system, in
which practices in successive domains are integrated into those occurring at other
points in the cycle, each contributing to building teacher capacity.

But first a brief look at the context of teacher capacity in SSA is presented.
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Background: Access, Quality, and Teachers

Regarding progress against Millennium Development Goal 2 – achieving universal
primary schooling –major progress has been made in the last two decades. Thus, the
United Nation was able to report that the net enrolment rate in the developing regions
of the world had reached 91% in 2015, up from 83% in 2000; the literacy rate among
youth aged 15–24 had increased globally from 83% to 91% between 1990 and 2015;
and the gap between women and men had narrowed (UN, 2015a). Furthermore, the
number of out-of-school children of primary school age worldwide had fallen by
almost half, to an estimated 57 million in 2015, down from 100 million in 2000. SSA
has had the best record of improvement in primary education of any region since the
Millennium Development Goals were established, achieving a 20 percentage point
increase in the net enrolment rate from 2000 to 2015.

In parallel with expanding access, there is a general disappointment at the lack of
progress in learning the foundation skills of reading and mathematics. UNESCO’s
International Institute for Capacity Building in Africa notes that national monitoring
reports, and regional and international assessments confirm significant gaps in
learning achievements within and across countries – with large numbers of learners
in the early primary grades lacking in foundational reading and mathematics skills,
primary level dropout rates still high across SSA, and many children reaching
adolescence without basic numeracy skills (IICBA, 2016).

This simultaneous growth in numbers and concerns about quality in developing
countries has led to an increased focus on teacher production and quality, with the
global and regional literature pointing to the paramount importance of teacher
quality in assisting students to learn (Barber & Mourshead, 2007; IICBA, 2016).
This concern finds expression in Sustainable Development Goal 4, and in particular
Target 4c:

By 2030, substantially increase the supply of qualified teachers, including through interna-
tional cooperation for teacher training in developing countries, especially least developed
countries and small island developing States. (UN, 2015b)

Measuring the situation with respect to this goal in 2018, UNESCO could find
data in only 55% of SSA countries, and what this data reveals is not encouraging:
The proportion of trained primary and lower secondary teachers had declined to the
point where, by 2030, less than half of Africa’s primary and lower secondary
teachers will have the training they need to do their jobs (UNESCO, 2018).

The Atlantis Group, a group of former ministers of education and heads of
government from 25 countries across six continents, using data from the UNESCO
Institute for Statistics (UIS), predicts that, should this trend continue, it will spell
disaster for pupils in the SSA region, already home to over half of the world’s out-of-
school children of primary school age, and where 202 million children currently are
not meeting the minimum proficiencies for reading and mathematics (Atlantis
Group, 2018). Without international assistance, the Atlantis Group predicts, it will
be next to impossible for many African states to recruit and adequately train the
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17 million more teachers UNESCO estimates will be needed across the region in the
next 12 years.

New and more effective approaches to the preparation, deployment, utilization,
compensation, and conditions of service for teachers, accompanied by more effec-
tive school leadership, are needed to achieve higher standards of education in SSA.
This implies an education system that attracts, and retains, a well-trained, motivated,
and effective teaching staff. It also implies a system that supports teachers in the
classroom as well as in their continued professional development (CPD). These are
the issues addressed below, in the interest of maximising returns on investment.

The Life Cycle of a Teacher

The present paper understands schooling to be a cyclical process during which
successive cohorts of learners progress through school, enter university as student
teachers, and graduate as teachers into the world of work where they nurture the next
cohort through the cycle (Fig. 1).

From the birds-eye perspective afforded by Fig. 1, it is clear that the teacher cycle
is 60 years long, from birth to retirement, and the policies and practices required to
raise the standards of education are likely to require around a 30-year cycle to
achieve significant systemic effects. Long-term policy consistency, in turn, implies
budget predictability over the same period. The economics of teacher supply is not
only about an annual budget, but it needs to factor in medium- to long-term
efficiency gains likely to be effected by moving toward a high-performing system.

At various stages of the school cycle, leverage points for quality assurance occur.
For example, high school graduates must reach certain levels of attainment to enter
into an initial teacher education (ITE) program (point 3 in Fig. 1), students must
reach a certain standard to graduate as certified teachers (point 6), and teachers are
often held to specific standards in order to retain their teaching certification (point 8)
or to enjoy progress and promotion throughout their careers (point 11).

If the quality of schooling is understood as nurturing academic excellence in
children (along with many other habits, qualities, and skills), and if it is assumed that
the more knowledgeable teachers are about the subject(s) they are responsible for,
and the more skilled they are at sharing this knowledge with their learners, then
school performance will be optimized. It follows from this proposition that two key
questions at each point in the cycle is: How to exert maximum leverage on teacher
knowledge and skill? and What resources are required to exercise these in
classrooms?

One set of answers might be to select students into ITE programs according to a
rigorous process which screens for both academic ability and motivation; the
education of candidate teachers is similarly thoroughgoing, involving intensive
disciplinary study and practical classroom experience, culminating in a degree
with a strong research focus. In addition, the management of educators in high-
performing systems is focused on supporting and further educating teachers, and the
systematic development and promotion of leadership. In Table 1 these leverage
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points are listed, against a set of policy choices which, logically, might be exercised
in pursuit of quality.

These policy choices have in fact been identified in certain high-performing
systems, including Singapore, South Korea, Finland, Japan, Ontario, Boston, and
Shanghai (Darling-Hammond et al., 2017). These are either developed Western
countries or they are situated in the “Far East.” No African or South American
jurisdiction has achieved the kind of rapid growth in quality exhibited by these
countries over two to three decades. Explanations for these differences are generally
vague, gesturing to the deep-seated influence of culture and a traditional reverence
for book learning.

The Politics of School Reform

What the kind of “best-practicology” implied in Table 1 does not list are the reasons
why, for example, Uganda can never “become Finland,” through policy decisions
alone. In addition to the kind of policy recommendations shown in Table 1, an

Fig. 1 Potential points for quality qssurance in the preparation, deployment, and support of
teachers. (Source: Taylor et al., 2019)
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analysis of the political economy (PE) is required in order to understand the
possibilities for reform. This is the view of Pritchett (2018, p. 36) who declares
that: “The differential cost effectiveness of schools across countries is a political, not
primarily economic, question,” and implores policy researchers to stop devoting
themselves to producing results about reforms that are politically impossible.

The disappointing figures regarding outcomes in many developing countries do
not pertain ubiquitously: a few standout examples achieve high growth rates simul-
taneously in enrolment and learning outcomes. Vietnam is a case in point, with poor
Vietnamese children having much higher scores than rich children in Peru, despite
Vietnam starting its upward trajectory with relatively low levels of per capita income
(Pritchett, 2018; London, 2021). Examples such as these beg two questions: What
can be learnt from countries like Vietnam about improving learning outcomes under
conditions of underdevelopment? And: How much of the Vietnamese miracle is due
to wise policy choices and adequate resourcing and howmuch is due to what London
(2021, p. 2) terms “. . . the manner in which education systems are embedded in and
entangled with social relational, institutional, and normative features of their social
environment”?

Following the PE approach, Levy et al. (2018) classify political settlements
according to whether their configuration of power is dominant or competitive, and
whether institutional rules are personalized or impersonal, resulting in a two-by-two
typology. In this regard, South Africa practices what Pritchett (2018) has called
“isomorphic mimicry” on a grand scale: Designed as a standard Weberian bureau-
cracy, with hierarchical institutional arrangements and rule-bound behavior, in
reality the situation far more closely resembles that of a clientelist state: institutional
arrangements are fragmented and constantly negotiated, and principal/agency inter-
actions are personalized and frequently corrupt. Under such circumstances public
governance and the political system are based more on deals than on rules.

Table 1 Predicted “best practices” for teacher supply and utilization

Policy terrain

QA
opportunities
(Fig. 1) Logical “best practice”

Preparation Selection (3) 1. Selection of the best graduates from the school
system into ITE programs
2. Intensive preservice education in disciplinary
and pedagogic knowledge accompanied by
extensive in-school work under experienced
mentors

Education
(4–6)

Teaching
practice (5)

Deployment,
accountability, and
management

Induction
(6, 7)

3. A management and promotion regime which
systematically identifies, nurtures, and rewards
talent in the allocation of leadership
responsibilities

Management
(9, 11)

Support CPD (10) 4. A focus on in-school CPD which is linked to
teachers’ daily work, and led by curriculum leaders
within the school

Source: Adapted from Taylor et al., (2019)
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The result in South Africa’s case is a highly inefficient state characterized by
widespread incompetence, corruption, and questionable ideological decisions: The
country delivers most services (electricity, water and sanitation, and public transport)
poorly, and one would not expect education to fare any better (Mboweni, 2021). At
point 11 in Fig. 1, for example, promotions frequently occur through nepotism and
bribery (DBE, 2016) rather than through the reward of expertise. And because
leaders at school and district level are responsible for executing the functions at
points 9 and 10, one would expect these functions to be poorly performed, expec-
tations which are frequently borne out in the research literature (DPME/DBE, 2017).

Logic, supported by the research evidence, suggests that the four sets of policy
choices shown in Fig. 2 would be best for any system. But the question is: How to
give effect to such choices in the specific political context of any particular country?
Making the choice is not enough: All countries express intentions to improve
learning, but for most these goals are not achieved. To illustrate these conclusions,
the data drawn from a study on secondary education on the continent is used to
illuminate policies and practices in SSA countries around the key leverage points
shown in Fig. 2.

Practices in SSA

Method

Two sources of data inform what follows: a market scan of 48 SSA countries using a
desktop search, email, and telephone requests, and four country (Rwanda, Uganda,
Senegal, and South Africa) case studies conducted by means of interviews and a
literature search (Taylor et al., 2019). A detailed set of 70 research questions guided
the collection of data on policies and practices at each of the nodal points shown in
Fig. 1, from point 3.

Information gathered through the market scan is skewed in that most countries in
Southern and Eastern Africa are fairly well accounted for, whereas Central and West
Africa is underrepresented, with the main exceptions being Nigeria and Burkina
Faso. Answers to most of the questions (i.e., to 35 or more of the 70 questions) were
obtained for 16 (33%) of the countries, aside from the four country case studies. No
data was found at all for the following 12 countries: Central African Republic, Chad,
Côte d’Ivoire, Guinea, Guinea-Bissau, Mali, Mauritania, Niger, Sao Tome and
Principe, Sudan, Togo, and Western Sahara.

Despite the difficulties encountered by the study, the data derived from various
avenues accumulated to the point where well over half the cells in the matrix
(research question x country) came to be populated by the end of the search,
providing a rich source for descriptive analysis. Nevertheless, it would be risky to
draw general inferences from the scan because little information was found from one
quarter of SSA countries, a limitation compounded by the fact that a desk-based scan
of practices tends to capture official policy statements, rather than actual practices.
With some notable exceptions – Uganda, Rwanda, and South Africa – many
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Ministries of Education, if not the majority in SSA, do not maintain websites, and
this places a severe limitation on obtaining government reports, which should be a
primary source of the kinds of information sought by the study.

The case studies point out that in some countries there is a significant gap between
the stated policies and actual practice, but the market scan methodology makes it
difficult to assess the scale of this gap. For example, the policy may require that
every teacher have a satisfactory assessment each year, but if the assessment is
cursory and all teachers are rated as satisfactory, this is unlikely to have any real
impact on quality. Similarly, it is difficult to assess the coverage or quality of CPD, or
the actual quality of ITE from published documents. However, notwithstanding
these limitations, sufficient data is available to provide a description of typical
practices across the region, even though subregional differences are not
distinguishable.

Percentage of the Education Budget Allocated to Teacher Education

Most of the data derived from the scan referred to total education budgets and not
teacher education as a discreet category. It may be interesting to review countries’
education budgets in terms of the UNESCO benchmarks for education spending as a
whole: 20% of total government budget or 6% of gross national product (GNP)
UNESCO (2015). The scan revealed a wide variation in the proportion of the
national budget allocated to education. In Angola, for example, teacher education
received 6% of the total budgetary allocation for education, while the Seychelles
allocated 22% of its education budget to education development, which includes
teacher education and a range of other development activities. In Swaziland, teacher
training programs were allocated 2.6% of the education budget; Uganda spent 0.4%
of its total education budget on teacher education; and Zimbabwe 18.8%.

While the quantum of funding is important, its effects are determined not only by
how much is spent, but critically also on the prioritization and management of the
spend. The point is most powerfully illustrated by comparing Uganda to
South Africa (SA) (Taylor et al., 2019). SA spends something in the order of
20 times as much per primary school child than Uganda does (UNESCO 2017)
but the SACMEQ test scores on Grade 6 maths and reading have been tracking each
other closely over the last decade. Part of the inefficiency in the SA system is that
consumption spending (principally on civil servant salaries) has been dominating
investment (in teacher education, schools, and books) for more than two decades
(Spaull et al., 2020).

Financial Support to Student Teachers

The literature indicates a number of examples of ITE students receiving funding,
including Botswana and Gambia, where all students have their tuition, teaching
practice, and personal upkeep paid for. In Namibia, funding is offered in the form of
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a loan, while bursaries and scholarships are available from the private sector and the
University of Namibia. Various kinds of support to student teachers are offered by
countries as widely dispersed as Swaziland, Nigeria, Sierra Leone, Mauritius,
Seychelles Tanzania, Zambia, Zimbabwe, Kenya and Mozambique Uganda,
Ghana, and Benin.

In South Africa, some 14% of Bachelor of Education (BEd) students are awarded
a Department of Basic Education bursary. Students who do not succeed in acquiring
this bursary are able to access financial support through the National Student
Financial Aid Scheme (NSFAS), available to all students who meet a very low
means test. Started as a loan scheme, under pressure from students, this has essen-
tially become a grant system. Unfortunately, the NSFAS is chronically inefficient in
managing and disbursing the large fund available; in all likelihood this is due, at least
in part, to the incompetence, nepotism, and corruption endemic to the SA state.

Selection into ITE

Teacher status and working conditions are inextricably linked with the recruitment,
training, salaries, and management. There are two aspects to selecting trainee
teachers. The first relates to selecting the right number of teacher trainees, which
involves forecasting the needs of the country, taking into consideration the increase
or decrease in student numbers, teacher attrition, and specific subject needs.

The second issue in the admission of students into ITE relates to selecting the
right type of candidate. This is important as the candidates selected will in part
determine the quality and level of the content of the ITE. The first of two McKinsey
reports on the world’s best performing school systems (Barber & Mourshead, 2007)
found that the most effective mechanisms for selecting candidates for ITE acknowl-
edge that, for a person to become an effective teacher, they need to possess a high
overall level of literacy and numeracy, strong interpersonal and communication
skills, a willingness to learn, and the motivation to teach.

In many countries these conditions are not met, as shown in the results of the
SACMEQ teacher tests. In SA, students entering the Bachelor of Education (BEd), a
four-year degree which culminates in a qualification to teach, enter with weak
disciplinary knowledge in languages and mathematics. A Ministerial Task Team
into the quality of the National Senior Certificate, taken at the end of 12 years of
school, determined that:

The level of most learners and teachers’ proficiency in English is too low to use English as
LoLT [the language of teaching and learning] optimally, and so to realise their potential.
(DBE, 2014, p. 76)

In addition to leaving school with poor academic literacy, in SA the weakest of
school leavers entering higher education go into education or nursing (CETAP, 2020,
p. 18).

Teacher Quality: The Preparation, and Utilization of Teachers in. . . 9



The competencies of the students recruited into ITE programs will influence
course content: The more highly educated students are on entry, the higher the
level of content they will be able to engage with during ITE. During the long process
required to raise the performance of a school system, selecting more academically
able students will, at the start of the process, not alter skill levels much, given the
quality of applicants and the poor status of teaching, but as the system slowly starts
to rachet up through a combination of practices at points 1–11 (Fig. 1), so the quality
of entrants will rise, speeding up a virtuous cycle.

Who applies to be a teacher is to a considerable extent dependent on the status of
the profession. Ways of raising the status – advertising, salaries, management,
physical conditions, and resources – are all important. In many countries, a decline
in prestige, poorer working conditions, and relatively low salaries has not helped to
attract the best candidates into the profession (OECD, 2018). Schleicher (2018) calls
for improvement in the profession’s general status and competitive position in
the job market. But this cannot be achieved by fiat, or advertising. In the long
term, the performance of the system determines the public view of schooling: The
better the performance, the more satisfied public perception is about schools and
teachers, and teaching becomes an attractive profession for school leavers.

The market scan found information on teacher recruitment for 28 countries. Of
these, the large majority (26) require a prospective secondary school teacher to hold
an upper secondary school leaving certificate or its equivalent (corresponding to the
United Kingdom’s GCE or Advanced Levels (A levels)). Nine of these 26 countries
(Angola, Burundi, Madagascar, Rwanda, Senegal, Swaziland, Tanzania, Zambia,
and Zimbabwe) will also accept holders of lower secondary school leaving certifi-
cates (corresponding to the UK former General Certificate of Secondary Education
[GCSE]) but only into programs which prepare teachers for lower secondary
schools. On the other hand, Burkina Faso appears to allow a prospective secondary
school teacher to have only a lower secondary school leaving certificate.

Almost as many countries (20) select applicants into teacher education programs
on the basis of additional entrance examinations and/or interviews, in conjunction
with a certain minimum level of academic achievement as indicated on their school
leaving qualifications. Nine countries examine applicants, six interview them, and
another five do both. Just three of the 20 countries for which information was found,
namely Kenya, Madagascar, and South Africa, accept prospective secondary school
teachers solely on the basis of their being secondary school graduates.

Of the 14 countries which examine candidates, the main focus is on applicants’
scholastic abilities in mathematics and languages, coupled with critical thinking,
problem-solving, and communication skills. Importantly, two countries go beyond
applicants’ academic qualifications and proficiency to consider more personal or
socio-psychological aptitudes: applicants’ attitude to education (Namibia) and moti-
vation to teach (Djibouti). In SA, students applying for the Department of Education
bursary are interviewed and required to show commitment to a teaching career,
including an interest in working with young people, enthusiasm for a professional
career in teaching, and readiness to face and surmount difficult challenges and

10 N. Taylor



personal integrity. They must furthermore be committed to teach in any school in
which they are placed by a provincial education department.

The market scan data suggests, from the information available, that in the
majority of cases, African countries require the same or a better level of education
from those permitted to teach in secondary schools than they do for primary level
teachers. In this regard, Kenya, Madagascar, and South Africa could be said to be at
one end of the ITE selection spectrum, being relatively unselective of prospective
teachers (although they do require upper secondary school leaving certificates), with
Namibia and especially Djibouti at the opposite end, in that they appear to apply the
most rigorous selection criteria.

Qualifications

Lewin (1999) has devised a typology of preservice teacher programs that identifies
four main pathways to becoming a teacher. The scheme takes into consideration their
duration, entry requirements, curriculum, teaching practice, teaching styles, and
certification requirements. Essentially, these reduce to two types: those requiring a
degree before entering schools and those that entail some or other placement before
training, with or without accompanying study.

A major part of the reason for the existence of the large numbers of unqualified
teachers found in many SSA countries is the tendency to adopt the latter approach, in
order to cater for the increased demand for teachers under the pressure of expanded
primary and secondary schooling across the continent. Cost considerations are also
motivating experiments with teacher preparation and deployment moving away from
longer, more rigorous preservice training. Our model predicts that this is a short-
sighted practice, given that ITE provides a critically important time to address the
poor academic literacy and weak subject knowledge which many students bring to
their post-school studies, a point elaborated below.

The market scan provided information on the types and nature of ITE qualifica-
tions in 29 SSA countries. Of these, 14 offer diploma and degree qualifications, and
3 offer these as well as certificate qualifications. Four countries offer degrees only;
three offer diplomas only and three offer certificates only (Burkina Faso, Liberia and
Gambia). Lesotho and Malawi offer certificates and diplomas. While ITE degrees
commonly consist of 4 years of study (in 14 of the 21 countries offering degrees), in
a few countries, teaching degrees are awarded after 2 or 3 years. Teaching diplomas
range between 2 and 4 years, while certificate study is usually 2–3 years.

Course Content

It has been noted above that in many SSA countries students in colleges of education
and universities may have poor knowledge of the subjects they are expected to teach,
especially where the status of teaching is low and the educational standards of
entrants to teacher preparation courses are poor. In some cases, subject content
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takes up to 80% of the teacher preparation time (Lewin, 2000). Even where trainees
had completed senior secondary school, studies have found that the curriculum they
were faced with in the colleges involved repeating most aspects of the secondary
school curriculum in an attempt to improve their subject knowledge base. This
leaves little time for considering how to teach the concepts and skills needed by
early learners in mathematics and reading, or in the intensive and extensive engage-
ment with children, and how they learn that this would require. Even worse, too little
time may be spent teaching prospective teachers the subject content they will be
expected to teach when qualified, as is the case in SA (Taylor, 2021).

Ultimately primary school teachers’ skills in delivering reading pedagogy and
language development for their learners are inextricably linked to the cognitive
sophistication of their own language proficiencies. How literate should primary
school teachers be? The SACMEQ teacher test in English comprehension indicate
that around a quarter of Grade 6 language teachers are struggling to complete simple
retrieval tasks, and around half score poorly on tasks requiring inferential reason-
ings, while only one-third are relatively skilled at completing interpretive or evalu-
ative tasks (Taylor & Taylor, 2013). It would seem logical that if the country is to get
increasing numbers of children scoring in the upper bands of the Progress in
International Reading Literacy Study (PIRLS) comprehension ladder, then all
teachers should themselves exhibit proficiency in these higher order skills.

To quote an aphorism coined in one of the earliest canonical texts in the study of
“high-performing” school systems: “The quality of an education system cannot
exceed the quality of its teachers” (Barber & Mourshead, 2007, p. 19).

The Practicum

The opportunity for prospective teachers to gain practical teaching experience in a
classroom is a critical component of any ITE program. Such hands-on experience not
only prepares prospective teachers for the classroom, but also enables them to apply
the content and pedagogical elements of their training to the reality of the school
environment. For instance, Darling-Hammond’s (2014) review reveals that teaching
practice with coursework is helpful for teacher candidates to understand the knowl-
edge and apply concepts they are learning in the course.

Liu et al. (2017, p. 175) describe Singapore’s approach to the practicum as
follows:

. . .the practicum. . . is conceptualised as the spine of the teacher education programmes. It
provides shape and support to the programmes and helps frame the courses.

Akyeampong et al. (2013) found that trainee teachers in a number of East and
Central African countries might be visited once or twice during their practicum by
college staff but often this was jeopardized through lack of funds or the distance from
the college. Ghana was exceptional in that there is a formal mentoring system to
enrich trainee knowledge and skills (Akyeampong & Asante, 2005). In no other
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country did tutors draw on the practicum as a learning opportunity back at the
college. Indeed, tutors in Mali and Tanzania noted that trainees on the practicum
revert to the way they were taught to read rather than adopting the new practices they
learnt at college. Without specific guidance from experienced teachers or consistent
supervision from tutors, problems encountered by trainees in class (such as whether
their pupils learn what was intended or not and how to understand and interpret the
school curriculum) remain unsolved or are not experienced as being problematic by
trainees (Akeampong et al., 2013).

These examples make it clear that more intensive in-school work, under expert
mentors, is what is needed during ITE, in order to prepare the teacher for what is to
follow and to set them on the path to being effective teachers.

Almost all countries in the market scan stated that the teaching practice or
practicum component of ITE qualifications is assessed through summative (usually
preceded by formative) in-school lesson observations, which may be undertaken not
only by teacher educators but also by school mentors and leaders, as in Cameroon,
Nigeria, South Africa, and Zimbabwe. Only Sierra Leone indicated that there may be
insufficient capacity to test whether students have acquired the necessary practical
skills, although it is known from other research that training institutions often lack
capacity to adequately assess all students’ classroom abilities.

Early Work Experience and Induction

According to Maciejewski (2007), a decade ago the dominant trend in education, as
relates to the socialization of new teachers, remained one of a sink or swim mentality,
where new teachers assume the complete duties of a veteran teacher. New teachers’
experiences were invariably described in terms such as “shock,” “battle,” and
“challenge,” and reference was made to perceived gaps between theory (what they
were taught) and practice (what the actual school situation requires); a lack of
support from school leaders, fellow teachers, and education officials; and heavy
workloads, difficult working conditions, stress, and high attrition rates.

In the face of such experiences, the Teaching and Learning International Survey
(TALIS) (OECD, 2008) found that, in developed countries, there is a growing trend
toward the development of teacher induction programs as a way to support new
teachers. Teacher induction is a professional development program that incorporates
mentoring and is designed to offer support, guidance, and orientation for new
teachers during the transition into their first teaching jobs. These programs help
teachers through their first year of teaching by supporting ongoing dialogue and
collaboration among teachers. However, the survey found that the quality of these
programs varies considerably: Some are administrative introductions while others
are year-long partnership programs, and such variation probably accounts for the fact
that the TALIS study could not find a relationship between the presence of induction
programs and new teachers receiving useful feedback on their teaching.

In the market scan, over two-thirds of the 23 countries for which information was
found on these practices provide formal induction programs, which is usually school
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based and conducted by education officials, sometimes in conjunction with univer-
sity or college staff. Among the seven countries that have no formal induction
programs, Sierra Leone and South Africa are planning to introduce them.

The need for a formal induction period is underlined by the difficulties encoun-
tered by many newly qualified teachers during their first year of teaching. Informa-
tion on these experiences was found for 11 countries. In 12 countries, senior teachers
are specifically tasked with mentoring student teachers, and in five of these – all from
Southern and Eastern Africa: Lesotho, Namibia, South Africa, Swaziland, and
Tanzania – these mentor teachers work together with university lecturers (who
may or may not be subject experts). In Ghana, district officials work alongside
mentor teachers, while in Kenya county education officials appear to do this job
alone. In a couple of instances (Burkina Faso and Lesotho), “specialists” or “con-
sultants” are involved.

License to Practice

Of 21 countries for which data was found on this issue, 16 have a formal teacher
licensing process. Information on the nature of the licensing process was available
for only seven countries: In most of these, application to the appropriate licensing
body and provision of evidence that an ITE qualification has been awarded is
sufficient for registration as a teacher. In other words, it is a bureaucratic function,
with no QA role.

Performance Management

Teacher performance management is a continuous process for evaluating and
supporting the work of teachers, so that the goals and objectives of the school are
more effectively achieved, while at the same time benefiting teachers in terms of
recognition of performance, professional development, and career guidance. The
objectives of implementing teacher performance management systems fall into three
categories: accountability, staff motivation, and teacher professional development. It
is considered best practice to have a formal appraisal and performance management
system in place to aid in transparency and establish clear expectations for teachers
and their managers, particularly as regard the standards that teachers must
comply with.

Teacher absenteeism, late coming and leaving early, and being frequently “miss-
ing” from classes even when at school are common problems in SSA countries
(Bonga, 2005; DPME/DBE, 2017). Bonga (ibid.) attributes this partly to weaknesses
in management and inspectorate systems, and low teacher morale resulting from
heavy workloads and poor incentive structures.

Teachers are usually not sanctioned by school leaders or school inspectors for not
being on duty. In fact, inspectors rarely visit schools in the rural areas of some
African countries where inspector-teacher ratios can be as high as 1:700 (Mulkeen,
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2010). Those who do visit, seldom use centralized or standardized systems to report
weaknesses in schools or individual teachers. As Akyeampong and Asante (2005)
have stated: School visits often focus on factors like the number of books and quality
of facilities, not pedagogical issues. Consequently, vices such as lateness, absentee-
ism, drunkenness, etc. abound, while circuit supervisors do relatively little – just
check staff numbers and enrolments rather than offer professional advice and support
to teachers.

In South Africa a Ministerial Committee (DOE, 2009) examined the anomaly
between poor school performance and high teacher ratings on the performance
appraisal system (the Integrated Quality Management System, IQMS) and came to
three conclusions. First, most teachers do not know how to conduct an effective
analysis of teacher performance, neither do they know how to prioritize teacher
development needs. Second, the criteria for evaluating teacher performance do not
include measures identified in the research literature as constituting effective teach-
ing, such as time on task, appropriate use of textbooks and materials, good commu-
nication, motivation, and the importance of positive feedback. Third, the intentions
of using IQMS to identify and remediate gaps in teachers’ knowledge and skills are
not met, due to a preponderant focus on the other intention of the IQMS, which is to
approve a salary notch increase.

Many of the conclusions regarding performance appraisal reached by the
South African ministerial committee were replicated by a study commissioned by
the African Union (African Union, 2017). This study looked at whether school
teachers are appraised or evaluated on a regular basis, how information is gathered
to assess teachers’ performance, and what the results of teacher performance eval-
uations are used for. The study found that assessment of teachers is not a common or
transparent practice in SSA, and where it is carried out, little sensitization is offered
to the teachers as to how they will be appraised or what indicators will be used to
determine performance. In some countries, appraisal is not carried out for pedagogic
feedback or support purposes, but mainly for purposes of administration or disci-
pline. This means that teachers’ performance is separated from rewards and career
opportunities as well as their own personal growth, and teachers work without a clear
plan or goals to achieve.

In the market scan formal appraisal and performance management systems were
found to be in place in 15 countries, although lack of capacity, inadequate enforce-
ment, and limited effectiveness are common complaints. In five countries, an
inspectorate conducts performance assessments; in another six appraisals are the
responsibility of school managers and/or local education officials. In SA, the IQMS
outcomes tend to be dominated by a friendly peer review component (DOE, 2009).

Continuous Professional Development (CPD)

For Musset (2010) ITE and CPD serve complementary but different purposes and
cannot substitute for each other. ITE provides teachers with a solid base of the
knowledge and the skills that they will need for their task. For primary school
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teachers, this entails high proficiency in both languages and mathematics, with a
good understanding of one or two other disciplinary fields, in addition. For second-
ary school teachers the base is a degree in one or two of the subjects they will be
teaching. Three or four years of full-time study in a degree program should, at the
very least, produce teachers who have mastered the subject content they will be
teaching. In addition, intense practice in classrooms should lay the foundation for
effective teaching. CPD, on the other hand, provides opportunities for teachers to
update their knowledge and skills, and to adapt these to changes in the teaching
environment.

This is a fundamental distinction and failure to take sufficient account of it
enables policymakers to adopt Lewin’s (1999) Type 4 approach to teacher prepara-
tion, where teachers are employed in schools with little or no training, on the
assumption that their competence will be built through CPD activities. In the face
of financial constraints, countries continue to attempt to use CPD to upskill or
qualify teachers hired with few or no qualifications. It seems that the pattern of
recruiting unqualified primary teachers locally, then providing opportunities for
upgrading to qualified status through in-service training, has become a second path
into the profession in much of sub-Saharan Africa. Thus, according to the UIS, less
than half of the teachers in classrooms in Angola, Benin, Equatorial Guinea, Guinea-
Bissau, Madagascar, Niger, Senegal, and South Sudan are trained (UNESCO, 2015).
In terms of ensuring that teachers are adequately equipped with the knowledge
resources required to teach effectively, alternate pathways such as these must be
considered to be a poor substitute for degree study prior to practice.

If Musset’s distinction between ITE and CPD is taken seriously then this
approach should be recognized as a false hope: CPD cannot make up for weak skills
in literacy and/or mathematics resulting from 12 years of poor schooling. For a start,
there is simply not enough time available in a teacher’s life – perhaps around two
afternoons per term – to bridge the large knowledge gaps revealed, for example, in
the SACMEQ teacher test results. Second, teachers are busy people – children,
parents, and spouses – and devoting time to the hard work of disciplinary study is
tough.

The point is emphasized by research findings regarding the efficacy of CPD,
which conclude that professional development in the form of short workshops has
little effect on teaching practice, and that an effective program should last at least for
several days, must be subject matter specific in its content and emphasis, and must
take into account the instructional goals and the challenges faced by the school in
which the teacher is working (McCutchen et al., 2002).

The African Union (2017) study found the provision of CPD is not well grounded
on the continent, and the resources needed to establish high-quality training and
support frameworks are generally lacking within the ministry budget allocations.
The process of professional development is carried out through ad hoc, in-service
programs mounted by ministries of education and other development partners at
country level. Thus, where CPD is practiced, infrequent, poor-quality programs
heighten the sense of neglect felt by teachers (Bennell & Akyeampong, 2007). On
a more positive note, Darling-Hammond et al. (2017) report that the idea of learning
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communities, in which teachers meet with other teachers to discuss ideas and issues
in their practice, is the most effective form of CPD.

In the market scan, formal CPD programs were found to be available in 16 out of
22 countries for which information on this practice was found. In a few countries,
teachers are expected to acquire a certain number of CPD “points” over time, which
translates into 80 h every 3 years in places like Burundi and South Africa. Djibouti,
which does not seem to require “points,” nevertheless expects teachers to devote
32 h per year to professional development activities. In 11 countries, CPD appears to
be ad hoc. Half of all CPD programs are offered both in and out of school and offered
in school only in just two countries. The programs tend to focus on upgrading, on
familiarizing teachers with curriculum developments, and, most frequently, on
improving subject content and pedagogical knowledge.

One CPD model has demonstrated significant effects on early grade reading,
which is a type of structured pedagogy (Kim & Davidson, 2019), involving lesson
plans issued to teachers, reading materials for learners, and in-school coaching of
teachers by external coaches. This program model has been particularly successful in
Kenya: Following the success of a pilot, the Tusome program was successfully
implemented in all primary schools in the country, resulting in a marked improve-
ment in a range of indicators, letter/sound fluency, oral reading fluency, comprehen-
sion, and emergent reading (Piper et al., 2018).

A very similar model has been piloted in South Africa: While the Early Grade
Reading Study (EGRS) has shown promise in two pilots, one in EFAL (Taylor et al.,
2018) and the other in HL (Kotze et al., 2020), it has yet to demonstrate efficacy
under “normal” conditions of district management. This is what is left when the
benefits bestowed by EGRS – additional funding and management, reading and
teaching materials, regular visits by coaches an intense public gaze – are removed.
Will teachers continue with the program or will they revert to what they were doing
before the EGRS arrived? Until external validity can be demonstrated policy rec-
ommendations based on this model are premature.

The systemic success of Tusome in achieving national rollout is a very significant
advance in the field of CPD. However, it is pertinent to ask how far interventions
based on a structured pedagogy approach can get in advancing teacher proficiency
up the ladder of the PIRLS processes of reading comprehension, and hence of
moving a significant proportion of children in the same direction. Learning any
knowledge discipline is both a continuous and discontinuous process. Continuous in
the sense that the progress of any learner through something like the PIRLS
benchmarks (Mullis et al., 2009) rises relatively smoothly, as reflected in test scores.

On the other hand, a child scoring in the middle reaches of the Intermediate
PIRLS International Benchmark (IB) performs qualitatively differently from one
performing in the middle of the Low IB. Thus, the former is able only to “understand
the plot at a literal level and to make some inferences and connections across texts,”
while the latter rarely, if at all, gets beyond being “. . . able to recognise, locate and
reproduce information that is explicitly stated in texts, and make straightforward
inferences.” It is reasonable to assume that a teacher who is herself performing at the
Intermediate IB, as most SACMEQ Grade 6 teachers appear to be (Taylor & Taylor,
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2013), would be unable to assist learners to perform at the Advanced IB. It seems
unlikely that a structured pedagogy intervention would succeed in ratcheting up
teachers’ knowledge and skills to the extent that they are able to perform at least at
the highest (or at least the penultimate) PIRLS benchmark.

Is ITE capable of doing this? Surely, with so much more time available, working
with 19-year-old plastic minds, full of youthful idealism, the chances are that this is
the point of maximum leverage for upgrading teachers’ disciplinary knowledge.
Note that this should not be taken as an either/or choice between ITE and CPD: Both
modalities of teacher development have their place and optimal benefit should be
sought from both.

Promotion

The promotion of teachers is essential not only to having quality teachers in
leadership positions, but also to teacher motivation and a sense of professional
development. According to Cordeiro (2009), successful organizations promote
CPD throughout employees’ careers to achieve intended organizational and individ-
ual goals. As in many other professions, promotion of teachers is often directly
linked to an incremental remuneration structure based on hierarchical job groups
which determine upward mobility. A career path should provide meaningful rewards
and financial and nonfinancial incentives to motivate teachers to progress, be linked
to significant CPD options, and be equitable, allowing equal opportunities in career
progression.

Systems of promotion must be well designed if they are not to have an adverse
effect on teacher motivation and retention. According to Saha and Dworkin (2009),
if rewards are allocated only on nonperformance factors, such as seniority, job title,
or across-the-board pay raises, employees are likely to reduce their efforts. Worse
still is the exercise of corrupt practices, the likes of which are apparently operating on
a widespread scale in South Africa – including “buying” posts and manipulating
appointments and procedures to favor certain candidates (DBE, 2016).

In Africa, a perennial complaint is that career progression opportunities are
limited, are unlinked to professional development, and that salaries increase slowly
over time. Promotion to school leadership positions is not typically based on
performance and merit, rather on years of service and other nonprofessional factors,
including nepotism and corruption. As a result, not many teachers and school leaders
perceive a correlation between teaching effort and attractive career outcomes. An
earlier study focusing on teacher motivation and incentives conducted in SSA
(Bennell & Akyeampong, 2007) found that teachers were facing a motivation crisis
and, as a result, learners were not taught properly due to low job satisfaction and
motivation levels among teachers. One of the reasons cited was apparent irregular
promotions, particularly in rural schools.

In the market scan, 11 out of 18 countries with information on this issue reported
that the promotion of teachers to senior positions depends on further training, and in
most cases such training is associated with obtaining a higher qualification such as a
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degree or postgraduate qualification. In the other seven countries for which infor-
mation was obtained qualifications may also play a role. Whether or not further
training is required, in some instances (such as Senegal and Uganda) the possibility
of promotion also depends on the existence of a vacancy.

Conclusion

If the proposition is taken seriously that one of the main goals of schooling is to
nurture in children a love of and proficiency in literacy, numeracy, and certain
specialist subjects, then it would seem to follow that, in order for learners to attain
the highest levels of academic achievement, their teachers should show at least equal
proficiency. This is not the case currently: SACMEQ teacher tests reveal that the
majority of Grade 6 teachers in the region exhibit lower levels of proficiency in
reading and maths than those required of their learners by the curriculum (Taylor &
Taylor, 2013). This paper accepts the logic of this proposition, and in Fig. 1 identifies
a number of key points in the school system at which leverage can be applied in
building teachers’ knowledge and skills.

It has been argued above that the manner in which teachers are deployed and
managed is dependent on the political economy (PE) of the country, but without
well-educated teachers to promote into positions of leadership, the system loses
efficiency whatever the state of the political economy. Under a well-managed
system, well-educated teachers grow into experienced curriculum leaders and
administrators in schools and higher levels of the system, able and willing to mentor
and guide younger teachers, coordinate meaningful CPD within and across schools,
and identify and develop the best candidates as future leaders. Building a high-
performing system is a slow process, as a critical mass of competent educators builds
up in the system. It requires steady policy choices and dedication to a high degree of
meritocracy at every point in the school cycle over decades.

For much of SSA, how to attract and retain talented individuals in the teaching
profession remains an issue. Enhancing the status, morale, and professionalism of
teachers was adopted as one of the 12 main strategies for achieving the objectives set
by the Dakar Summit (UNESCO, 2000). However, this is more easily said than
implemented: According to Moon (2007, p. 1):

. . . millions of teachers, particularly in Africa and parts of Asia continue to live and work in
conditions of poverty. In this respect the vision set out in the 1966 Declaration remains
unfulfilled.

Conditions of service and salary levels play an important part in establishing the
status of teaching. Thus, while the first McKinsey report found no correlation
between teacher pay and school performance, this occurs under conditions in
which a minimum threshold of service conditions are met: Unless school systems
offer salaries which are in line with other graduate starting salaries, many potential
applicants to ITE programs would choose a career path other than teachings, no
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matter how idealistic they may be about the key role played by teachers in building
society (Barber & Mourshead, 2007). However, because of the large numbers of
teachers required, and the many competing demands on the fiscus, this threshold is
difficult to sustain in many poor SSA countries.

Under these conditions, prioritizing education above competing fiscal demands
requires a long-term vision, driven by an unshakable belief that quality teachers are
essential to building the kind of caring, well-educated and skilled citizens of a
prospering nation, and holding that belief for two or three decades. The budget
required to achieve these policy goals can be justified in terms of the efficiency gains
likely to be achieved with stronger teacher knowledge and skill: faster throughput
rate of learners, higher cognitive skills attained, and contribution to knowledge
generation and utilization.

The market scan indicates that many SSA countries have adopted, or are in the
process of adopting, a number of key elements of best practice with respect to
teacher education, deployment, and support: Several are attempting to select more
academically able students into ITE, provide high-quality degree courses, induct
newly qualified teachers by means of in-school mentoring and supervision, and to
link CPD systematically to performance management and to well-defined career
pathways. In addition, the case studies, undertaken in countries which differ widely
in geographic location, political history, and resource availability, tell a more
nuanced story, indicating that the positive signs identified by the market scan often
exist more in the intention than the practice.

Data from the four case studies provides a closer look at the relationship between
policy, practice, and outcomes, thus affording insights into actual practices and their
impact. The Rwandan study, for example, concluded that the country’s policymakers
in education are targeting most of the “best practices” described in Fig. 2 (Taylor
et al., 2019). In addition, the country has placed ICTs at the center of its drive toward
achieving middle-income status by 2020, and developed an education policy, within
the framework of the Vision 2020 and the national strategy on ICT. A number of
partnership projects between the ministry, donors, and NGOs have been working in
schools in the last 15 years and as a result the ratio of users per computer is high by
SSA standards (16:1 in primary schools and 28:1 in secondary schools). However,
research on the use of computers in schools concludes that the potential of ICT will
not be realized by the mere introduction of computers and ICT infrastructure. This
study argues that without a shift in practices of teaching and learning with ICT in
schools, young people are not likely to learn how to exploit the capabilities offered
by access to electronic tools and media.

The case studies were conducted as descriptions of policy and practice, and not as
PE analyses. In the case of SA, the PE analysis conducted by Levy et al. (2018)
complement the case study in revealing that, under the conditions of incompetence
(a consequence of nepotism) and corruption endemic to the SA state, there can be no
commitment to the kind of rational, coherent, and long-term approach to teacher
education advocated in Fig. 1, however fervently the best intentions are enshrined in
official policy choices.

Nevertheless, further analysis reveals that there may be much that can be done to
improve the quality of schooling, even within a poorly functioning state sector. In
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SA, for example, those parts of the schooling system responsible for the production
of teachers (universities and teacher colleges) enjoy relative autonomy from those
parts which deploy and manage teachers (the state). In such situations policy choices
1 and 2 in Table 1 may be pursued even under a highly corrupt and inefficient state.
Indeed, in the strong professions, such as medicine, the SA system for producing
excellent doctors and world-class research operates at a high level, under the same
corrupt and inefficient government. For this to happen in the education sector would
depend on university-based teacher educators adopting a professional approach to
teaching, which entails finding a “sufficient consensus” on what teachers should
know and be able to do on graduation, and committing to ensuring that their students
attain these standards.

Nevertheless, it remains to be seen to what extent a supply side increase in the
knowledge, skills, and work ethic of new graduates can have a systemic effect
without changes in the political economy. In any event, reform of both domains is
essential if an accelerated uptick in learning is to be achieved.

The SA case illustrates two principles with respect to educational change. One,
selecting the right policy is not nearly enough. An assessment of the PE of education
is necessary to understand inhibitions to and facilitating factors for success of the
policy in practice. Two, the PE of any country is unique and gaps need to be found of
circumventing, or transcending, political obstacles to change. At the end of the day,
however, no country that has not pursued a long-term national development plan,
within which a plan for school reform is closely integrated, has seen the kind of
spectacular fall in poverty rates in countries which maintain high-performing school
systems.
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