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Executive Summary 

Overview of Curriculum Study 

Phase III of the Techniques for Effective Teaching (TFET) program is happening alongside an 
overhaul to the national teacher education curriculum in Ghana. TFET Phase III is the newest 
piloting phase of the program supporting the use of pupil-centered techniques by college faculty 
and student teachers within the 46 public Colleges of Education. To support the on-going design 
and implementation of the TFET program within the colleges, NORC undertook an exploratory, 
qualitative study to map out key features of the curriculum reform context. In particular we 
explored features of curriculum policy, implementation, and espousal of pupil-centered 
pedagogy. Findings from this study will inform NORC’s on-going research project on the 
efficacy of TFET Phase III and contribute insights into how the Phase III training model may 
support broader reforms to teacher education in Ghana.     

Research Methods and Objectives 

Between August and December 2021, we gathered three complementary forms of data to 
qualitatively explore Ghana’s teacher education curriculum reform context. These data included 
1) four in-depth key informant interviews with Ghanaian curriculum experts, 2) a review of 
literature on recent reforms to teacher education in Ghana, and 3) a content analysis of 
curriculum documents, namely the National Teachers’ Standards for Ghana (2015) and the 
National Teacher Education Curriculum Framework (2017). From these data the report aims to 
answer the following research questions: 
 

1. What are the key differences between the old DBE and new B.Ed. curriculum? 

2. How is learner centered pedagogy espoused within the new curriculum?  

3. What are the main challenges and successes to implementing the new curriculum? 

4. How might the TFET program support the on-going work of curriculum reform within 
Ghanaian Colleges of Education? 

Findings from this study provide a clearer picture of the curriculum context within which TFET 
Phase III training is currently being carried out. Findings also show the extent to which TFET 
content may support the enactment of pedagogic skills required by all teachers under the new 
curriculum framework and B.Ed. program.  
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Findings and Conclusions  

Throughout this report we present findings from the curriculum study organized by theme. The 
following are key conclusions of this work.  
 
Background to the Curriculum Reform Movement 
 

• Variation in the quality of teacher preparation across higher education institutions in 
Ghana emerged as an over-arching challenge across all data sources in this study. This is 
partly due to a diversity of pathways into the teaching profession. Different sets of 
standards and philosophies of teaching were used across different institutions producing 
differences in curricula that prepared classroom teachers with different pedagogic skills. 

• The old Diploma in Basic Education (DBE) curriculum was an “in-in-out” program in 
which students undertook two years of coursework followed by a third year of practical 
teaching. At a programs level, the DBE was less specialized, producing a more 
‘generalist’ cohort of teachers trained for Kindergarten to Junior High School. 
Coursework was over-loaded with little emphasis on local languages and literacy. 
Programs typically isolated subject matter from pedagogic methods, and evaluation was 
driven by examinations with relatively weak and variable criteria for what constitutes 
effective teaching practice. 
 

Pupil-centered Pedagogy and the New Curriculum 
 

• A new set of teaching standards and curriculum framework underpin the new B.Ed. 
program offered across the 46 public Colleges of Education. The intended curriculum is 
presented within the National Teachers’ Standards for Ghana (NTS) and National 
Teacher Education Curriculum Framework (NTECF).  

• Overall, the new Bachelor of Education (B.Ed.) curriculum is more specialized by 
program, which added new programs in Early Childhood, Primary, and Junior Secondary. 
Content and pedagogy are integrated within courses, reflecting an emphasis on pedagogic 
content knowledge. The new framework prioritizes practical teaching experience, 
pedagogy, and the acquisition of competencies and skills within an integrated framework 
organized around cross cutting themes (e.g. equity and inclusion). A continuous 
assessment approach is used to evaluate achievement of the new standards through 
portfolios and other practice-based activities. Expectations for pupil-centered teaching are 
both higher and clearer.  

• The TFET program’s techniques align with most NTS standards that fell within the scope 
of pupil-centered teaching, and all modules connect (and training manual appendix) 
connect in some way with at least one teaching standard from the NTS. TFET is most 
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closely aligned with standards on practical skills for ‘doing’ teaching, and thus, the 
Pedagogic Practice domain of the NTS and Pedagogic Knowledge pillar of the NTECF. 

• TFET’s modules on differentiated teaching and assessment were seen to support nearly a 
third of the teaching standards, revealing the TFET program’s emphasis on pedagogic 
knowledge (skills for organizing and managing teaching and learning activities). Modules 
receiving the lowest scores in alignment with NTS standards were ‘Learning through 
Play’ and ‘Time Management’. Across the 29 standards, five were coded with a rating of 
‘0’ where none of the TFET modules aligned in any way. 

• TFET and NTS curricula share a theme of equitable and inclusive teaching with a 
common focus on girls and children with special educational needs as well as pupil-
centered discourse, underpinning the teaching philosophies of both curricula.  

• Teachers’ provision of constructive, formative feedback to pupils stands out as an 
important NTS skill associated with improved learning outcomes that is not covered in 
any substantive depth in TFET program materials. 

 
B.Ed. Implementation Challenges and Successes 
 

• For college tutors the primary challenges to B.Ed. implementation are workload, long-
standing forms of teacher-centered pedagogy (dominated by lecture-driven instruction), 
and large class sizes that complicate the enactment of pupil-centered approaches.  

• Alongside TFET’s Phase III training for College of Education faculty were other kinds of 
Continuous Professional Development (CPD). These include T-TEL’s professional 
development guides to support college tutors’ use of active learning and student-centered 
methods as well as subject-based guides for teaching curriculum courses.  

• While tutors generally view professional development as helpful, tutor participation is 
uneven across colleges, partly due to an increasingly heavy workload.  

• The increased practical teaching requirements under the B.Ed. program have placed 
higher expectations on the role of mentor teachers and the learning environments of basic 
schools. Greater alignment between college and basic school pedagogy is needed. 

• Due to the impacts of COVID-19, online teaching and learning emerged as a national 
challenge to B.Ed. provision. Informants familiar with TFET emphasized the usefulness 
of the module videos and potential for adapting the program as an online teaching and 
learning course material.  

• Informants also expressed favorable views of the TFET program as complementary to the 
new curriculum and its constructivist ideology. Compared to other professional 
development programs for tutors, TFET is distinguished by its Ghanaian perspective and 
useful module videos. 
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In conclusion, TFET is a timely program that aligns with much of the on-going work of teacher 
educators in implementing the new B.Ed. curriculum. Teacher educators continue to experience 
challenges that predate the new reform and may benefit from professional development that 
targets instructional need. Recommendations include strategies for strengthening alignment to 
the new National Teachers’ Standards for Ghana and enhancing program materials to support a 
variety of teacher educators in using pupil-centered methods.  
 

Research Methodology 

To explore features of the teacher education curriculum reform context, we gathered three 
complementary forms of data from multiple sources between August and December 2021. These 
sources of data included curriculum experts, academic and grey literature, and several curriculum 
documents. Below we describe the research strategies for data sampling, collection, and analysis.   

Key Informant Interviews 

Sampling of Curriculum Experts 
 
In the selection of key informants to interview for this study, we identified ten Ghanaian 
curriculum experts that were either involved in the development and/or implementation of the 
new teacher education curriculum framework. The list of curriculum experts was provided by a 
TFET project stakeholder teaching within a College of Education. From the list, we purposefully 
selected four key informants with varying experiences and backgrounds in teaching and teacher 
education. The table below summarizes the backgrounds of each of the four key informants.   
 
Table 1. Key Informant Study Participant Sample 

Key 
Informant Primary Role Curriculum Experience TFET Experience 

Key 
Informant 1 

Dean of Education 
Faculty at university level 

Currently supporting and 
managing implementation 

of the new B.Ed. 
curriculum in 5 of the 46 
Colleges of Education 

Familiar with TFET 
content; has watched the 
14 TFET module videos 
and reported using some 

TFET techniques in 
mentoring tutors and 

lecturers 

Key 
Informant 2 College tutor 

Developed, wrote 
program-specific 

curriculum content for 
teacher education and for 

basic education in 
primary schools 

Familiar with TFET 
content; Currently 

supporting the 
implementation of TFET 

program within the 
Colleges of Education 
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Key 
Informant 3 

Head of Department for 
Humanities and Social 

Sciences Education 

Developed, wrote 
curriculum content for 

teacher education, with 
pedagogic emphasis 

Not very familiar with 
TFET; has watched some 

of the TFET module 
videos 

Key 
Informant 4 University lecturer 

Supported MoE in 
curriculum development 
for nearly a decade; key 
advisor of recent reform 
in collaboration with T-
TEL; co-led writing of 
National Teachers’ 

Standards 

Familiar with TFET 
content; involved in 
phase I of the TFET 

evaluation; supports take 
up of TFET as form of 

Continuous Professional 
Development 

 
Each of the four key informants is positioned at a different level within the higher education 
system, ranging from University Dean to College Tutor. Three of the four informants were 
directly involved in the development and/or writing of curriculum content and have some 
familiarity with the TFET program. During interviews, informants provided a diversity of 
perspectives on challenges and successes of the reform, producing a well-rounded picture of the 
current curriculum landscape.  
 
Interview Design 
 
With each informant we conducted in-depth interviews over the phone for about 45 minutes 
between October-November 2021. All interview questions were open-ended and focused on 
differences between the old and new curricula, B.Ed. implementation challenges and successes, 
and extent to which child-friendly pedagogy is conceptualized and operationalized within B.Ed. 
programs. We were specifically interested in challenges to shifting traditional forms of pedagogy 
and curricula within education contexts and the necessary supports for colleges and students in 
making that shift. Finally, we asked all informants to recommend an article or curriculum 
material that may be important to understanding the recent reforms. This information supported 
the literature review and document analysis components of this study. The curriculum expert 
interview tool can be found in Appendix A.  
 
Analytical Approach 
 
Open-ended interview data was recorded and transcribed for thematic qualitative analyses. Five 
inductively derived categories were used to organize informant remarks on similar topics. These 
were: 1) policy context for teacher education in Ghana, 2) pupil-centered pedagogy and the new 
curriculum, 3) implementation of the new curriculum, 4) needs of student teachers and 
tutors/lecturers, and 5) characteristics of TFET. At the first level of analysis, informant remarks 
were summarized to generate a comprehensive picture of the curriculum landscape, illuminating 
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differences in perspective. At the interpretive level, findings were read in conjunction with 
patterns that emerged from other data sources.   

Literature Review 

The scope of the literature review was bounded by several selection criteria. Using Google 
Scholar, we first identified peer-reviewed articles published between 2014-2021 that focused on 
the recent national reform to teacher education curriculum in Ghana. We purposively selected 
articles addressing: a) drivers of the reform movement, b) changes to curriculum policy, and c) 
challenges and successes of the reform thus far, especially within Colleges of Education. Next, 
we reviewed grey literature produced by the Ghanaian Ministry of Education (MoE) and its 
partners. These included online materials published by the Transforming Teacher Education and 
Learning program (T-TEL), a major partner to the Ministry of Education in the recent 
development of teacher education curriculum and professional development. Findings from key 
informant interviews (and the TFET Phase III Training Report) showed that T-TEL impacted on 
the development of B.Ed. course guides and professional development materials for training 
college tutors during weekly sessions. Finally, we reviewed landmark policy, paving the way for 
the new national teaching standards, namely the Ghana Pre-tertiary Teacher Professional 
Development and Management Policy (2012). 
 
The literature reviewed for this study provided context on the drivers and state of curriculum 
reform and pointed to areas of consensus on challenges to the movement. Throughout this report, 
findings from the literature are used to supplement those that emerged from key informant 
interviews and analyses of curriculum documents.  

Curriculum Analysis 

Sampling of Curriculum Documents 
 
For this study we selected two curriculum documents for content analysis, both of which 
currently guide teacher education institutions in the development of courses and teaching 
materials. The first was the National Teachers’ Standards for Ghana: Guidelines (NTS), released 
in 2015 by the Ministry of Education (MoE). The NTS was the first ever collectively agreed 
upon standards for teaching to guide pre-service teacher preparation programs in Ghana. The 
second document was the 2017 National Teacher Education Curriculum Framework (NTECF), 
which specifies the requirements of initial teacher education programs. Prior to 2015, a diversity 
of standards and frameworks was used across institutions. Taken together, the content of both 
curriculum documents reveals an image of the ideal Ghanaian teacher and intended forms of 
pedagogy and pedagogic knowledge for teaching within basic schools and college classrooms.      
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Analytical Approach 
 
To examine the extent to which the NTS reflected principles of pupil-centered pedagogy, we 
conducted a content analysis that mapped each of the 29 standards against the TFET modules as 
presented in the TFET Phase III training materials designed for Colleges of Education. The 
Phase III training manual excluded Modules 5 and 6 on early grade literacy and numeracy; 
therefore, we excluded these modules from the analysis. The intended pedagogy outlined within 
the NTS was interpreted and clarified using examples of the standards ‘in action’ and the 
glossary of explicitly defined concepts. Figure 1 below presents an example of a standard ‘in 
action’ from the NTS guidelines document.  
 
Figure 1. Extract of Standard D, Managing the Learning Environment 
(Professional Practice Domain) 

 
(National Teachers’ Standards, 2015: p. 24) 
 
In this example, managing behavior and learning is exemplified through several techniques, such 
as alternating seating plans to mix males and females.  
 
Each standard was coded with at least one numeric value representing alignment to a discrete 
TFET module. This analytic approach showed the extent of content alignment, or the extent to 
which an NTS standard reflected pupil-centered content and techniques as presented within 
TFET materials. Findings suggest areas where TFET may potentially support skills outlined by 
the NTS and areas where TFET does not.  
 
The NTECF was examined with three purposes. First, the document was read for its overarching 
structure guiding each pillar of the framework: 1) Subject and curriculum knowledge, 2) Literacy 
studies, 3) Pedagogic knowledge, and 4) Supported teaching in school. Analyses of the NTECF 
also revealed which parts of the framework align most closely with the TFET program, 
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expectations for professional development programs like TFET, and expectations for teacher 
educators within the colleges. These findings are discussed throughout the report.  

Summary of Research Methodology 

This report draws on three complementary sources of data to explore the curriculum reform 
context in which TFET is currently embedded. Qualitative thematic and content analyses were 
used to derive patterns across key informant interviews, relevant literature, and curriculum 
documents. Findings from each data source are presented together in the sections that follow. In 
this way the report presents a more comprehensive picture of the curriculum landscape by 
converging evidence from multiple sources and perspectives. This triangulation of data also adds 
to the validity of the study’s findings (Creswell & Creswell, 2018).  
 
In the sections that follow, we begin with a discussion of the policy context and central drivers of 
the reform movement. Next, we report on features of the new curriculum, its alignment with 
TFET, and implementation challenges and successes. Finally, the report concludes with key 
insights on implementing the TFET program within the 46 Colleges of Education and 
recommendations for enhancing that work. 
 

Background to Curriculum Reform in Ghanaian 
Teacher Education 

In this section we present key features of the curriculum context as a backdrop to the new 
curriculum framework. Evidence is drawn from key informant interviews with Ghanaian 
curriculum experts, academic literature, and analyses of curriculum and policy documents. First, 
we outline key drivers of the reform movement. Next, we discuss a salient challenge to the 
quality of teacher education, that is, the mixed quality of teacher preparation across training 
institutions. The section concludes with a detailed description of the old 3-year Diploma in Basic 
Education, highlighting key features in contrast to the new Bachelor of Education framework. 
Findings show a myriad of factors led to the recent reform movement that inspired more 
substantive changes to initial teacher education on a national level. 

Policy Context 

In the decades following Ghana’s independence in 1957, multiple policy initiatives focused on 
increasing pupil enrolment in basic schools. Increased enrolment was driven in part by Ghana’s 
constitutional provision in 1992 for Free Compulsory Universal Basic Education, the United 
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Nation’s Millennium Development Goals, and UNESCO’s Education for All initiative. Despite 
more children going to school, student performance outcomes remained relatively low across the 
schooling system, especially literacy and numeracy outcomes in basic schools (MoE, 2017; 
Nketsia et al, 2016). In addressing the challenge of improving pupil learning, nearly every 
political party since 1957 had been involved in some form of teacher education reform that 
sought to address issues of teacher quality (Buabeng, Ntow, & Otami, 2020).  
 
Reforms to teacher education in Ghana have been characterized as misaligned with the reality of 
real-life schooling constraints and as relatively minor in depth, such as extending program 
duration. Different sets of teachers with different sets of qualifications were produced through 
different sets of preparation programs, which created significant variation in teacher quality 
across the system (Abroampa, Nyatsikor, & Gyang, 2020; Buabeng, Ntow, & Otami, 2020). Key 
informant interviews pointed to several other drivers of the reform, including under-preparation 
to teach diverse learners, a lack of basic teaching resources, and general unattractiveness of 
teaching as a profession. According to Informant 3, many students “settled” for teaching. There 
is also a need to increase the numbers of qualified teachers across the expanding school system 
and to address concerns around the professional conduct of teachers, seen through widespread 
absenteeism and loss of time-on-task in classrooms (MoE, 2017). Thus the challenge to 
improving the knowledge and skills of a new expanding cadre of professional teachers, and their 
respective preparation programs, underpins the recent teacher education reforms. 

Mixed Quality of Teacher Education 

Variation in the quality of teacher preparation across higher education institutions in Ghana 
emerged as an over-arching challenge across all data sources in this study. Over the past decade 
there have been multiple pathways for entering the teaching profession for both ‘professional’ 
teachers, those having earned an education degree/diploma, and for ‘non-professional’ teachers, 
those entering through an alternative route (e.g. persons holding a Senior High School certificate 
with three credits, including English and mathematics) (MoE, 2012). An overview of pathways 
into teaching over the past decade is summarized in the table below. Historically, the University 
of Cape Coast and the University of Education, Winneba awarded a 4-year Bachelor of 
Education degree (B.Ed.), while the Colleges of Education (previously managed by Ghana 
Education Service) awarded a 3-year Diploma in Basic Education (DBE). With effect from 
October 2018, after the passage of the Colleges of Education Act 847, the colleges were 
upgraded into 4-year degree awarding tertiary institutions managed by the National Council for 
Tertiary Education (now Ghana Tertiary Education Commission) (Buabeng, Ntow, & Otami, 
2020). 
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Table 2: Pathways to Entering the Teaching Profession in Ghana 

Qualification Type Program 
Duration Awarding Institutions Description 

Diploma in Basic 
Education (DBE)  3 years Colleges of Education 

Qualified to teach at basic school 
level; Dominant prior to October 
2018; thereafter B.Ed. took its 
place, rolled out across all 
colleges 

Diploma in Basic 
Education (‘sandwich 
program’) 

2 years Colleges of Education and 
University of Cape Coast 

For teachers who already 
possess initial professional 
teachers’ Certificate ‘A’ 3-year 
post-secondary qualification 

Post Diploma in Basic 
Education (Post-DBE) 2 years 

University of Cape Coast or 
University of Education, 
Winneba  

For basic school teachers who 
already possess DBE 

Untrained Teacher’s 
Diploma in Basic 
Education (UTDBE) 

4 years 
Colleges of Education (in 
partnership with Teacher 
Education Division of GES) 

For practicing teachers who have 
not received initial teacher 
education, but hold Senior High 
School Certificate; ad hoc 
measure to increase teacher 
numbers in rural areas; distance 
education 

Bachelor of Education  4 years 

University of Cape Coast 
and University of Education, 
Winneba; Colleges of 
Education (from 2018 
onward) 

Qualified to teach at basic or 
secondary level 

Bachelor of Arts or 
Science + Post-graduate 
Diploma in Education or 
equivalent 

4+ years Universities and/or Colleges 
of Education  

Qualified to teach at secondary 
level  

Other (Senior High School 
Certificate; Diploma from 
Non-teaching tertiary 
institution; Degree without 
certificate in education) 

4 years Secondary and/or tertiary 
institutions  

For non-professional teachers, 
licensed and regulated by the 
National Teaching Council  

(Buabeng, Ntow, & Otami, 2020) 
 
A major consequence of the diversity of pathways into teaching was the different sets of 
standards and philosophies of teaching used across different institutions. These differences in 
curricula prepared classroom teachers with different pedagogic skills (MoE, 2017). Informant 1, 
a Dean of Education Faculty, emphasized, “There was great variation, a lack of unity between 
the colleges in how teachers were being trained.” For example, the duration of practical teaching 
experience embedded within preparation programs varied between 1-3 semesters (Buabeng, 
Ntow, & Otami, 2020). Informant 4 explained, “All stakeholders, we were left to ask, who is a 
good teacher?” Thus, expectations for what constitutes ‘good’ or effective practice within the 
Ghanaian schooling context ignited on-going debate.  
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Alongside mixed curricula were concerns around college tutor pedagogy. Within some teaching 
colleges, tutor pedagogy reflected traditional methods of teacher-centered instruction dominated 
by lecturing (Asare & Nti, 2014). According to Informant 2, the dominant teaching method in 
several teaching colleges was lecturing and committing content to memory: “A new curriculum 
was needed that emphasized how tutors should be teaching.” Informant 4 agreed: “Tutors were 
mainly lecturing and gave few opportunities for students to practice teaching practically.” This 
pedagogic variation within the colleges was compounded by variation in tutor qualifications. 
Although college tutors are expected to hold a Master’s degree in education or subject area 
specialism (MoE, 2017), nearly half of the 1,900 tutors surveyed in 2018 by the T-TEL program 
did not possess one (Cambridge Education, 2020). As a result of these concerns, the new 
curriculum standards and management policy for teacher education includes requirements for up-
skilling all teacher educators in partnership with T-TEL. These requirements include tutors 
modeling exemplary teaching practice during courses based on the NTS and participating in 
regular professional development (MoE, 2012; 2015; 2017).  
 
Through a combination of diverse pathways, curricula, and pedagogy, the quality of teacher 
preparation programs varied across colleges and universities. Below, we examine in greater 
depth the key features of the old 3-year Diploma in Basic Education. Findings reveal several 
motives for the introduction of the new teaching standards and curriculum framework, which are 
discussed in greater depth in Section 4.  

Description of the Old Diploma in Basic Education Curriculum 

The 3-year Diploma in Basic Education (DBE) was primarily offered through 38 public Colleges 
of Education (expanded to 46 public colleges following the Colleges of Education Act in 2012). 
The DBE was coined an “in-in-out” program, modeled in the figure below.  
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Figure 2. 'In-In-Out' Structure of the 3-year Diploma in Basic Education 

 
(Adu-Yeboah & Kwaah, 2018, p. 3) 
 
Students undertook two years of coursework followed by a third year of practical teaching 
experience within a clinical school setting (Adu-Yeboah & Kwaah, 2018).  
 
To register as a teacher, students were required to pass a licensure exam and complete an 
additional 4th year of ‘induction’ or national teaching service. Although curricula varied across 
teacher training institutions, the Institute of Education produced curriculum guidelines for the 
DBE that the colleges could adopt (Buabeng, Ntow, & Otami, 2020). According to Asare and Nti 
(2014), curriculum DBE guidelines for first cycle schools (Kindergarten-Junior High) comprised 
a curriculum of 1) disciplinary knowledge, 2) communication and study skills, 3) socio-
economic issues, 4) teaching and learning processes and assessment, 5) subject-specific 
curriculum knowledge and its methodology, and 6) practical training, such as school visits, on-
campus practice teaching, development of teaching materials, and a one-year school-based 
practicum.   
 
Evidence gathered from interviews, policy documents, and literature showed several features that 
distinguish the old DBE from the new B.Ed. curriculum. These features are presented in Table 3 
and discussed further below. 
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Table 3. Comparison of DBE and B.Ed. Curriculum Features 

Diploma in Basic Education Bachelor of Education 
3 years in duration 4 years in duration 

Less specialized by program area More specialized by program area 
Separation of content and pedagogy courses Integration of content and pedagogy within courses 

Limited language and literacy courses Literacy and language pillar of curriculum frame 
Final practicum year Practicum embedded throughout years 1-4 
Examination driven Continuous assessment 

Weaker evaluation criteria Stronger evaluation criteria (NTS) 
Less pupil-centered More-pupil-centered 

 
At a programs level, the DBE was less specialized, producing a more ‘generalist’ cohort of 
teachers trained to teach Kindergarten to Junior High School. Informant 4 stressed, “You can’t 
teach seven levels of curriculum and child development in a three-year program.” As a result, the 
new teacher education curriculum framework outlines four specialized pathways as distinct areas 
of knowledge and praxis to guide the preparation of pre-service teachers: 1) Early Childhood, 2) 
Primary, 3) Junior High and 4) Senior High1 (MoE, 2017). Coursework under the DBE program 
was over-loaded with little emphasis on local language and literacy development (Armah, 2018). 
Further, programs typically emphasized subject matter courses that were taught in isolation from 
method courses. Under the new framework, content and pedagogy are to be integrated within the 
same course. For example, mathematical subject knowledge is to be taught together with 
techniques for imparting that knowledge to pupils. This new integration reflects an emphasis on 
teachers’ acquiring pedagogic content knowledge (for instance, what makes a topic easy or 
difficult to learn; how to explain, represent, and sequence disciplinary concepts, etc.). 
 
The evaluation of teaching under the DBE was driven by a series of examinations with relatively 
weak and variable criteria for what constitutes effective teaching practice (Armah, 2018). As a 
result, the NTS was introduced in 2015 as the first ever collectively agreed upon criteria for 
evaluating teacher quality. While exams continue under the new curriculum, the B.Ed. 
framework requires a ‘continuous assessment’ approach, where, according to Informant 2, 
“multiple forms are used, such as portfolios and practice-based activities.” Key informants 
generally agreed the new curriculum espouses pupil-centered techniques, moving away from the 
dominant “lecturing style” as seen within DBE programs. Although inclusive education was 
supported under the old DBE program (Armah, 2018; Nketsia et al, 2016), key informants 
                                                
1 The new teacher education curriculum framework guides the preparation of all teachers working within the pre-tertiary 
education sector. Pre-tertiary education in Ghana consists of 1) the basic school level (kindergarten, primary, and junior high), 2) 
secondary level (senior high and technical/vocational), and 3) special schools (MoE, 2012). Where Colleges of Education 
traditionally prepare students to teach at the basic level (and in some cases offer programs in special education), universities with 
education faculty prepare students to teach at various levels, including basic and secondary (Buabeng, Ntow, & Otami, 2020). 
For a detailed breakdown of qualification per institutional type, see Table 2. 
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agreed under the new curriculum, expectations for pupil-centered teaching are clearer. Teachers 
are expected to place learners “at the center,” “support learners with diverse needs,” and 
“differentiate their teaching and assessment” through group work, discussions, projects, and 
other creative techniques (such as role-play, drama, and debate).  

Summary of Curriculum Reform Context 

Although more Ghanaian children are enrolled in schools than in past decades, learning 
outcomes had not significantly changed despite multiple reforms to teacher education. Diverse 
pathways for entering the teaching profession and mixed quality of college tutor pedagogy 
produced different sets of teachers with different sets of qualifications. As a result, teacher 
quality has been at the forefront of recent reform debates, with a new curriculum framework 
replacing the old DBE program. Analyses of data from interviews, literature, and policy 
documents showed the DBE was less specialized by program area, in comparison to the new 
B.Ed. program. Under the DBE, subject knowledge and pedagogic skills were organized into 
separate courses, and there were fewer opportunities for students to practice teaching techniques, 
including pupil-centered approaches. Relatively unclear standards for what counts as ‘effective 
teaching’ in Ghanaian schools led to the recent development of a new set of teaching standards, 
which underpins the new framework for the B.Ed. curriculum. In the following section, we 
describe the new B.Ed. curriculum context and explore its alignment with TFET techniques. 
 

Pupil-centered Pedagogy and the New Teacher 
Education Curriculum 

This section describes the new standards and framework for teacher education curriculum in 
Ghana and the different ways pupil-centered teaching manifests within them. Findings from 
document analyses reveal some alignment between the new curriculum standards and TFET 
content, suggesting how TFET may potentially support the implementation of the new B.Ed. 
program.    

Characteristics of the B.Ed. Student Teacher Cohort 

Key informants shared several characteristics of the new cohort of students registering for the 
B.Ed. program. Currently, there are about 42,000 student teachers in Ghana. Under the DBE, 
many students “settled” for teaching as a profession, but now that the B.Ed. is being offered in 
all colleges, the program is attracting more students with better academic histories (Adu-Gyamfi 
& Otami, 2020). Most students transition to B.Ed. programs after matriculation from high school 
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(between 18-19 years old). Socio-economic status and religious background of students likely 
represents a cross section of Ghanaian society; however, compared to other professions, student 
teachers may have a lower socio-economic status because fees to attend the Colleges of 
Education are lower than university fees. Colleges and universities now hold the same entry 
requirements for students entering the education program. 

Description of the New Bachelor of Education Curriculum 

Central to the newly revised B.Ed. program, which replaced the DBE across all 46 public 
Colleges of Education in 2018, are two documents outlining the standards and expectations for 
teaching and teacher preparation. Below we describe the key features of each curriculum 
document in turn. 
 
The National Teachers’ Standards for Ghana 

 
Motivated in part by a 2012 policy framework for managing the professional development of 
teachers, the Ministry of Education published the National Teachers’ Standards for Ghana 
(NTS) in 2015. These were the first collectively agreed upon standards for guiding teacher 
preparation and assessment at a national level. Local university assessments, handbooks, survey 
data, education stakeholders, and a review of international guidelines contributed to the content 
of 29 standards that set out the minimum level of practice that all teachers must reach by the end 
of their pre-service courses (MoE, 2015). The standards are seen to codify what a ‘good’ teacher 
looks like in Ghana, given the longstanding absence of a clear set of national criteria for 
evaluating ‘effective’ teaching under the old curriculum framework (MoE, 2017). The ideal 
Ghanaian teacher is now seen as: 
 

A valued professional in a community of practice…who has secure curricular, subject 
and pedagogical content knowledge, who plans for and uses different interactive 
instructional strategies and resources and so engages their learners, who achieves higher 
learning outcomes for all, particularly learners who are more vulnerable, those with 
disabilities, girls and those who need cognitive challenge, and who uses assessment 
productively in achieving those outcomes (MoE, 2015, p. 10). 

 
In this new depiction is a formal commitment to inclusive teaching, a central marker of pupil-
centered instruction. 
 
Figure 3 presents a model of the new framework. The standards are organized into three inter-
related domains: 1) Professional Values and Attitudes, 2) Professional Knowledge, and 3) 
Professional Practice. Within each domain are sub-categories of standards that broadly specify 
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what effective teachers should value, know, and be able to do. With an emphasis on valuing, 
knowing, and doing, or the outcomes and skills to be applied in practice, the standards reflect a 
competency-based framework2. In addition, the standards display a variety of pupil-centered 
principles for teaching, especially within the Professional Practice (‘doing’) domain. The extent 
to which the 29 standards align with TFET’s pupil-centered techniques is explored in greater 
depth in the next section.  
 
Figure 3. Model of the National Teachers' Standards for Ghana 
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(Doing) 
 
3a) Managing the learning 
environment 
3b) Teaching and learning 
3c) Assessment	

(Adapted from MoE, 2015, p. 11) 
 
National Teacher Education Curriculum Framework 
 
The National Teacher Education Curriculum Framework (NTECF) is a curriculum tool for 
designing programs and courses within Colleges of Education. The framework applies to all 
courses and programs specializing in basic and secondary cycles including early grade (KG-P3), 
upper primary (P4-6), junior high (P7-9), and senior high (P10-12). The content of the 
framework was developed through partnerships between T-TEL, the Ministry of Education, and 
                                                
2 A competency-based curriculum emphasizes outcomes of the learning process (knowledge, skills, and attitudes) to 
be applied, rather than focusing on the substance or knowledge to be learnt. The design of the NTS was informed by 
the Ghana Pre-tertiary Teacher Professional Development and Management Policy (2012), which called for a 
competency-based framework and professional standards in both program specification and assessment scheme. As 
part of the quality assurance guidelines, the policy requires colleges to use competency and evidence based 
curricula. Moreover, the policy explicitly states its commitment to international guidelines on the teaching 
profession, including those produced by UNESCO (2014). 
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local curriculum and education experts. Its content is directly tied to the National Teachers’ 
Standards and informed by international practice (MoE, 2017).  
 
The NTECF is structured by four over-arching, inter-dependent pillars, defined in Table 4 below. 
Pillars are defined as “the knowledge mix from which potential broad subject areas and courses 
will be developed” (MoE, 2017, p. 17). This ‘knowledge mix’ implies a more open, integrated 
curriculum that collapses boundaries between distinct disciplines or subjects of study and 
organizes content around concepts, themes, or issues. Several “crosscutting” issues are described 
in the NTECF as topics to be integrated across the four pillars, such as equity and inclusivity, 
Information and Communications Technology, and professional values. All issues outlined by 
the framework to be addressed within B.Ed. curricula can be found in Appendices C and D.  
 
Table 4. Pillars of the B.Ed. Curriculum Framework 

 
(MoE, 2017, p. 8) 

 
Each pillar of the NTECF includes linkages to the NTS and suggestions for designing teacher 
education curricula. To some extent, the NTECF describes what student teachers are expected to 
know and be able to do per pillar through a combination of:  
 

• Competencies (e.g. “be fluent in a Ghanaian language and English,” p. 23) 
• Skills (e.g. “how to choose or design assessment methods,” p. 22) 
• Concepts (e.g. “pedagogic content knowledge,” p. 29) 

 
Under each pillar, the framework describes the expected curriculum provision, such as what 
courses should be offered to students, the extent of theoretical versus practical learning, and 
assessment foci. The integrated ‘knowledge mix’ of the B.Ed. is further constructed through 
weightings of course credit hours per pillar. Table 5 summarizes the different weightings per 
pillar across the four program areas. 
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Table 5. Weightings of the Four Pillars of Initial Teacher Education 

 
(MoE, 2017, p. 51) 
 
For students studying within an early grade (K-P3) or upper primary (P4-6) program, 
subject/curriculum knowledge and pedagogic knowledge are allocated equaling weightings of 
25%. Practical teaching or ‘supported teaching in school’ activities received the heaviest 
weighting, with just under a third of course credit hours (30%). Practical activities are “extended, 
guided, and assessed periods of teaching” over a minimum of 36 weeks (MoE, 2017, p. 32). The 
emphasis on practical experience is due in part to complaints that teachers’ subject knowledge 
was weighted too heavily under the DBE and taught in isolation with no clear link to pedagogy 
or the realities of classroom life (Asare & Nti, 2014; Ntim, 2017). Informant 2 explained that 
practical experiences within the B.Ed. program were re-conceptualized to offer students 
progressively more time in the field, starting in Year 1. Table 6 summarizes the new practicum 
framework across four years of study. 
 
Table 6. B.Ed. Practicum Framework 

Year/Level Classification Description of practicum 

YEAR 1 (Level 100) 
Beginning 
teaching 

Foundations of teaching; observing 

YEAR 2 (Level 200) 
Developing 

teaching 
One week in the field; developing own teaching philosophy 

YEAR 3 (Level 300) 
Embedded 
teaching 

Some co-teaching over one year in the field 

YEAR 4 (Level 400) Extended teaching 
4-6 months teaching; capstone to program; portfolio 

developed 
 
The new practicum framework is a significant departure in structure from the old ‘in-in-out’ 
DBE, during which student teachers typically spent two years on campus and one in the field. 
Key informants agreed that DBE students had fewer opportunities to practice techniques over the 
three years, compared to the new curriculum.  
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In the following section, we build on these findings to examine how TFET’s pupil-centered 
techniques may address particular skills the NTS now requires of all teachers. 

Pupil-Centered Techniques and the National Teachers’ Standards for Ghana 

A central aim of this study was measuring pupil-centered content within the new teacher 
education curriculum. In this section, we present findings from a curriculum analysis comparing 
each of the 29 teaching standards in the NTS with content and techniques in TFET Phase III 
modules. In this way the analysis measured TFET’s alignment with NTS content, that is, 
alignment between the competencies and skills of the NTS and pedagogic techniques for 
potentially supporting those skills from the TFET training materials. Table 7 presents an 
abbreviated summary of the 29 standards.  Overall, analyses produced a clearer picture of areas 
where TFET may support pupil-centered teaching within B.Ed. programs and areas where TFET 
may not. In what follows we present key findings from this work. For a more detailed analysis of 
TFET alignment per NTS standard (including exemplary techniques and content gaps), see 
Appendix E.  
 
Table 7. Abbreviated Summary of the 29 Teaching Standards 

NTS 
Domains 

Sub-domains Abbreviated teaching standards 

Professional 
values and 
attitudes 

Professional 
development 

1. Critically reflects to improve teaching and learning 
2. Improves through continuous professional development 
3. Demonstrates effective leadership qualities 

Community of 
practice 

4. Guided by legal and ethical codes of conduct 
5. Engages positively with all stakeholders 
6. Develops positive teacher identity 
7. Sees role as potential agent of change 

Professional 
knowledge 

Knowledge of 
educational 
frameworks 

8. Demonstrates familiarity with education policies 
9. Has knowledge of official school curriculum 
10. Has secure, relevant content, pedagogical, and pedagogical 

content knowledge 
11. Knows curriculum for multi-grade classes; has knowledge of 

early grade literacy and at least 1 Ghanaian language 
Knowledge of 
students 

12. Understands how children develop in diverse contexts 
13. Respects learners’ diverse backgrounds (social, cultural, etc.) 

Professional 
practice 

Managing the 
learning 
environment 

14. Delivers varied, challenging lessons 
15. Carries out small scale action research 
16. Creates safe, encouraging learning environment 
17. Manages behavior and learning with small and large classes 

Teaching and 
learning 

18. Employs variety of strategies to encourage learner engagement 
19. Attends to all students, especially girls and those with special 

needs 
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20. Employs strategies for mixed ability, multilingual, and multiage 
classes 

21. Sets meaningful tasks that encourage learner collaboration 
22. Explains concepts clearly using familiar examples 
23. Produces and uses variety of resources and ICT 

Assessment 

24. Integrates variety of assessment methods 
25. Listens to learners and gives constructive feedback 
26. Identifies and remediates learners’ misconceptions 
27. Keeps records of learner progress and shares with parents 
28. Demonstrates awareness of national/school learning outcomes 
29. Uses objective criterion referencing to assess learners 

(MoE, 2015, pp. 12-14) 
 
TFET’s pupil-centered techniques were found to align in varying degrees with content from 24 
of the 29 NTS teaching standards. Patterns in module alignment are presented below in Figure 4. 
Numeric ratings represent the number of discrete teaching standards from the NTS that 
correspond or align with a particular TFET module. Standards that did not align with any TFET 
module were coded under the category, ‘none’. 
 
Figure 4. TFET Module Rating for Alignment with NTS Standards 

 
 
Two TFET modules received the highest ratings for overall alignment with NTS standards. These 
were ‘Differentiated Instruction’ (rating of 9) and ‘Evaluation and Assessment’ (rating of 10). 
Findings showed that Module 9’s differentiation techniques aligned closely with nine standards 
pertaining to students’ diverse learning needs. Several techniques from Module 9 were identified 
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as exemplary for supporting teachers’ differentiation skills as required by the NTS. These 
included grouping by ability, interest, and learning style; observing pupils while they work in 
groups; addressing pupils’ preferred ways of learning and education strengths during lessons; 
and using different activities for students learning the same objective. These techniques largely 
depend on teachers’ acquisition of pedagogic knowledge and skills, central to the TFET 
program, rather than subject knowledge or pedagogic content knowledge. Other kinds of 
differentiated teaching outlined by the NTS, but not explicitly covered by TFET, include 
supporting multi-grade learning, overage learners, and multilingual pupils (e.g. through use of 
bilingual texts).  
 
Module 10 on assessment aligned with ten different standards from all three NTS domains, 
especially standards pertaining to learning outcomes, parent engagement, and method variety. 
Exemplary techniques from Module 10 that address assessment skills in the NTS include 
teaching self-assessment; parent communication on children’s academic progress, especially 
student strengths and parent feedback; writing SMART3 learning objectives; using different 
methods to assess a learning objective; reviewing notes and pupil work to identify difficult topics 
for possible intervention; developing analytic rubrics; and aligning objectives with assessment 
activities. Although Module 10 aligned with ten different standards, findings also showed that 
two NTS assessment standards were not explicitly supported by TFET’s assessment module in 
the areas of 1) constructive feedback (e.g. how to re-explain, re-teach, or re-represent 
criteria/concepts when some, most, or all learners have not achieved the learning objective) and 
2) analysis of learner performance on curriculum standards over time.  
 
‘Inclusive Learning’, ‘Girls Education’, and ‘Fundamentals of Teaching’ were rated second 
highest with moderate degrees of alignment (rating of 5). These findings reflect an emphasis in 
B.Ed. and TFET curricula on techniques that foster equity and inclusion for socially, 
economically, and cognitively diverse children. For instance, under the Professional Practice 
domain of the NTS, Standard 19 states: “The teacher pays attention to all learners, especially 
girls and students with special educational needs, ensuring their progress” (MoE, 2015, p.14). In 
a similar way, inclusive teaching techniques are covered within four of the 12 TFET modules 
with specific strategies for identifying and supporting children’s special educational needs, e.g. 
dyscalculia (Sesame Workshop, 2020, p. 99-103).  
 
Modules receiving the lowest scores in alignment with NTS standards were ‘Learning through 
Play’ and ‘Time Management’. Very few teaching standards pertained to teachers’ knowledge 
and skills in either area. Across the 29 standards, five were coded with a rating of ‘0’ where none 
of the TFET modules aligned in any way. Standards with a rating of ‘0’ pertained to various 
                                                
3 Specific, Measurable, Achievable, Realistic, Timely 
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areas of teacher competency, most outside the scope of TFET, including ethical and legal codes 
outlined by Ghana Education Service, policies guiding the education system, the production of 
action research, constructive feedback to learners, and academic outcomes at a national and 
school level. Strategies for providing constructive, formative feedback to individuals or groups of 
learners stands out as a significant pupil-centered technique required by the NTS but not 
explicitly covered by TFET training materials. Moreover, the provision of feedback to students 
on their learning (along with encouraging students to expand on their responses through 
questioning) has been associated with more meaningful learning and positive outcomes for 
students within developing country contexts (Westbrook et al, 2013).  
 
Of the 24 standards that aligned with TFET, most showed partial alignment, that is, TFET 
techniques may support teachers’ acquisition of some skills and competencies outlined within a 
single standard, but not necessarily all. For example, TFET Modules 9 and 10 cover several 
techniques, such as ability grouping, for meeting Standard 24 on assessment: “The teacher 
integrates a variety of assessment modes into teaching to support learning” (MoE, 2015, p. 14). 
However, NTS indicators of Standard 24 also include the analysis of assessment data to make 
informed instructional decisions. While TFET does direct trainees to review pupil work to 
identify difficult topics, the program does not provide any concrete strategies for carrying out 
such a task. Nonetheless, findings do show that all 12 TFET modules (and the training manual 
appendix) connect in some way with at least one teaching standard. 
 
Finally, analyses showed that four teaching standards aligned most closely with TFET content. 
Strength in alignment was seen through two criteria. These were 1) the number of TFET modules 
that connected with the skills required by a single NTS standard and 2) the number of NTS skills 
within a standard that TFET techniques address. The four closely aligned standards were, “The 
teacher: 
 

• Understands how children develop and learn in diverse contexts and applies this in his or 
her teaching (Professional knowledge, Knowledge of students, p. 13) 

• Creates a safe, encouraging learning environment (Professional practice, Managing the 
learning environment, p. 14) 

• Pays attention to all learners, especially girls and students with special educational 
needs, ensuring their progress (Professional practice, Teaching and learning, p. 14) 

• Sets meaningful tasks that encourages learner collaboration and leads to purposeful 
learning (Professional practice, Teaching and learning, MoE, 2015, p. 14) 

 
Three of these four standards pertain to the ‘professional practice’ domain of the NTS. This 
suggests TFET is most closely aligned with standards on practical skills for ‘doing’ teaching, and 
thus, the Pedagogic Knowledge pillar of the NTECF. For example, skills for creating a safe and 
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encouraging learning environment may be supported with techniques from Modules 2 and 3, 
such as collaborative seating arrangements, activity corners, display of pupil materials, and 
strategies for promoting positive discipline. Each of the four standards also reflects key concepts 
underpinning the conduct of pupil-centered pedagogy, such as “diverse contexts,” “encouraging 
learning environment,” “attention to girls,” “special educational needs,” and “learner 
collaboration.” 

Summary of the New Teacher Education Curriculum 

In the absence of a clear set of standards for what ‘good’ teaching looked like in Ghana, a new 
set of teaching standards (NTS) and curriculum framework (NTECF) were produced to enhance 
the quality of teacher education across training institutions. Both documents reflect an emphasis 
on practical experience, pedagogy, and the acquisition of competencies through an open, 
integrated curriculum organized around several crosscutting themes. This type of curriculum 
lends itself to the practice of pupil-centered pedagogy, where content relevance and learning 
outcomes are prioritized.  
 
Overall, the TFET program’s techniques aligned with most NTS standards that fell within the 
scope of pupil-centered teaching. However, teachers’ provision of constructive, formative 
feedback to pupils stands out as an important NTS skill associated with improved learning 
outcomes that is not covered in any substantive depth in TFET program materials. TFET’s 
modules on differentiated teaching and assessment were seen to support nearly a third of the 
teaching standards, revealing the program’s emphasis on pedagogic knowledge (skills for 
organizing and managing teaching and learning activities). TFET and NTS curricula share a 
theme of equitable and inclusive teaching with a common focus on girls and children with 
special educational needs as well as pupil-centered discourse, underpinning the teaching 
philosophies of both curricula.  
 
In the final section of the report, we conclude with a discussion of successes and challenges to 
implementing the new curriculum within the Colleges of Education. 
 

B.Ed. Curriculum Implementation Challenges and 
Successes 

This final section focuses on the challenges and successes of teacher educators as central agents 
of curriculum reform. Data from interviews, literature, and policy documents revealed persistent 
challenges to curriculum implementation that in some cases predate the existing reform. 
However, findings also showed several national strategies for supporting the new reform and 
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instructional needs of college tutors, highlighting potential avenues for the future design of 
TFET’s Phase III training program. 

Instructional Needs of College Tutors 

There was strong consensus across all data sources that college tutors should meet rigorous 
standards of practice and participate in regular professional development. According to the MoE 
(2017), inadequate numbers of properly qualified and professionally trained teacher educators 
exist at all levels of the education sector, challenging the quality of future teachers. Informant 1 
stressed that: “Tutors need to unlearn and then relearn. They think lecturers are supposed to 
lecture.” Informant 3 explained, “The current crop of lecturers and tutors are a product of the old 
system.” Some find it challenging to use pupil-centered techniques because “it is easy to hold 
onto the old ways.” For many tutors, the new pedagogy is “foreign” and “works against” the 
existing culture, suggesting the need for more sustained professional development and resources.  
 
A recent study of 191 tutors from five Colleges of Education revealed high levels of concern for 
implementing the new B.Ed. curriculum (Abroampa, Nyatsikor, & Gyang, 2020). While most 
tutors expressed favorable views of the new curriculum’s content, tutors also reported several 
areas of concern, including awareness of the reform, having adequate information about the new 
curriculum, and personal ability to implement it successfully. Logistics (e.g. suitability of lecture 
room furniture to pupil-centered arrangements), resources (e.g. reference materials), time for 
covering the curriculum, and expertise for its operationalization were key reasons for “tutor 
trepidation” (p. 83).  
 
All informants agreed that tutors are challenged by several requirements of curriculum reform. 
Two believed more time for planning and professional development is needed. Tutors are 
“overloaded” with responsibilities, such as workshops, committees, monitoring, and academic 
counseling. In addition, tutors are expected to participate in weekly Continuous Professional 
Development (CPD) sessions, as stipulated by the NTECF and supported by T-TEL (discussed 
further below). Informants agreed that increasingly large class sizes make pupil-centered 
instruction more difficult. Informant 2 explained: “The number of student teachers has gone up. 
In some classes there are between 20 and 50 students. In others there are 200. How can you 
demonstrate or do role play in a class of that size?” These concerns reflect those from the Phase 
III Training Report, where Master and Step-down trainees found positive discipline, pupil 
grouping, and learning through play especially challenging with large classes and viewed 
lecturing as most suited. In the next section we describe several recent efforts to address the 
instructional challenges of college tutors. 
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Professional Development of College Tutors 

Alongside TFET’s Phase III training for College of Education faculty were other kinds of 
Continuous Professional Development (CPD). The aims of these efforts were supporting tutor 
implementation of the new B.Ed. program and shifting tutors’ traditional, teacher-centered 
methods toward a more progressive learner-centered model of instruction. Below we discuss 
several ways in which college tutors’ instructional needs have been supported for teaching under 
the new curriculum.  
 
In 2014, the MoE initiated the T-TEL4 project to overhaul the delivery and quality of pre-service 
teacher training in Ghana. T-TEL is a four-year program (2014-2018) funded by UK Aid and 
managed by Cambridge Education. In partnership with the MoE, National Teaching Council, and 
National Council for Tertiary Education, T-TEL supported the planning, design, and 
implementation of the new B.Ed. curricula within Colleges of Education. This collective work 
produced the National Teachers’ Standards for Ghana (NTS), the National Teacher Education 
Curriculum Framework (NTECF), and many other professional development materials currently 
in use.   
 
In support of the CPD mandate within the NTECF, T-TEL partnered with the MoE to produce a 
series of twelve professional development guides that support effective college classroom 
practice of college tutors (MoE, 2016). Each guide focuses on a single theme selected because of 
its relevance to improving learning outcomes through the use of “active pedagogies,” such as 
“enquiry-based learning” and “teaching and learning materials” (MoE, 2016, p. 5). Each 
thematic guide comprises several teaching strategies. Each strategy is to be covered within a 
weekly 90-minute professional development session facilitated by a college’s Professional 
Development Coordinator. For example, the Teaching and Learning Materials Guide for Tutors 
covers six teaching techniques, such as the use of low or no-cost materials and using the 
outdoors and local environment as teaching resources. Both innovative techniques are central to 
Module 4 of the TFET Phase III training program.  
 

                                                
4 T-TEL partnered with the National Council for Tertiary Education (NCTE) and the Ministry of Education to 
establish a Transition Support Fund, an investment of GHS 4.6 million into a results-based financing instrument 
designed to incentivize tutors and Colleges of Education to implement the new curriculum as planned. Colleges 
could each access GHS 100,000 to use for professional development and upgrading of their staff if they passed an 
assessment conducted by staff from the NCTE and the National Accreditation Board. The first round of 
assessments was in November 2019, and 33 of the 46 Colleges of Education passed and received funds. Those that 
did not pass were re-assessed in early 2020, and 12 out of 13 passed and received funding (Cambridge Education, 
2020) 
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More recently, T-TEL’s guides for tutors cover subject-specific pedagogy (or pedagogic content 
knowledge) for teaching B.Ed. courses. The guides are organized by subject, year/level, and 
semester (e.g. Literacy, Level 200, 1st semester). Informants explained that Professional 
Development Coordinators participate at university-based mentoring sessions at the start of each 
semester then return to share what they have learnt using the guides. These mentoring workshops 
cover challenges from the previous year and subject-specific teaching methods. According to 
Informant 1, tutors develop their skills through discussions of how to teach and assess subject-
specific topics, challenges they may encounter, and what materials they may need. At some 
colleges, ‘resource centers’ are now being developed through T-TEL support with instructional 
materials for tutors and student teachers.  
 
Several data sources indicate challenges to tutor participation in CPD sessions. Informant 3 
explained workshops are helpful to tutors, but some are once-off trainings insufficient for 
covering novel content. Informant 4 shared that some training is held online over Zoom but 
participants turn off their cameras and do other things, suggesting less tutor “buy in” to the aims 
of the program. Despite these challenge, T-TEL’s annual survey of progress reported tutor CPD 
attendance, understandings of the NTS, and use of student-centered methods have risen since the 
project’s inception in 2015 (Cambridge Education, 2020).  
 
Informants familiar with TFET expressed several features of the “laudable” program that is now 
a “household name” in some colleges. First, TFET is underpinned by the same constructivist 
ideology of the B.Ed. framework. Second, the program is viewed as beneficial for innovative 
teaching and for the professional development of college tutors. Unlike other forms of training, 
informants agreed TFET materials are unique in their “Ghanaian perspective” as seen through 
the 14 YouTube videos. Informant 4 explained, the videos “provide real life examples of 
experiences in teaching that tutors and students needs to see… bringing tutors and students closer 
to the classroom.” Modules on positive discipline, low-cost materials, and practical ways to 
make the classroom creative were cited as useful for the college teaching context.  
 
Finally, in support of teaching continuity during college closures caused by COVID-19, the 
Ghana Tertiary Education Commission (GTEC) together with T-TEL initiated a “virtual learning 
taskforce.” According to Anyanful & Aikins (2021), nearly 1,900 tutors were trained across the 
46 Colleges of Education on effective online delivery. Trainings covered instructional flexibility 
and tools (e.g. Google Classroom) for facilitating a blended learning environment (synchronous 
and asynchronous) A major success was seen at OLA College of Education, which partnered 
with a telecom provider to close the network connectivity gap for student teachers facing high 
data costs. To address the challenges of teaching during COVID, Informant 4 proposed adapting 
TFET videos to support an online learning environment.   
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In the final section on curriculum implementation, we describe a persistent, over-arching 
challenge to reform, that is, access to quality teaching and learning resources. 

Teaching and Learning Resources 

All key informants agreed that student teachers are especially challenged by a lack of basic 
resources for teaching and learning within their field placement schools. Informant 4 said, 
“Practical teaching experiences have been ramped up in the new curriculum so strain has been 
placed on the schools.” Challenges with Internet connection and technology (e.g. laptops) were 
emphasized by two of the four informants. Informant 3 gave an example of how a lack of 
resources impacted on a students’ pedagogy: “One student was not able to access her lesson 
notes or materials for teaching because the network was down so she just resorted to the old 
ways of teaching… At the time the government was consulting network providers to extend 
access but this has not yet been achieved.” Moreover, Informant 3 explained that resources are 
unequally distributed between urban and rural schools, which results in different patterns in the 
quality of learning. A lack of resources is compounded by students and supervising faculty 
traveling long distances to hard to reach schools on a more frequent basis under the new 
curriculum for practical teaching activities.  
 
Adu-Gyamfi and Otami (2020) present a critique of the new curriculum that characterizes pupil-
centered teaching as a foreign pedagogy unsuited to Ghanaian culture. The authors argue that 
resource challenges (e.g. inadequate supplies of drinking water, toilet facilities, computers, and 
Internet) will persist under the new ‘foreign’ curriculum until the ‘Ghanaian perspective’ and 
cultural, geographical, and economic contexts are acknowledged by the framework, such as 
provisions for rural colleges and schools. The authors call for a context-specific curriculum that 
responds to local Ghanaian challenges and that incorporates the views of teacher educators and 
pre-service teachers. Further, the authors call for an end to the student-centered pedagogic 
influences of international development partners. 
 
Alongside material resources is the expertise of mentor teachers that support the practical work 
of students. The selection of placement schools and mentors for student teachers is not currently 
bound by an official mentoring policy; thus, there is a need for careful selection of placement 
sites, mentor teachers, and increased alignment between learner-centered curriculum in the 
colleges and mentoring schools (Buabeng, Ntow, & Otami, 2020). When asked what kinds of 
resources students need to be successful in the new B.Ed. program, Informant 4 emphasized 
mentor teacher expertise: “Many were trained under the old diploma and even some expect to be 
paid for their mentoring… Teachers [in basic schools] are not abreast of the most recent teaching 
techniques…It will take time for mentors to understand the new reforms. We need to be able to 
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model those ideas and what the best teaching looks like. As the curriculum is cascading down, 
something is getting lost.” Informant 1 added: “Teachers teach the way they are taught…” 

Summary of Curriculum Implementation 

Findings showed several persistent challenges to curriculum implementation that mirror 
conclusions from the Phase III Training Report and that predate recent reform efforts. For 
college tutors the primary challenges are workload, long-standing forms of teacher-centered 
pedagogy (dominated by lecture-driven instruction), and large class sizes that complicate the 
enactment of pupil-centered approaches. Despite these challenges, T-TEL, in partnership with 
the MoE, produced a wealth of professional development guides to support the pedagogic 
knowledge and skills of college tutors. Due to the impacts of COVID-19, online teaching and 
learning also emerged as a national challenge to curriculum provision. Informants familiar with 
TFET emphasized the usefulness of the module videos and potential for adapting the program as 
an online teaching and learning course material. Lastly, findings indicate that the increased 
practical teaching requirements under the new curriculum have placed higher expectations on the 
role of mentor teachers and learning environments of basic schools. These challenges are likely 
to persist under the new reform as wide disparities in the teaching and learning resources of basic 
schools remains unchanged. 
 

Conclusions 

At a national level, the pathway to teaching and standards for practice were streamlined through 
substantive reforms to teacher education curricula. To address variation in the quality of teacher 
preparation under the new B.Ed. program, a new set of expectations for what effective teaching 
looks like in the Ghanaian context were adopted across all teacher training institutions. The 
curriculum for teacher education has shifted toward a more pupil-centered, integrated, and 
competency-based framework that prioritizes practical experience, local languages, and 
pedagogic content knowledge. TFET was found to be a complementary and timely program for 
the colleges making this transition to a new model of teacher preparation. TFET program 
techniques were found to align to some extent with most teaching standards, especially those 
pertaining to differentiated teaching and assessment. Teacher feedback stood out as an important 
skill required by the new curriculum, associated with improved learning outcomes, but not 
sufficiently covered by TFET. College tutors continue to experience challenges that predate the 
new reform and may benefit from sustained professional development that is mindful of 
instructional needs, such as workload and class size. Compared to other professional 
development programs for tutors, TFET is distinguished by its Ghanaian perspective and useful 
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module videos. In conclusion, the reform context is ripe for a needs-driven professional 
development program that supports teacher educators as central agents of curriculum reform. 
 

Recommendations 

The following program recommendations include five strategies for strengthening TFET 
alignment to the new National Teachers’ Standards and enhancing program materials to meet 
the needs of teacher educators more fully.  
 

• Recognize TFET program alignment to the new National Teachers’ Standards for 
Ghana. Continue to emphasize the Ghanaian perspective through module content 
(videos, examples, languages, curriculum, etc.)  

• Revise Module 10 on Assessment and Evaluation within the TFET training program 
to cover techniques for providing students with feedback on their learning. Possible 
characteristics may include feedback that is timely, frequent, descriptive (potentially 
extending student thinking), comprehensible in multiple forms (e.g. written, verbal), 
individualized, and inclusive of specific strengths and weaknesses, making evaluative 
criteria explicit so that students are able to use the feedback to monitor their own 
learning.  

• Revise Phase III program materials to include strategies for adapting pupil-centered 
techniques for large class sizes. At some colleges tutors teach large classes of +/- 200 
students in lecture halls. This present challenges for modeling program techniques for 
student teachers. 

• Consider adapting the TFET training model to support a variety of teacher 
educators, including mentor teachers in basic schools. Thirty percent of the new 
curriculum is designed to support practical experiences of student teachers. Thus, the 
learning environment of placement schools and the pedagogy of mentor teachers are 
increasingly significant to the quality of teacher preparation and should be aligned with 
curricula in the Colleges of Education. 

• Support the instructional needs of teacher educators (tutors, lecturers, mentors) by 
developing an abbreviated reference guide covering TFET’s pupil-centered 
techniques. Upon completion of master or step-down training, the guide may be used to 
supplement trainees’ pedagogic knowledge with examples, imagery, and templates for 
adaption and application in classroom contexts. The guide should include a glossary with 
key concepts and may also be distributed to other student teachers and should be made 
available in both digital and hard copy. 
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Appendices 

Appendix A: Curriculum Expert Interview Tool 

 
 
 

Curriculum Expert 
Interview Tool 

 
 

RECORD NUMBER______ 
 

 

TFET 
Techniques for Effective Teaching 

 
Sesame Workshop 

IDP Foundation, Inc. 
NORC @ the University of Chicago 

 
 
About this instrument 
This instrument is designed to elicit information from curriculum experts on: 

• Differences between the old and new teacher education curricula 
• Implementation of the new curriculum in the teaching colleges, and  
• Conceptual framework underpinning the new curriculum (pupil-centered) 

 
Data collector:  

Date:  

Respondent name:  
 
 

CONFIDENTIALITY 
Please sign below to indicate 
your consent to the 
confidentiality agreement 

I understand that my participation in this study is voluntary. I 
understand that I may refuse to answer any of the questions and 
that I may end the interview at any time. I understand that my 
decision to participate or end the interview will not in any way 
affect me or my institution. I understand that this questionnaire and 
written record of my responses will be treated as confidential and 
neither my name nor any name referenced will be used in any 
written report.  

SIGNATURE  
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INTRODUCTORY SCRIPT:  
 

• We are interested in learning about the recent changes to teacher education curriculum in Ghana 
(3-yr. Diploma vs. 4-yr. B.Ed.).  

• We would like to ask you a few questions to better understand these changes and their impact in 
the teaching colleges.  

• We are trying to understand the context within which TFET training is located  

• There are no right or wrong responses.  

• +/- 45 minutes (about 10 questions on curriculum, students, and teaching colleges) 

• May I record this interview?  
 
ABOUT YOU 
 

1. What is your current role? Please describe your primary responsibilities in this role. 
 

2. Were you involved in the writing of the new teacher education curriculum framework? National 
Teacher Standards? If so, how did this come to be? 

 
CURRICULUM DEVELOPMENT 
 

3. We are interested in some of the general DIFFERENCES between the old and new teacher 
education curricula.  

a. In your view, what are some of those key differences? (Probe for which theoretical school 

of thought underpins the old vs. new, i.e. competency based approach? 

Constructivist/pupil-centered?) 

b. Prompt: what is the ideal form of teaching and learning expressed in the curricula? 
c. How is pupil-centered teaching expressed in the new curriculum? 
d. Where the respondent has familiarity with TFET: What are some of the similarities between 

TFET and the new B.Ed. curriculum? What does TFET provide that the curriculum does 
not? 
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4. We see there are four pillars to the new Teacher Education Curriculum Framework. In your view, 
which is the most important pillar? Least important? Please explain. 

 
NEW B.ED. STUDENT COHORT 
 

5. We understand that the new curriculum framework was written for students enrolled in a Bachelor 
of Education program. Who are the students who typically enroll in this program?  

a. Prompt: What is their background? Do they have any teaching experience? Typical age? 
Etc. 

b. What kinds of support do you think student teachers need to be successful in the new 
B.Ed. program? (e.g. knowledge, people, materials) 
 

6. In your view, what are some of the MAIN CHALLENGES to making the shift to pupil-centered/child-
friendly teaching across schools and colleges in Ghana? Will this vary by region? (Probe for 
differences between tutor and student challenges) 

 
IMPLEMENTATION OF NEW CURRICULUM 
 

7. How do teacher education programs use the NTS and NTECF to inform the new curriculum? Have 
the colleges received any form of standardized training on the new curricula? 

a. How have lecturers and tutors redesigned their curricula to align with the new standards 
and framework? 

 
8. To what extent do you think there is now some coherence across COE Bachelors in basic 

education programs? 
 

9. Is there an article you think I should read that is important to understanding the recent reforms to 
teacher education in Ghana? Please explain.  
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Appendix B: National Teacher Education Curriculum Framework 

 
 
(MoE, 2017: p. 18) 
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Appendix C: Crosscutting Issues of the National Teacher Education Curriculum 
Framework 

 
(MoE, 2017, p. 8) 
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Appendix D: Other Training and Professional Development Issues for New 
Teachers 

 
(MoE, 2017, p. 8) 
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Appendix E: Detailed Analysis of TFET-NTS Alignment Per Standard 

NTS DOMAIN 1: PROFESSIONAL VALUES AND STANDARDS 
 

 
 
 
 
 
 
 
 
 
 
 

1.	PROFESSIONAL	VALUES	AND	STANDARDS

1a.	Professional	development

Notes	(including	TFET	content	absences,	
emphases,	and	other	obs	from	NTS)National	teaching	standard Exemplary	Phase	III	TFET	techniques
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Notes	(including	TFET	content	absences,	
emphases,	and	other	obs	from	NTS)National	teaching	standard Exemplary	Phase	III	TFET	techniques0 1 2 3 4 7 8 9 10 11 12 13 14 A

1

Critically	and	collectively	reflects	
to	improve	teaching	and	
learning.		

1

MOD	10:	Use	self-assessment	to	improve	your	teaching.	Make	sure	you	evaluate	
your	own	work	too.	By	assessing	your	pupils’	understanding,	you	can	see	how	
effective	your	lessons	are.	Look	for	places	where	you	can	grow,	improve,	and	
learn	as	a	teacher	(92)

No	mention	in	TFET	of	specific	strategies	
for	critiquing	own	practice,	e.g.	peer	
observation

2

Improves	personal	and	
professional	development	
through	lifelong	learning	and	
Continuous	Professional	
Development.		 1

MOD	13:	Other	teachers	can	be	great	resources;	they	can	help	you	with	different	
activities	for	your	lesson;	set	aside	regular	time	with	other	teachers	to	plan	
lessons	and	activities;	work	together	with	other	teachers	to	design	lessons	and	
activities	that	are	engaging	for	students	(113)

Other	examples	not	covered	in	TFET	
include	self-directed	study	through	
internet,	expert	mentors,	CPD,	etc.

3

Demonstrates	effective	growing	
leadership	qualities	in	the	
classroom	and	wider	school.		

1 1

MOD	7:	Pupils	can	be	classroom	helpers.	By	giving	each	pupil	a	duty,	your	pupils	
learn	about	responsibility	and	contribute	to	a	well-organized	classroom.	(59)	
MOD	11:	Create	a	learning	environment	that	both	girls	and	boys	feel	supported	
and	empowered	to	participate	in	equally.	This	may	include	paying	special	
attention	to	or	making	accommodations	for	girls,	who	traditionally	may	not	have	
been	given	leadership	positions	in	class	activities,	exposed	to	female	role	models	
in	society,	etc.	(95)

No	mention	in	TFET	of	within-school	
teacher	leadership	of	other	teachers	and	
the	profession,	or	specific	explanation	of	
'teacher	leadership'

1b.	Community	of	practice

Notes	(including	TFET	content	absences,	
emphases,	and	other	obs	from	NTS)

Notes	(including	TFET	content	absences,	
emphases,	and	other	obs	from	NTS)

National	teaching	standard Exemplary	Phase	III	TFET	techniques
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Notes	(including	TFET	content	absences,	
emphases,	and	other	obs	from	NTS)National	teaching	standard Exemplary	Phase	III	TFET	techniques0 1 2 3 4 7 8 9 10 11 12 13 14 A

4

Is	guided	by	legal	and	ethical	
teacher	codes	of	conduct	in	his	
or	her		development	as	a	
professional	teacher.		 1

Possible	examples	include		respect	for	and	
knowledge	of	GES	ethical	code	and	other	
policies

5

Engages	positively	with	
colleagues,	learners,	parents,	
school	management	
committees,	parent-teacher	
associations,	and	wider	public	as	
part	of	a	community	of	practice

1 1

MOD	4:	Manual:	Community	members	are	a	great	resource.	You	have	an	amazing	
resource	right	at	your	fingertips:	the	members	of	your	community.	When	you	
invite	people	into	your	classroom,	your	pupils	are	able	to	see	how	learning	is	
useful	in	the	real	world.	They	will	better	understand	why	they	are	learning	the	
lessons	and	how	school	will	help	them	later	in	life.	(49)	Video:	farmer	from	the	
community	who	shared	with	pupils	about	his	profession	by	linking	or	using	the	
farm	produce	to	solve	mathematics.	MOD	10:	Inform	parents	about	their	child’s	
progress.	Use	meetings	and	messages	to	let	parents	know	how	their	child	is	
progressing.	Always	emphasize	positive	things	about	the	child,	as	well	as	
informing	them	about	challenges	the	child	might	be	having	(92);	strategies	for	
holding	a	parent	teacher	conference	(85)

TFET	emphasis	on	relations	with	parents	
and	community	members

6

Develops	a	positive	teacher	
identity	and	acts	as	a	good	role	
model	for	students

1 1 1

MOD	1:	Manual:	The	teaching	profession	is	exciting	and	important.	Teachers	are	
responsible	for	what	their	pupils	learn,	and	that	is	an	incredibly	important	job.	
(17)	Video:	Discussion	of	the	importance	of	the	teaching	profession.	MOD	3:	
Manual:		You	are	a	role	model.	Throughout	the	day,	you	can	model	how	pupils	
should	behave.	Remain	calm,	speak	gently,	and	use	logic	when	explaining	your	
decisions.	(39)	Video:	Teacher	models	how	to	set	positive	example	through	e.g.	
punctuality,	neatness,	polite	language,	orderliness,	calmness,	tolerance	of	
different	opinions.	MOD	12:		Video:	Teacher	models	a	positive	attitude	by	
listening	to	the	pupils	carefully,	creating	a	warm	and	friendly	atmosphere,	
encouraging	inclusion	in	play.

7

Sees	his	or	her	role	as	a	potential	
agent	of	change	in	the	school,	
community		and	country.	

1 1 1

MOD	4:	Low	or	no-cost	materials	can	be	highly	engaging	learning	materials	found	
in	our	immediate	environment.	They	include	things	found	in	nature	like	beans,	
stones,	and	tree	branches;	recycled	materials	like	cartons,	newspapers,	bottles,	
etc.;	and	low-cost	materials	like	beads,	old	clothing,	etc.	(42).	MOD	11:	Show	girls	
examples	of	women	in	many	different	roles	and	occupations	or	invite	women	
from	different	professions	to	visit	and	speak	about	what	they	do.	(105)	MOD	12:	
Strategies	for	creating	an	inclusive	classroom,	e.g.	use	oral	methods,	such	as	
reading	out	a	math	problem	out	loud,	articulating	the	thinking	process,	etc.(103)

Notes	(including	TFET	content	absences,	
emphases,	and	other	obs	from	NTS)National	teaching	standard Exemplary	Phase	III	TFET	techniques
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NTS DOMAIN 2: PROFESSIONAL KNOWLEDGE 
 

 
 
 
 
 
 
 
 
 

2.	PROFESSIONAL	KNOWLEDGE

2a.	Knowledge	of	educational	frameworks	and	curriculum

Notes	(including	TFET	content	absences,	
emphases,	and	other	obs	from	NTS)National	teaching	standard Exemplary	Phase	III	TFET	techniques
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Notes	(including	TFET	content	absences,	
emphases,	and	other	obs	from	NTS)National	teaching	standard Exemplary	Phase	III	TFET	techniques0 1 2 3 4 7 8 9 10 11 12 13 14 A

8

Demonstrates	familiarity	with	
the	education	system	and	key	
policies	guiding	it		 1

Examples	include	demonstrating	
knowledge	of	curriculum	policies	for	
students	and	teachers

9

Has	comprehensive	knowledge	
of	the	official	school	curriculum,	
including		learning	outcomes.		

1 1 1

MOD	1:	Analysis	and	design	of	lesson	plan,	defined	as	a	teacher’s	guide	for	what	
will	be	taught,	how	it	will	be	taught,	and	how	we	can	check	pupils’	learning	(10).	
Includes	examples	of	enacted	curriculum	standards	in	English	and	Math	(14-15).	
MOD	9:	Presents	example	of	differentiating	learning	activities	by	ability	during	a	
math	lesson;	emphasis	on	maintaining	the	same	learning	objective	for	all	
students.	MOD	10:	Learning	objectives	defined	as	the	skills	or	knowledge	that	
pupils	are	expected	to	acquire	by	the	end	of	the	lesson,	using	the	"SMART"	criteria

No	explanation	in	TFET	of	how	to	analyze	
and	use	learning	outcome	data	to	make	
curricular	decisions	(selection,	sequencing,	
pacing	of	content)	

10

Has	secure	content	knowledge,	
pedagogical	knowledge	and	
pedagogical		content	knowledge	
for	the	school	and	grade	they	
teach	in.		

1 1 1 1 1 1 1

MOD	4:	Using	materials	and	environments	other	than	the	classroom	as	
appropriate,	drawing	on	other	adults,	nature,	and	local	community	members	(49).		
MOD	8	&	14:	Making	activities	more	hands-on	so	pupils	use	their	body,	voices,	
eyes,	and	minds,	e.g.	play,	drama,	art,	music,	in	alignment	with	pupils'	interests;	
guiding	play	by	asking	questions	and	making	comments;	incorporating	pupils'	
ideas	into	play.;	SCAMPER	technique.	MOD	9:	Grouping	students	by	interest	
and/or	ability.	MOD	10:	Strategies	for	assessing	students	in	different	ways	(e.g.	
asking	open-ended	questions,	group	presentations	with	rubrics,	quizzes,	etc.)	
MOD	11	&	12:	Pupils	of	every	gender,	ability	level,	and	with	special	educational	
needs	are	supported	equitably;	includes	examples	of	accommodation	strategies	to	
meet	specific	learning	needs,	e.g.	dyslexia

TFET	emphasis	on	pedagogic	knowledge	
(techniques	for	relaying	content),	rather	
than	content	knowledge	or	pedagogical	
content	knowledge

11

At	pre-primary	and	primary	the	
teacher	knows	the	curriculum	
for	the	years		appropriate	to	
multi-grade	classes;	has	good	
knowledge	of	how	to	teach	
beginning	reading	and	numeracy	
and	speaking,	listening,	reading	
and	writing,	and	to	use	at	least	
one	Ghanaian	language	as	a	
medium	of	instruction.		

1 1

MOD	9:	Using	different	methods	to	teach	one	topic	helps	children	at	all	levels	
(above	average,	average,	below	average)	to	understand	the	topic	better	(74).	
MOD	13:	Early	childhood	developmental	milestone	chart	(spanning	1-8	years	old)

Pupil-centered	literacy	and	mathematics	
excluded	from	the	Phase	III	Training	
manual;	absence	of	multi-grade	teaching	
techniques	in	TFET

2b.	Knowledge	of	students

Notes	(including	TFET	content	absences,	
emphases,	and	other	obs	from	NTS)

Notes	(including	TFET	content	absences,	
emphases,	and	other	obs	from	NTS)National	teaching	standard Exemplary	Phase	III	TFET	techniques

National	teaching	standard Exemplary	Phase	III	TFET	techniques
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Notes	(including	TFET	content	absences,	
emphases,	and	other	obs	from	NTS)National	teaching	standard Exemplary	Phase	III	TFET	techniques0 1 2 3 4 7 8 9 10 11 12 13 14 A

12

Understands	how	children	
develop	and	learn	in	diverse	
contexts	and	applies		this	in	his	
or	her	teaching.		

1 1 1 1 1

MOD	1:	Ways	children	learn;	children	may	remember	10%	of	what	they	hear	as	
opposed	to	90%	of	what	they	do;	emphasis	on	seeing,	simulation,	and	doing	(12).	
MOD	9:	Using	different	methods	to	teach	one	topic	helps	children	at	all	levels	
(above	average,	average,	below	average)	to	understand	the	topic	better	(74).	
MOD	11	&	12:	Techniques	for	supporting	pupils	of	every	gender,	ability	level,	and	
with	special	educational	needs,	e.g.	dyscalculia:	use	oral	methods,	such	as	reading	
a	math	problem	out	loud,	articulating	the	thinking	process,	etc.;	or	for	a	high	
achieving	learning,	do	not	give	too	many	instructions	or	guidance,	apart	from	that	
she	will	be	graded	on	the	output;	encouraged	to	find	one’s	own	way	to	finish	
(103)

13

Takes	accounts	of	and	respects	
learners’	cultural,	linguistic,	
socio-economic	and		educational	
backgrounds	in	planning	and	
teaching.		

1 1

MOD	8:	Strategies	for	planning	lessons	around	pupils'	interests,	e.g.	watching	
pupils	during	break	time	and	find	out	what	they	enjoy;	MOD	9:	Strategies	for	
grouping	pupils	intentionally	by	interest	and	ability,	understanding	pupils'	
preferred	ways	of	learning	and	educational	strengths

Other	examples	not	covered	in	TFET	
include	identifying	gaps	in	learning,	
vulnerabilities	to	drop	out,	and	explaining	
irregular	attendance	patterns	

Notes	(including	TFET	content	absences,	
emphases,	and	other	obs	from	NTS)National	teaching	standard Exemplary	Phase	III	TFET	techniques
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NTS DOMAIN 3: PROFESSIONAL PRACTICE 
 

 
 
 

3.	PROFESSIONAL	PRACTICE

3a.	Managing	the	learning	environment

Notes	(including	TFET	content	absences,	
emphases,	and	other	obs	from	NTS)National	teaching	standard Exemplary	Phase	III	TFET	techniques
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Notes	(including	TFET	content	absences,	
emphases,	and	other	obs	from	NTS)National	teaching	standard Exemplary	Phase	III	TFET	techniques0 1 2 3 4 7 8 9 10 11 12 13 14 A

14

Plans	and	delivers	varied	and	
challenging	lessons,	showing	a	
clear	grasp	of	the	intended	
outcomes	of	their	teaching

1 1 1

MOD	1:	Basics	of	lesson	planning	(objective;	relevant	prior	knowledge;	activities;	
materials;	core	points;	assessment);	examples	of	alignment	between	content	
standards	and	teaching	techniques	for	math	and	literacy;	includes	lesson	planning	
rubric.	MOD	2:	Strategies	for	setting	up	a	child-friendly	classroom,	e.g.	seating	
arrangements,	display	of	learning	materials.	MOD	10:		A	clear	learning	objective	
allows	the	teacher	to	know	exactly	what	they	expect	their	pupils	to	do	and	to	
intervene	when	those	expectations	are	not	met.	Clear	learning	objectives	that	
supports	assessments	and	evaluation	follow	the	“SMART”	criteria	(specific,	
measurable,	achievable,	realistic,	timely)

Other	examples	not	covered	in	TFET	
include	creating	a	term	plan	and	strategies	
for	re-teaching	content	when	some,	most,	
or	all	learners	have	not	achieved	the	
intended	learning	objective

15

Carries	out	small	scale	action	
research	to	improve	practice

1

Action	research	defined	explicitly	within	
the	NTECF	(p.	35);	standard	support	the	
envisaged	ideal	teacher	as	local	'change	
agent'	

16

Creates	a	safe,	encouraging	
learning	environment

1 1

MOD	2:	Techniques	for	arranging	the	classroom	in	a	child-friendly	manner,	
including	seating	arrangements,	activity	corners,	circle	time,	and	display	of	
materials.	MOD	3:	Teacher	defined	as	punctual,	neat,	polite,	orderly,	calm,	
tolerant	of	different	opinions;	strategies	for	promoting	positive	discipline	(e.g.	
creating	and	reinforcing	collectively	developed	rules,	conflict	management,	
signaling	attention,	etc.)

17

Manages	behavior	and	learning	
with	small	and	large	classes

1 1

MOD	3:	Techniques	that	foster	positive	behavior,	such	as	rules	and	consequences,	
modeling	desired	behaviors	(calm,	gentle,	logical).	MOD	7:		System	for	assigning	
pupil	roles	("class	helpers")	that	promote	responsibility;	strategies	to	prepare	and	
maintain	classroom	routines	and	activities	(before,	during,	and	after	school),	such	
as	a	timetable	and	weekly	plan	

Little	coverage	in	TFET	on	classroom	
management	strategies	for	large	classes	of	
pupils

3b.	Teaching	and	learning

Notes	(including	TFET	content	absences,	
emphases,	and	other	obs	from	NTS)

Notes	(including	TFET	content	absences,	
emphases,	and	other	obs	from	NTS)

National	teaching	standard Exemplary	Phase	III	TFET	techniques

National	teaching	standard Exemplary	Phase	III	TFET	techniques
No
ne
Fu
nd
am
en
ta
ls

C-
F	C
las
sro
om

Po
s.	
Di
sc
ipl
ine

L-C
	M
at
er
ial
s

Tim
e	M

an
ag
e.

Cr
ea
tiv
e	&
	Fu
n

Di
ffe
re
nt
iat
ion

As
se
ss
m
en
t

Gi
rls
	Ed

In
clu
siv
e	L
ing

Ea
rly
	Ch
ild
ho
od

Pla
y
Ap
pe
nd
ix

Notes	(including	TFET	content	absences,	
emphases,	and	other	obs	from	NTS)National	teaching	standard Exemplary	Phase	III	TFET	techniques0 1 2 3 4 7 8 9 10 11 12 13 14 A

18

Employs	a	variety	of	
instructional	strategies	that	
encourages	student	participation	
and	critical	thinking

1 1 1

MOD	1:	Description	of	different	and	most	effective	ways	children	learn;	emphasis	
on	active	learning	techniques,	e.g.	collaborative	learning,	experimentation,	
natural	discovery.	MOD	2:	Techniques	for	organizing	a	child-friendly	classroom,	
such	as	arrangement	of	furniture	and	materials.	MOD	8:	Developing	hands-on	
activities	so	that	pupils	can	use	their	body,	voices,	eyes,	and	minds	(e.g.	play,	art,	
music)	aligned	with	their	personal	interests	to	encourage	participation

Critical	thinking	not	explicitly	covered	in	
the	TFET	program

19

Pays	attention	to	all	learners,	
especially	girls	and	students	with	
Special	Educational	Needs,	
ensuring	their	progress

1 1 1 1

MOD	9:	Techniques	for	ability	grouping	(above	average,	average,	below	average)	
and	supporting	pupils'	preferred	learning	styles,	especially	when	teaching	large	
classes;	presents	exemplary	lesson	plan	for	a	literacy	lesson	differentiated	by	
ability	(77).	MOD	11:	Strategies	for	identifying	special	educational	needs	
(characteristics	chart	on	p	99)	and	supporting	those	needs	(103),	e.g.	installing	a	
ramp	to	the	classroom	for	a	pupil	that	cannot	walk.	MOD	12:	Providing	girls	and	
boys	with	equal	opportunities	to	participate,	the	same	responsibilities	and	roles;	
showing	examples	of	successful	women	in	society.	MOD	13:	Observe	pupils'	
behaviors	and	actions,	which	may	indicate	whether	an	activity	has	been	
successful;	ask	lots	of	questions	to	engage	pupils	and	assess	their	understanding	
(113)

20

Employs	instructional	strategies	
appropriate	for	mixed	ability,	
multi-lingual,	and	multi-age	
classes

1

MOD	9:	Techniques	for	differentiating	instruction	by	ability;	emphasis	on	
preferred	ways	of	learning	(styles)	and	strengths;	using	variety	of	teaching	
methods	and	intentional	grouping	by	ability	(above	average,	average,	below	
average)

Partial	connection	to	MOD	9;	Other	
examples	not	covered	in	TFET	include	
techniques	that	support	multigrade	
learning,	overage	learners,	and	
multilingual	pupils	(code-mixing,	bilingual	
texts)

21

Sets	meaningful	tasks	that	
encourages	learner	collaboration	
and	leads	to	purposeful	learning

1 1

MOD	9:	Techniques	for	grouping	by	ability,	interest,	and	learning	styles.	Observe	
pupils	while	they	work	in	groups	in	learn	about	their	learning	needs.		MOD	10:	
Activities	to		align	objectives	with	specific	forms	of	assessment;	strategies	for	
assessing	learning	in	different	ways	(checklists,	presentations,	quizzes,	
conversations)

22

Explains	concepts	clearly	using	
examples	familiar	to	students

1

Appendix:	Variety	of	sample	lesson	plans	that	exemplify	how	to	structure	and	
present	curriculum	content	that	aligns	with	content	standards	and	reflects	key	
concepts				

Not	covered	in	TFET	includes	how	to	use	
drawings,	metaphor,	demonstrations,	ICT,	
to	present,	represent,	and/or	reteach	
concepts	when	learners	do	not	
understand	

23

Produces	and	uses	a	variety	of	
teaching	and	learning	resources	
including	ICT,	to	enhance	
learning

1

MOD	4:	Low	or	no-cost	materials	can	be	highly	engaging	learning	materials	found	
in	our	immediate	environment.	They	include	things	found	in	nature	like	beans,	
stones,	and	tree	branches;	recycled	materials	like	cartons,	newspapers,	bottles,	
etc.;	and	low-cost	materials	like	beads,	old	clothing,	etc.	(42).	Benefits	of	pupils	
gather	materials	themselves	for	a	lesson,	e.g.	ownership	in	the	learning	process

ICT	and	selection	of	commercially	
produced	materials	not	covered	in	TFET	
program

Notes	(including	TFET	content	absences,	
emphases,	and	other	obs	from	NTS)National	teaching	standard Exemplary	Phase	III	TFET	techniques
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3c.	Assessment

National	teaching	standard Exemplary	Phase	III	TFET	techniques
Notes	(including	TFET	content	absences,	
emphases,	and	other	obs	from	NTS)
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National	teaching	standard Exemplary	Phase	III	TFET	techniques
Notes	(including	TFET	content	absences,	
emphases,	and	other	obs	from	NTS)0 1 2 3 4 7 8 9 10 11 12 13 14 A

24

Integrates	a	variety	of	

assessment	modes	into	teaching	

to	support	learning

1 1

MOD	9:	Differentiated	instruction	defined	in	part	as	using	a	variety	of	assessments	

during	a	single	lesson;	for	example,	instructions	for	practicing	multiplication	

differentiated	by	ability,	above	average	group	solve	story	problems;	average	

group	does	a	chant;	below	average	group	uses	counters	to	demo	repeated	

addition.	MOD	10:	Different	ways	to	assess	whether	learning	objectives	have	been	

met	include	asking	open-ended	questions,	one	on	one	conversation,	listening	to	

pupils	discuss,	presentations,	quizzes,	role	play,	etc.	(84,	89);	use	of	rubric	to	score	

and	assess	learning	(90)

Not	covered	in	TFET	includes	data	driven	

instruction,	e.g.	gap	analysis	between	

males	and	females;	emphasis	on	

qualitative	assessment	in	primary	grades

25

Listens	to	learners	and	gives	

constructive	feedback

1

Although	feedback	in	modeled	throughout	

the	training	manual	(e.g.	after	trainees	

share	ideas),	feedback	is	not	explicitly	

covered	within	the	TFET	program.	

Examples	of	content	not	covered	include	

formative	feedback	to	individuals	and	

groups,	asking	students	to	clarify	their	

ideas,	or	re-explaining		evaluation	criteria		

26

Identifies	and	remediates	

learners'	difficulties	or	

misconceptions,	referring	

learners	whose	needs	lie	outside	

the	competency	of	the	teacher

1

MOD	10:	Review	notes	and	pupils'	work	to	identify	difficult	topics	for	pupils	or	

learning	objectives	that	were	not	achieved;	objectives	defined	and	presented	as	

important	for	measuring	whether	learning	has	been	achieved	and	if	intervention	

is	needed

Possible	examples	include	strategies	for	re-

teaching	content	that	learners	find	

difficult	or	referring	pupils	to	a	specialist	

teacher;	TFET	manual	directs	trainees	to	

review	pupil	work	to	identify	difficult	

topics	but	lacks	strategies	to	carry	out	

such	a	task,	e.g.	how	to	use	scores	from	a	

rubric	to	identify	skills	that	need	re-

teaching

27

Keeps	meaningful	records	of	

every	learner	and	communicates	

progress	clearly	to	parents	and	

learners

1

MOD	10:	Strategies	for	engaging	with	parents	to	discuss	pupils'	academic	

progress,	e.g.	identifying	positive	behaviors	and	progress,	areas	where	pupils	is	

experiencing	challenges;	obtaining	feedback	from	parents	on	how	best	to	support	

their	child	(84);	outline	for	conducting	a	parent	teacher	conference	with	tips	for	

success,	e.g.	preparing	a	portfolio	of	pupil's	work	ahead	of	time	(85);	description	

and	outline	of		'communication	book'	to	share	observations	and	activities	with	

parents	on	daily	basis	

Techniques	not	covered	in	TFET	include	

how	to	use	assessment	data	to	make	

instructional	decisions	on	a	daily	basis;	

distinction	between	formative	and	

summative	assessment;	using	rubrics	to	

communicate	learning	strengths	and	

weaknesses	to	pupils

28

Demonstrates	awareness	of	

national	and	school	learning	

outcomes	of	learners

1

Although	the	TFET	program	gives	

examples	of	GES	curriculum	standards	to	

model	instructional	strategies,	the	

program	does	not	cover	strategies	for	

analyzing	school	performance	on	GES	

curriculum	standards	over	time	to	support	

improvement	strategies	and	analyze	how	

pupils	at	school	level	compare	to	national	

patterns	of	learning	achievement

29

Uses	objective	criterion	

referencing	to	assess	learners

1

MOD	10:	Strategies	for	developing	different	types	of	analytic	rubrics	with	pre-

determined	criteria	to	itemize	performance	assessment;	emphasis	on	rubrics	

providing	consistency	when	scoring	pupils'	work	

Not	covered	in	TFET	is	how	to	use	rubric	

scores	to	analyze	patterns	in	pupil	

performance	(areas	and	strength	and	

weakness	within	and	between	groups	of	

pupils);	examples	given	in	manual	do	not	

model	the	breakdown	of	assignment	

characteristics	so	that	the	scorer	can	

itemize	and	define	criteria	explicitly	(e.g.	

what	does	"partial	understanding	of	

representing	numbers"	look	like?

National	teaching	standard Exemplary	Phase	III	TFET	techniques
Notes	(including	TFET	content	absences,	
emphases,	and	other	obs	from	NTS)


