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Abstract

This thesis analyzes a case study on untrainecheéean-service education
located in northern Ghana, Africa. The purposeheaf thesis is to explore the in-
service teacher training phenomenon as it occurs inational socio-economic
context. The research ambition is accomplishechiex@loratory field study design.
I collected empirical data at different societaldks in Ghana’s education system,
although the main contribution is drawn from a &ngase study, labeled School A.
This thesis provides an analytical discussion @& fimdings | collected while in
Ghana in October and November of 2006, interviewiregactors involved with these
gaps, in the light of relevant theory. | apply e&@s/and Wenger’'s (1991) theory of
situated learning, and Wenger's (1998) notion obmmunity of practice as a

theoretical framework for understanding betterghenomenon under investigation.

The case study provides empirical evidence of g untrained teachers
learned to teach and used one another as resodrcesresearch has, however,
identified a range of mismatches between policylgoafficial plans, real life
practices, along with practical interruptions teadhers’ daily workplace learning. |
conceptualize these reoccurring situations as tiggisoccur at the school, as well as
the macro (national educational level) and mesda@k district level) level of
education in Ghana. The gaps include lack of nes® communication, finances, in
addition to managerial support and facilitatiorlezrning at the micro level. The case
study illuminates empirically that School A has eleped a community of practice,
although at a rudimentary and immature stage, @w@ircommunity of practice. |
propose to apply the concept of community of pcactvith the purpose of training
their untrained teachers and socializing them jotofessional teaching. In this
perspective, the community of practice emerges rasdaal model to fill these
recurrent gaps. In the discussion, | address afifectors and preconditions for the
ideal model of a community of practice to work @arhing and knowledge structures

to facilitate in-service training of unskilled téssss.
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1. Introduction

1.1 Introduction

| conducted my pre-study in April 2006, while in fdango, a town in the
northern region of Ghana, working with a schoolill vefer to as School A for the
duration of the thesis. | worked with another teacfrom Norway to discuss in-
service training and teacher support with the teecht School A. As | learned about
the teachers’ educational background | realized thayap existed between the
amounts of training needed to teach and the trgioriack of training they received.
The other major difficulty that | observed durinigetpre-study was the school’s
challenge of retaining teachers. A handful of ess at School A have worked
continuously at the school, but this is rare: mieathers are transient due to other job
and schooling opportunities. When reviewing théams that the school [teachers
and the headmaster] can employ to reduce theragap, the headmaster expressed
concern with possible loss of teachers sent toagh&r preparation program in

Tamalé or in Accra, as well as the costs of in-servicecadion.

The headmaster’'s concern is apt: teachers whodattereducational institute
in Tamale are far less likely to return to theagjes to teach. Rose Folson comments
on the situation of academics’ tendency in Ghamadwe from the villages as well as
the country, in “Economic Restructuring and Edwmatin Ghana” (2006). Folson

states that

most students who completed school were likely &wehacquired little
technical knowledge and did not see their futureural farming work that
was not tailored to the work they were capableang. Rather they migrated
to the urban centers to see commensurate jobs6,(p0Q40)

! Tamale is the closest major city with a teachaining college. Tamale is a few hours’ drive fromribngo.
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The same pattern of migration holds true with t@aghif people from the villages
are given the opportunity to leave the village aioan in a rural area, much like
Damongo. Those that have the capacity to leavesartty to be teachers, as well as
other professions, will leave the villages for woik the urban areas. This
contributes to the high concentration of untrainedchers in the rural areas, like
Damongo, in which more than 60% of the teachetieénpublic sector are untrained
teachers (Director of Education of West Gonja mistinterview, 2006). | will be
looking at how to retain teachers in that areappsing that School A should work
on producing teachers for the school and peopleotdribute to the community,
rather than migrate to another area of Ghana. oyram which includes incentives
and changes in work environment needs to be impitdeo help combat the brain

drain in the area.

As | continued to learn about the situation of teas, the district of
education, and the country, certain gaps camglhd. liParticular ideas and initiatives
begun by the educational district as well as thegkdid not take complete shape,
leaving a gap between the need that the initi@d@ressed and the actual assistance
provided. | will present and explore the gaps i ecase study of School A. The
presence of gaps is not a unique predicament tmahthern region of Ghana, but
occurs in other areas of Ghana and the world. iBhs circumstance that occurs
within education as well as other vocations, wheos¢ working do not have the
training necessary to perform the jobs, yet musttit® job to the best of their

abilities, even drawing on one another as resources

My research aims to find out about in-service teadhaining as it occurs in
Ghana. The case of School A piqued my interestyirpra-study, due to its situation:
all the teacher have no prior training, nor doeshibadmaster have any educational
training, yet they are in a situation of estabhgha school and teaching. They are the

main actors in the study | will be presenting (8gere 1.1).
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Figure 1.1 Actors in the Case Study

Categories

Macro Level

Secretary of Education
Ghana Education System (GES)

Teacher Training College

Meso Level

District Education Office of West Gorfja
District Teacher Support Team (DTST)

University students

Micro Level

School A

Headmaster

Class teachers

Parents

Student

Parent Teacher Association (PTA)

1.1.1 Goals

This thesis will be an analytical discussion of timelings | collected while in
Ghana in October and November of 2006, intervieviggactors involved with these
gaps, in the light of relevant theory. This reshaesponds to the case of the private
school, School A in Damongo, and its predicamentadfing untrained teachers in
the classroom, limited resources available to ttaem while they work, and the
general employee turnover that the school expeggncThe result of my research
will offer a plan to raise the level of teacher ealion and training at School A and

generalize to a greater scope.

teacher education while keeping the teachers intbgular practice.

2 Damongo is located in the West Gonja School Distri

I will present rdagrated way of implementing
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1.2 Demographic Background

Ghana is situated in Western Africa on the Ivorya&pwith Togo to the east,
Cote D’lvoire to the west, and Burkina Faso to tioeth. Ghana has a land mass of
239,000kn? and a population of 20 million (Hudgens & Trill@Q03, p. 723). The
country is divided into nine regions: Central, \est Easter, Volta, Ashanti, Brong-
Ahafo, Northern, Upper West, and Upper East. Sinalsstacles common to Western
Africa are present in Ghana as well. Ghana possessich culture of tradition and

Ghana as a nation, like many others, marks evieatshaped the country over time.

Figure 1.2 Map of Ghand

d'lvoire Shari {
.

@Pnhidj.?

The Ghanaian people were involved with northerncain trade, selling gold to
the traders, Berbers and Arabs, which would evédigtuze sold to Europeans
(Shillington, 2005, p. 563). Rich deposits of gatdancient Ghana led to Ghana’s

development as a wealthy country.

The Portuguese were the first Europeans to larsh@ana. Upon their arrival

they traded with the locals, and also built thetfand largest fort in Africa in 1482,

31 will go into further detail about the DTST artd functions in the Context chapter.

4 Map from Zook (2006).
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called Elmina castfe(Gocking, 2005). The Portuguese monopolized tlastad ports
and the trading with the gold coast until the e&rﬂi century (Gocking, 2005, p. 26).

Another outside influence, the British traded wthie Ghanaians from the 14
century and gained rule over Ghana after the DatchPortuguese (Gocking, 2005).
Ghana started the self-governing process in 195t the National Liberation

Movement (NLM), and received full independence oaréh 6, 1957.

1.3 Why Ghana?

Ghana has been influenced by many different cudtume aspects of
governmental structure and economy as well as ¢duca Despite this outside
influence in education, Ghanaians themselves nfagldiggest impact on their own
educational system, taking matters into their ovamds to establish educational
institutions rather than waiting for the colonizinguntries to take action. Assisted
and non-assisted schools founded before indepeadepcesented the majority of
schools in Ghana. As Ghana gained independencegayernment caught up and
focused on establishing schools and setting eduwtigoals. Though it is
impossible to see how the earlier educational Ghangioneers taught initially, we

can look at a contemporary situation.

The pre-study began examination of in-service efilucaat School A. This
school is not unique in its status as a non-askissgitution in the history of Ghana.
The private sector does have a history of forghmgy way for education in Ghana’s
history, since it is not under the control of tlevgrnment, which can be positive and

negative factor. Education in the northern rediaa been slower to develop than the

® Elmina castle became the one of the largest farthe slave trade (tour of Elmina castle, Oct@00n the 18 century
the slave trade was stopped (Gocking, 2005, p. 29).

® | will only discuss education after independerares limited amount of time, dealing with reforrhst the Ghanaian
people had more control over.
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rest of country comparatively, due to the cultusenall as geography of the area.
Prof. Ron Rife estimates that the northern reg®mearly 50 years behind the
southern regions, with regard to education (ine&i2006). In the northern district
in Ghana as many as 60% of the teachers have h&ormal training (Director of

Education, interview, 2006). For this reason, oliser teacher training patterns at
School A will give a good picture of how teacheearhed to teach before

independence.

This case study looks at a school with minimaluafices outside the circle of
immediate reference in which the teachers are ¢ggdo teach and the students are
expected to learn. Given this situation, it iscfaating to see how the teachers are
able to teach the students and how they themsaheekearning as teachers. Do they
draw upon fellow teachers within their own commupitWhat kinds of provisions
are enabled by the government? Are their techsiquéque or similar to generally
accepted practices in the West? How did they leateach and how is that process

refining itself? In what ways could an externadgmam assist their development?

1.4 Theoretical Ground of the Study

The theory that | will apply to this case studyW&enger's (1998)dea of
Communities of Practice and Lave’'s and Wenger'9{) Situated learning theory.
Due to the lack of theories of teacher in-servidacation as on-the-job-training, |
have chosen a theory that addresses learning ivanle environment. The theory
focuses upon raising the skill level and knowledgeng the unskilled practitioners,
that is, the apprenticeships or novices. Find#flg,theory addresses both the learning
process, i.e. situated learning or learning by glothe context, i.e. the CoP and the

outcome, i.e. the shared practice, or the situatedculum.

" This will be discussed in more detail in ChaptePEesenting the Context.
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Teacher in-service training is essentially a forioa-the-job-training, in
which teachers already experience the situatiort thay learn to confront.
Situational learning can easily apply to in-servianing in this case as well as a
more generalized extension. In this case studheary that uses available resources
and draws on knowledge already present in the emwient is crucial, especially in
developing countries. In Chapter 3, | will disctiss theory in more detail, as well as

the application in Chapter 7.

1.5 Methodology

The research was conducted in a field study, orgainusing the case study
model of research. The bulk of the research talkesepn Northern Ghana, at School
A in Damongo. The research is a combined desigrgube organization of a case
study in an ethnographic field study. | used mixe€ethods, such as interviews,
observations, policy review, secondary sources,@fliécting data outside the case
study. | used this wide array of techniques andthous to gain a more

comprehensive understanding of gaps at the migsd td the case study.

The primary mode of research consists of interviemsd secondary
information about the Ghanaian school system gathealigh interviews. | chose
this model due to the lack of printed informatianszhools in the northern region of
Ghana. In order to understand the teachers’ msthaidteaching, how they
conversed, and the application of the policies asdcational structures, | observed
firsthand in their classrooms, in addition to intewing volunteers who worked at

the school in the summer of 2006.

While interviewing teachers, headmasters, andicistfficials, | discovered
gaps in the different levels of education. Thespsgaithin the educational system
cannot be seen from pamphlets, phone interviewsgaating of policy. All of these
technical aspects look good on paper and appeartheeight-out to encompass the

problems faced by the country’s educational systeiowever, examining the
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situation firsthand, | was able to see its shoriogs as well as the programs that

function and other programs that are not being oharied.

1.6 Research Questions

The research questions of the study focused againetl teachers at School A.
| wanted to experience firsthand the environmenwlmch the teachers in Damongo
taught, how they communicated with one another, boey exchanged information
about teaching, and how, if they did, they coll@bed about teaching techniques.
The reasoning for doing mixed method field reseavels that being an observer in
the teachers’ environment gave a clearer undensigndf how the teachers
developed their techniques. Another goal was tesepnke how teachers
communicated with each other about teaching teciesicand used each other as

resources to refine their teaching methods.

When interviewing actors on the meso and macroldewé this scope of
research, | wanted to learn more about the teaictkstives that were in place,
particularly Teacher Training In Sub-Saharan Afri@@’ISSA). However, this
discussion ended in the office of the Secretary e&dn for no other official or
teacher spoke about it as a reality that influeniced the teachers were formally
trained in teaching. While in Ghana, my researobstjans changed because my first
draft of questions, dealing with how the teacheasehlearned to teach and about
their methodology, were inconclusive, as the teechesre not taking on new roles,

nor learning from one another in a way that they indormally structured.

The main research question of this master’s treisesses in-service training
of unskilled teachers, conceptually understoodrastige learning (Wenger, 1998).
Specifically, the questions that guided the fialduiry were: What techniques do
teachers, without formal training, employ when teag? How do they formulate
their own philosophy of teaching? Are the teachmsiag one another as resources?

How can we address the theories behind what treeglegady possibly practicing and
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implementing? If they are not implementing thok#lss how might we develop a

process and a way to deliver information to them?

The theoretical concepts of practice learning andkplace learning seemed
to address the subject of the research. The thebmsituated learning (Lave &
Wenger, 1991) and Communities of Practice (Wen888) became more of an
applicable reality with School A as a way for tleadhers to train each other and

learn how to teach from a community of practice.

1.7 Delimitation and Limitations

This study has limitations and areas that requirtner research. One of the
main limitations that arose in the research was |l#mguage constraint, and the
amount of interviews needed. Language becamergebar Damongo, for while the
school’s language of instruction is English, ndtthé teachers at the school have
mastered English and some had problems with mynaccé conducted all the
interviews without an interpreter; however, on agrioccasions | had to have another
Ghanaian present to clarify questions to the redpor due to vocabulary or
pronunciation. Having another person present esetiite possibility of altering the
respondent’s attitude towards the subject and amsstwequestions. As | interacted
with the teachers more and more, we became bdtteoramunicating with each
other. | interviewed the teachers at School A,tbatpublic sector was on strike so |
was unable to interview many people involved owdite private school. This did
not limit the scope of the micro case study but Wit situational research to
determine what was happening in the public sectaelation to the district office

and teacher training.

| learned while interviewing governmental offigahat the government has
theoretically established communities from whichicteers may learn. However, | did
not meet with these groups to see how they aretibimiog or not functioning. A

limitation of the study would be not looking inteet communities of learning that the
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government tried to establish; that is, why they aot taking place and how they
were established. School A, however, had no suattipe; it was only in the scope

of the public schools that the idea was established

Over the course of this case study | look onhhatdituation of one school and
one set of untrained teachers. This case doesepogsent the whole situation of
untrained teachers in the northern region of Ghanajs rather a case of teachers

and how they communicate at this particular school.

1.8 Organization

| will organize my thesis by beginning with theview of literature relevant to
the topic of in-service education. In Chapter wjll present my formal organization
and methodology of the research, based upon astadg using different sources to
depict the whole context of the story of School #ddts untrained teachers. In
Chapter 5, | present the context of School A, gjMoackground information on the
Ghana Education System (GES) to show what typeystes this private school
comes from and the outside influences that aftecin Chapter 6, | analyze the data
that | collected while in Ghana, presenting the sgamd trends that | found.
Following these, the summary in Chapter 7 discusesdata analyzed in the context.
Finally, Chapter 8 discusses more thoroughly themation that has been presented,
applies the theory of Communities of Practice ®thse of School A, and addresses

gaps within my own research.
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2. Review of Literature on In-Service Education

The literature | have reviewed concerning teaclmeseirvice training, also
know as INSET, works from the assumption that teexhreceiving in-service
training obtained pre-service training. | foundagk of literature on in-service
education aimed at teachers with no formal trainimgeducation. Most of the
literature examines teacher support and courseésc#mbe offered, what setting is
most effective to teacher learning, and attentmmhy this type of teacher training

works well.

2.1 Methods Used

| used the search engine Education Resource iatoym Center (ERIC),
searching with the keywordseacher in-service education This search returned
3798 sourced. Performing a search within the results, limititte sources to
published materials in the time period of 1990-prés and setting the ERIC
thesaurus descriptors tin-service Teacher EducatipnFaculty Development,
Teacher Collaboration, and Teacher Skillse search returned 360 items. To narrow
these results, since a great majority deal witbhiees that have taught for many years
and already possess formal training, | used thev&eytraining. This totaled 150

items within the search.

Another search, usingacherandon-the-job trainingas keywords, resulted in
2,987 sources. | revised the search using the Iseaithin the results function,
limiting the sources to years 1980-present, usimegHERIC Thesaurus Descriptors as

on-the- job trainingand professional development, and requesting atin types

8 ERIC sources include: journal articles, books, aese syntheses, conference papers, technical sgport

policy papers, and other education-related magerifihese materials are dated pre-1966 to present.
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as journal articles, research reports, and books. sSearch supplied a sample of 20
items, from which | will review relevant material§ee table 2.1 for further

description of the topics covered in the itemshim $ample of literature.

Table 2.1 Topics in the Literature

Topic

Mentor teacher

Team teaching

In-service training used as motivation

Involvement of the teachers in in-servide
education and further education

Critics of in-service education

Teacher education in Africa

Teacher education in Ghana

Vocational training in Ghana

The above process contributed to the review ofditee, in addition to searching for
Ghana within the topic of teacher education. Howetleere were also gaps in the
literature, especially regarding on-the-job tragnifior teachers with no prior

experience or training as a teacher.

2.2 Mentor Teacher and Team Teaching

One reoccurring notion in the in-service teachercadon literature is the idea

of a mentor teacher and a team of teachers wotkigpether to improve their skills as
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teachers. This is not just in the sense of a measmher during student teachingr
practicum work, but rather a mentor teacher whenployed at a school with the
express purpose of assisting teachers to enhaerddbhniques, as Brimijoin notes
in the chapter, “New Dimensions for Building Expset in Mentoring and
Differentiation” (Brimijoin, 2003). This mentor stem is often aimed at supporting
new teachers who begin teaching upon completianteficher training program, and
helping them in their transfer of knowledge fronedhy to practice. The mentors
help new teachers with their techniques, classraonanagement, and answer
guestions typical of beginning teachers. An irdeng aspect of this model is that
the mentors help with the reflective process of tischers as they “explore the
thinking behind their practices” (Ertmer, 2003) the article “Transfer of Training:
The Contributions of Coaching,” Bruce Joyce and év Showers discuss the
importance of mentor teaching and the continuatibteacher education as on-the-
job training (Joyce, 1981). This proves to be mpartant structure; even if the
teachers have been formally trained before staitintpe teaching field, in-service

education is still beneficial to the teacher andisnts.

2.3 In-service as Motivation

Some articles focused on setting up initial tead¢ta@ning and the possibility
of training the teachers further after they havesfied student teaching in practice
classrooms. For example, Menlove et al. (2003)udisahe topic of special needs
teachers and how to keep them teaching ratherdhanging professions. Menlove
et al. demonstrate that teacher in-service traingi@ factor in the decision to
continue teaching and motivation in the article, Qualified Teacher for Each

Student: Keeping the Good OnegMenlove, 2003). Using teacher in-service

® Student Teaching is a program that many teachiginig programs in the United States employ thesemester of a
student’s education. The student'’s final semesiiébe dedicated to teaching full time in a schwdth a cooperating
teacher to obtain on-the-job experience before letpa certified teacher.
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training can not only refine teachers’ skills, l@$o help to motivate them so that

they feel supported in their field.

2.4 Involvement of Teachers

Getting teachers involved with their continued @ation is another area of
concern within teacher in-service education. Reteseems to show that if teachers
do more of the work of further education, they alsomore of the learning. Kenneth
Miller writes about qualitative research done in iarservice teacher education
program calledriad In-service Mode{1996). The Triad In-service Model is based
on increasing teachers’ involvement in continuedcation. The programs involve
peer coaching, interviewing students, conceptuangk teaching, sharing and
discussion, and using the teachers as researdiiéier, (1996, p. 13). Having the
teachers as active part of the education helpgribgram run itself, and the teachers

draw on their colleagues’ experiences and congilbbuthat manner as well.

Miller also stresses the importance of the admmatists’ involvement with the
Triad program (1996, p. 12). If the administratisnpports and knows about
education in which teachers participate, it hetpsmbtivate the teachers to continue,
and promotes communication between different lewethe schools and areas. The
program, like most in-service education, does t@ke: “more time is required to
work with teachers and facilitate growth” (Miller996, p. 13). Growth is the desired
outcome of any in-service project, and since tlreg@ams take time, incorporating
the in-service training into the teachers’ dailytines can be effective, as Miller
demonstrates. While the Triad Model incorporatednynaspects of in-service
education, further research on mentoring and theher as a researcher reveals

positive and negative sides of the story.

In James Stigler's and James Hiebert's bodke Teaching Gapthey
emphasize the importance of getting teachers imeblvith discussions of teaching

and interactions with the curriculum. The book \magsponse to the poor results the
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United States educational system received in maties in the Trends in
International Math and Science Study (TIMSS) an@égPam for International
Student Assessment (PISA). Stigler and Hieberfiopmed a video study on how
teachers teach year-8 level mathematics in GernthsyUnited States, and Japan.
They addressed gaps in how to improve teachingguia example of the United
States’ education reforms to improve education eratthan reforming how the
teachers are teaching and learning (1999). “Tdyr@aprove teaching we must
invest far more than we do now in generating aratis knowledge about teaching.
This is another sort of teaching gap” (Stigler &blert, 1999, p. 37). Their solution
uses teachers as resources to fill in teaching gagsmprove the system at hand, as

a different approach to continued education.

2.5 Critics of In-service Education

To this point, | have not read anything that castservice education in a
negative light. Certain existing programs have bdepicted as less productive or
useful, yet the concept of teachers continuingrtleeiucation and reflecting on
teaching practices is far from rejected. The sanmrue for the concepts of teachers
as researchers, and working with mentors. Pattezsonments, on the establishment
of teachers as researchers, that “the importanadaséroom teachers as agents of
education change and substantiated that the teashersearcher model of change

produces more effective teachers” (quoted in Hemnd&96, p. 4).

Problems arise, as Herndon and Fauske point own wachers feel resentful
towards a mentor teacher (1994, p 14). The nemaspects of mentoring other
teachers is the time that it takes and additiondied, such as report writing and
tracking progress, and methods of supervision en(terndon, 1994). Herndon and
Fauske also point out hesitations that the teadtears in participating as researchers,
such as “choice of topics directly related to imyament of practice, fear about

conducting research, adversity to using their sitedas potential pawns, confusion
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over qualitative and quantitative data collectior analysis, and lack of time and
commitment to formal report writing” (1994, p. 14Herndon and Fauske point to
the insecurities of teachers in research; not timaibility to perform research, but

rather the reluctance to start the process.

Despite negative aspects or hindrances to intvaining with mentors and
teachers conducting research, this training dobarese the teacher’s performance.
As Korthagen states, “work with apprentices teagli®based on the assumption that
while it is not possible to prepare future teachiens every situation they might
encounter, it is possible to train them to reflesttheir experience of situation as a

means of directing their growth” (quoted in Herndbfauske, 1994, p. 7).

2.6 Teacher Education in Africa

At the beginning of my review of literature, | ewmed articles about teacher
education in Ghana. Many of the works that | fowete not current, but written 10
to 20 years ago. The difference in time did nenséo produce gaps in the content
of teacher education and the situation of educatidre literature contained the
recurring plea that something needs to be donetdbaaher education in Africa, a

statement that is familiar to most countries.

Another theme of literature on African educationswhe questioning of the
current system for teacher training; regardlesghef year, an ongoing call for a
process of reforms in the educational system pgetkithrough the literature. In the
article “Current Trends in Teacher Education in lEamngSpeaking Africd A.R.

Thompson states:

Again we are beginning to ask to what extent cotiwaal patterns and
programs of teacher education are capable of pneglleducationists
able to develop their academic and professionalviesige and skills
and to draw upon their own experience and thattloérs to undertake
this development effectively. (1984, p. 54)
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This questions that Thompson pondered in the artck still considered today.
What is the best way to train teachers? Whatastélaching gap? Many education
professionals believe that they know, but manyhef questions in the articles and
shortcomings of current teacher training and predas-service education are the

same, no matter what the year of the article okboo

The criticism of initial and in-service educatifatuses on application or lack

of application of the material covered during tberses. As Thompson states,

universities, governments, and volunteer agendgges$ ranging from
the advanced to the elementary, inspectorates aobilenteacher
educators, curriculum development centers, resowame teachers
centers, teacher’s unions and professional asgmtsatThese agencies
provide initial and upgrading refresher and retrajnprograms often
overlapping and sometimes competing, rarely adetjuabordinated
and often lacking the conceptual framework that kb@ermit planning
decisions as to priorities and resource allocati{i334, p. 71)

Other criticisms include the disjunct between alitraining and in-service training.
For teachers that do possess an education, traomicg they become teachers is not a
continuation of their previous training and does gw into greater detail in the areas
that teachers require once they have been pragtimnthe field. Thompson
continues, to state that there is a “distinct latlconvergence between educational
research on the one hand and teacher educatiaoidum organizational
development on the other” (1984, p. 71). This latkonvergence can be attributed
to a gap in communication between the teachernmginstitutions and the schools in
which teachers are employed. The need for moreraarntation between schools
and the training institutions is a need expresadtie article, “Teacher Development
in Schools” (Wallace, 1987). Communication is imtpat so that the institutions can
have a clear and current view of the classroom,santthey can better prepare future

teachers to enter that environment and be sucdessfu
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2.7 Case of Ghana

Ghana has had a problem with “Brain Drain,” as RBekson puts it, in an
article about Ghanaian education and what is hapgdn the educated population
(Folson, 2006). Her notion of “Brain Drain” refaxsthe tendency of those educated
in Ghana to leave the country to work, often néotin@ng to Ghana to contribute to
communities or the nation. Folson states that 860% percent of Ghanaian-trained
doctors practice outside of Ghana (2006). Thandhappens not only within the
medical profession, but in other areas as wellthtise that are being trained and
educated leave the country, they are not invediauk into the community to aid in

the process of bringing the society forward.

In response to the “Brain Drain” problem, a teadh@ning program in Ghana
IS under construction now, in conjunction with theNESCO program, Teacher
Training in Sub-Saharan Africa (TTISSA) (UNESCO08D UNESCO’s TTISSA
program began in Ghana in August 2006.

Another obstacle examined in literature about mmise and in-service
education in Africa is the factor of motivation @églucation. As John Turner states,
“iIn many countries teacher training is considerddva status activity conducted in
low status institutions” (quoted by Thompson, 198457). The lack of motivation
for people to become teachers is associated walfltlw status” that Turner points

out.

This creates an interesting situation at the ietdrsn of those teachers that
are being educated in Ghana leaving the countryiral areas, as well as people in
general not wanting to become teachers due toigheast has in the society. These
two problems do not affect each other directly, bath helps to perpetuate the

situation of placing untrained teachers in thessiasm.
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2.8 Summary

The literature presented here is merely a samplenaervice training
literature. During my review, | discovered that thiterature was based upon
empirical work: case studies of schools and howviddal districts or countries
handle teacher in-service education. Few progexist tailored for the teacher that
has no initial education. And few institutions vigeacher in-service training as a
way to train teachers in the ways of teaching, eplace initial teacher training

programs.

The consensus of the literature put teacher inksetvaining in a positive light,
stating that continued education is vital to thacteng profession and for retaining
teachers. In-service training, in turn, when agaplio the situation of the brain drain
of teachers in the rural areas in Ghana, may beupport that teachers need in the
field. This continued education can be viewed aghe-job training or refresher
courses, but does not directly apply to the situnatf untrained teachers’ on-the-job
training. The literature also lacks consistenicatation of theories of learning.
There was an overall gap in the literature of aseiant theory or point of reference
in the articles. Each was trying to form a newteys and forge a new way to

influence teacher education.

The only theory that seemed to come up or agaihg&thnempirical data in the
articles was held is that of situated learning @& Wenger, 1991) or Vygotsky's
“learning by doing” (1978). The articles refererthe importance of learning while
in the practice of teaching, or on-the-job trainimdnich gives good background and
support for my application of situated learningadte(Lave & Wenger, 1991) and

Communities of Practice (Wenger, 1998).
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3. Theoretical Foundations of Workplace Training

3.1 Introduction

While evaluating the sample of literature on teacheservice education, no
consistent theories were presented to support fee afi in-service education or
address techniques that gave consistent resulis.t®lack of a specific theory in the
literature review, | turned to other areas of tlsearch literature. Specifically, |
considered situated learning theories (Lave & Weng@91; Wenger, 1998; Brown
& Duguid, 1998; Wenger et al., 2002) applied to kydace learning, alongside other

branches of situated learning theories.

Situated learning theories describe on-the-jobniegrwhen an employee has
both prior knowledge and training for the positi@rown & Duguid, 1998). This
theory applies in a limited fashion to in-servieadher education when the teachers
possess knowledge of the theory behind their maactrom previous training.
However, the teachers that are the subject of relsea this study possess no prior
knowledge of pedagogical education background upbich to build. Brown and
Duguid refer to this type of prior knowledge kasow-how asserting that “know-how
Is critical in making knowledge actionable and @gpenal” (1998, p. 31). The
teaches at School A are deficient in prior knowkedyj theories and a variety of

methods, so establishing know-how while on theigaihe challenge.

When considering training untrained teachers wthkey work, the optimal
theory to apply relates to learning while on-thk-joLave and Wenger's (1991)
situated learning theory, stemming from John Deweélearning by doing” theory
(1997), has been selected due to the resourcefubimet the applicability the theory
has to the case study. From situated learning,illl wge the application of

Communities of Practice theory (Wenger, 1998).
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3.2 Situated Learning

Situated learning’s cognate learning environment n®st similar to
apprenticeship learning, in which a novice leanosnfa skilled master worker while
on the job. Lave and Wenger note that, “Apprestige happens as a way of, and in
the course of, daily life. It may not be recoguizs a teaching effort at all” (1991, p.
68). Lave and Wenger (1991) describe the appesiiip as a situated learning
environment, when a person works in the situationapply immediately the
knowledge that he or she has acquired, or obsdingtisand the situation in which
knowledge will be applied. They also describe staa“historical-cultural theory”
(Lave & Wenger, 1991, p. 32). In the environmeh&o apprentice and the novice,
Lave and Wenger reference research on apprenfosesand teaching, and
consequently state that, “researchers insist ktegietis very little observable teaching;
the more basic phenomenon is learning.... A learntogriculum unfolds in
opportunities for engagement in practice” (1991,98-93). Engagement in the
practice, as Vygotsky observed in children, is vehie “higher functions originate”
(1978, p. 57).

3.3 What is a Community of Practice (CoP)?

In the bookCultivating Communities of Practic@Venger et al. (2002) defines
the Communities of Practice as “groups of peopl® whare a concern, a set of
problems, or a passion about a topic, and who daetymr knowledge and expertise
in this area by interacting on an ongoing basis™4(p There are different types of
communities, which serve different functions in iéidd to long-established methods
of learning and practicing. Despite the differgmes of communities, they share a
common structure with “a unique combination of éhreindamental elements: a
domain of knowledge... a community of people who aeut this domain and the
shared practice that they are developing to bec#fein their domain” (Wenger et
al., 2002, p. 27). CoPs have a long history befioeeclarified phrase and definition.
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Since these communities have been intact for cestudating back to guilds in the
Middle Ages, unions of masons and craftsmen, &enger et al. 2002, p. 5) and
continue within academia and the workplace, asecirexamples, we can conclude

that both community and practice are sustainabile the establishment of CoPs.

3.3.1 The Community Dimension

The community is not merely a collective of peomlo ride the same
elevator or attend a music concert together, bilteraa group of people working
within the context of a practice, solving the sapmeblems or learning from one
another. Within the community, members have differkevels of membership,
ranging from peripheral members and cores membeflsx members and recruited
members. The CoP is the group that gathers inféymal discuss the activity,
problems, solutions and or ideas that bring thempdssible solutions (Wenger &
Snyder, 2000). The CoP uses its members as tharoes, yet also solicits outside

influences; however, the theory is based upondba of the community.

Even though the CoP assembles in an informal gettiertain roles surface in
the groups. Fred Nickols, in his article “Commuastiof Practice: An Overview,”
identifies the main actors in a CoP as: Champioemiders, Facilitator, Practice
Leader, and Sponsor (2003, p. 4). The champioa astthe group organizer;
members participate in the CoP; the facilitator fissponsible for clarifying
communications” (Nickols, 2003, p. 4), making speople understand one another
and that keep the group on task; the practice teisde leader among the members
that naturally comes forth; and the sponsor suppibie group by “establishing the
mission and the expected outcomes of the commu(iitickols, 2003, p. 4). Not all
CoPs have each of these roles. For example, somengnities do not have a
sponsor bringing the group together, resultinghi@ group that forms to meet and
exchange ideas on its own initiative. However,oitner situations, a sponsor
identifies the demand for such a community and mizgs and facilitates meetings,

providing supplies for the members (Wenger & Snyd00). Wenger et al.
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delineate five “degrees of community participatiq@002, p. 57). The five degrees
of participation (from the center outward) are «boator, core group, active
participants, peripheral participants, and the idats(Wenger et al. 2002, p. 57).

The only difference in the identification of membeavith Wenger et al.’s “degrees of
community” (2002, p. 57) is the addition of periphle members: those who
participate occasionally but not consistently, geathaps only with certain topics

within the practice.

3.3.2 Practice

A practice has to constitute the forum in whichstdve problems and share
understanding. Wenger (2002) describes the pmacs “a way of talking about
shared history, social resources, frameworks angppetives that can sustain mutual
engagement in action” (p. 31). The practice @®at platform for a community that
is the social forum for people within a domain ablledge to discuss problems and
experiences, learning from one another. The sdegining is based on human
beings as social creators, a theory for which Lggdisky is famous. Learning while
in the midst of the subject environment is the messeof situated learning. A
psychologist, Vygotsky wrote about the significardéehe social aspect of learning

and the situational learning of children. Vygotskytes:

Every function in the child's cultural developmeppears twice: first,
on the social level, and later, on the individuadl; first, between
people (interpsychological) and then inside the Idchi
(intrapsychological). This applies equally to vdany attention, to

logical memory, and to the formation of conceptdl e higher

functions originate as actual relationships betweéividuals." (1978,

p. 57)

Here Vygotsky is theorizing that the child learmistf about social context in a

situation, then reflects upon what the child wapomed to while internalizing the

10 From the most involved or enveloped in the grauthbse outside of the group.
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information. The same can be applied to the canaiegpractice, in which knowledge
has a social relationship to learning. Accordingenger (1998) and Duguid (2005),
practice is a knowledge asset developed throughntikeactions of the community
members. This body of work-related tools, framegprand local routines,
furthermore, guides and assists the community mesrtibemaster their work and to

further grow their shared repertoire.

3.3.3 Domain of Knowledge

Knowledge within the context of a practice can bdiféicult definition and

concept to clarify. Wenger describes knowledgiasense of CoPs as:

What can be called knowledge, therefore, is nat gusnatter of local

regimes of competence; it depends also on the tatien of these

practices within broader constellations. Yet, whatadiscourses we use
to define what knowledge is, our communities ofcfice are a context
of mutual engagement where these discourses cah tmit experience
and thus be given new life. In this regard, knayim practice involves

an interaction between the local and the globa2819. 141).

Knowledge in this sense is contextually bound asskld upon the practice in which
subjects are involved. Within the conditions d€@P, knowledge is what members
use to operate within the practice; what skillditsa and routines they have acquired
to carry out the practice. Wenger continues, “Winahspires is that knowing is
defined only in the context of specific practicaghere it arises out of the
combination of a regime of competence and an espeei of meaning” (1998, p.
141). CoPs constitute knowledge that is basedhensituation (much like the
format of the group), and is context-bound to thebfems and occurrences in the

practice.
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3.3.4 The Intersection of the Components

As discussed above, CoPs have three different coemts: knowledge
domain, the practice and the community. We canhe®e these three components

intersect and how, at that intersection, a CoBnséd (figure 3.3).

Figure 3.3.4 Intersection of Three Components of G

The domain set includes the knowledge, the praetscthe body of knowledge, and
the framework that guides individuals. When a fica¢c domain, and community
find a commonality where the components intersaccommunity of learning is
possible. In practice, CoP becomes a powerfulitowlork situations and outside of
the work place. The CoP cultivates an environntiegit exchanges ideas for the sake
of learning, not for the purpose of compensatiorreward for results but out of
passion for the subject and knowledge of how tovesdhe problem at hand.
According to the situated learning theorists, thee¢ dimensions are mutually
interdependent: The knowledge domain constitutesgtound for a work-related
grouping, that is, the community, to be formed. riby the interaction, a unique
practice will emerge from the interactions embedidettie community. It is therefore
the practice that defines both the boundaries efctmmunity and thereby the rules

of membership (Duguid, 2005). Theorists use tha teituated curriculum’ (Lave &
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Wenger, 1991; Gherardi et al., 1998) to descrilee whlue of this practice-based
knowledge: It works similarly to a curriculum, byiding the work behavior of the

members.

3.4 How do Inexperienced and Unskilled Practitioners
Learn in Such a Grouping?

“Learning by doing” is a phrase that my mentorctes* would repeat to me
reviewing lesson plans for the mathematics. Thmtpthat he imparted to me
through that phrase shaped how | structured a.claes example, learning by doing
meant having the students do most of the work,erathan lecturing them on
mathematics; helping them discover how to solventdas and obtain answers to
complex equations. Functioning as a facilitatimgcher worked foremost, and
imparted to the students a clearer understandinigoaf to work out the formulas
individually. Discussing as a class how they solttegl equations or what problems
they encountered trying was important for the stigldéo understand their own
mistakes and other methods of solving mathematblpms, and for myself, the
teacher, to gain insight on common mistakes and $tomtents approach problems.
As my mentor teacher advised me, few techniguekcephat of students actually
working out the mathematic problems for themselvéken they did so, the learning

curve increased drastically.

The increase in learning by doing as a practiageotsan original idea that my
mentor teacher imparted to me, but one establiseatliries ago. The foundation of
apprentice and intern positions rests in the idel@arning by doing: learning from
masters by working alongside them, observing akthggjuestions, not just reading

out of a book or manual, or listening to the leeturJohn Dewey articulated the

11 A mentor teacher or cooperating teacher whiled stadying for a degree in Secondary Educatioretmine a teacher; |
worked alongside a seasoned teacher and taught bisdgupervision for a semester.
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educational theory of learning by doing in his bddokmocracy of Educatiofi997).

Dewey states that:

In determining the place of thinking in experienge first noted that
experience involves a connection of doing or tryimgh something
which is undergone in consequence. A separatiotih@factive doing
phase from the passive undergoing phase destreygtdi meaning of
an experience. (1997)

Dewey indicates that separating application frommkhowledge domain breaks down
the learning occurring with the student. This aptcof learning by doing is also
explored in Jean Lave and Etienne Wenger's b&ituated learning: Legitimate
peripheral participation(1991). Lave and Wenger bring to light the concefp
Communities of Practice (CoP) in relation to ‘laaghby doing’ and people finding
identity in their learning (1991, p. 53). Theyrgitogether the three components of

domain of knowledge, the practice, and the commuaiform a CoP.

3.4.1 Benefits of Communities of Practice

A CoP is based upon the notion that people inlamsituations can learn from
each other’s experiences. Due to its long histae/,can detect reason and purpose
for why these communities exists and for the bés@iiovided by communities to the

members, the trade, or the subject. Wenger staiks that CoPs:

may create tools, standards, generic designs, rsanaad other
documents or may simply develop a tacit understandhat they
share... It also accrues in the personal satisfacbbnknowing
colleagues who understand each other’s perspedcivef belonging
to an interesting group of people. (Wenger et@D2 p. 5)

The community provides resources to members asdakeyange ideas and methods
and branch out to others in the field who are nattipipants in the particular

community.

The community builds on knowledge that membersrdauie, and takes this

knowledge to another dimension of application. €Tknowledge of experts is an
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accumulation of experience ... This type of knowledgeuch more a living process
than a static body of information” (Wenger, et 2002, p. 9). The community helps
prevent ideas and applications of knowledge andemsmpces from dying with
veterans as they leave the field. The communigyeshideas and gleans from others

to spread knowledge, and refine the practice t@geth

Wenger et al.’s book about CoPs maps out the lsmdéfsuch a community in

terms of short and long term goals in the figure BB

12\Wenger et al. 2002, p. 16.
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Figure 3.4.1 Short and Long-Term Value

Short-Term Value

Long-Term Value

Improve organizational
outcomes

Develop organizational capabilities

* Arena for problem solving

* Improved quality of
Benefits to decisions

the * More perspectives on

Organization problems

Improve Experience of Work

» Ability to execute a strategic
plan

* Increased retention of talent
» Knowledge-based alliances

« Emergence of unplanned
capabilities

Foster Professional Deslopment

Benefits to * Help with challenges
Community « Better able to contribute to
Members team

« Confidence in one’s
approach to problems

* Fun of being with
colleagues

* More meaningful
participation

» Sense of belonging

* Forum for expanding skills and
expertise

* Network for keeping abreast of a
field

e Enhanced professional
reputation

* Increased marketability and
employability

e Strong sense of professional
identity

We can see that the benefits are not only shari-{building up an organization), but

are long-term, as the CoP continues to meet an#ét with problems and exchange

ideas. The short-term benefits at the level ofitlaevidual members pertain mostly

to motivation with the group. Members feel supgedrin difficulties and have an

outlet through which to express frustrations, @aisl on how to solve problems. This

affects how the member feels on a day-in-day-osisbwaithin the context of the
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work environment or practice. The long-term besefor the individuals additional
to that of the company are tangible results ingasing the ability of the employees,
thus affecting the running of the company and petidity. Furthermore, the CoP
gives intangible results for new trainees, who hswgport on the job and resources

and a community in place upon starting with thecpica.

3.5 Critical Resources for Effective Learning in a
Community of Practice

The critical resources of for an effective leagiim a CoP include skilled
masters, and thereby a minimum level of prior kremlge embedded in the
community, critical mass of relationships and iat¢ions, learning resources, and

shared identity. These are the building blockséng a CoP to succeed.

3.5.1 Skilled Masters

As mentioned earlier in this chapter, members Gb& each contribute to the
group as the group moves closer to achieving ital gmd acquiring shared
knowledge. One such role is that of the skilledstais, figures from whom other
members can glean knowledge and insight. Muchdikepprenticeship situation, a
master or mentor is needed to guide the noviceaddition to the experienced
members of the community. Skilled masters therebydba potential knowledge
reservoir for untrained community members. Throtighregular interactions, where
the novices gradually move in status from periphana unskilled members towards
legitimate membership, the learning process ine®as speed, intensity, and scope
(Lave & Wenger, 1991).

3.5.2 Critical Mass of Relationships and Interactio n

The critical mass of relationships and interactiefers to the CoP as a group

and the interactions that occur. Wenger statespdndicipation “is a complex process
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that combines doing, talking, thinking, feelingdamelonging. It involves our whole

person, including our bodies, minds, emotions, social relations” (1998, p. 56).

Cultivating a CoP depends on the participation b6 tmembers and the
communication that takes place. This interactioovigles a platform for learning

and progressing within a practice for the membeétigenger describes that, learning
in such a practice, “We create ways of particigaitma practice in the very process
of contributing to making the practice what it @Venger, 1998, p. 96). Wenger’s
description seemingly backpedals however, he addsethe ideas of organization
and utilizing relationships to learn about a p@etwhile practicing, as well as
redefining the identity of the practice (I will veh to this idea in the following

section). In regards to situated learning and Co#lationships formed on-the-job
are vital to the learning curve that takes plaBs.Wenger states ,“creat[ing] ways of
participating” (1998, p. 56) are basically how memthinteract with other members
in the group, relate information, and discuss aurg@tuations and concerns. As
discussed in the literature review, the importaotéhe mentor teacher and novice
teacher relationship for the novice teacher torgieéormation, experience, and the

refinement of skills is vital for a beginning teach

3.5.3 Shared Identity

Lave and Wenger state that “learners must be tegig@ peripheral
participants in ongoing practice in order for leagnhidentities to be engaged and
develop into full participation” (1991, p. 64). &ltoncept of identity occurs as an
aspect of CoP for participants individually andaagroup. Members will associate
themselves with different identities and standiagstheir knowledge grows in the
practice through interaction with each other. tdgrcan come from the situation
and the commonality people share within a contestyever, out of the context they

do not have the same relationship and bond oritgtent

Lave and Wenger address the notion that learniaggds people’s identities:

whether changing the person from an intern or apgm® to an expert, or an
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instructor altering of identity comes out of theckange of knowledge (1991). As
Wenger and Lave continue, “Learning thus impliesdoeing a different person with
respect to the possibilities enabled by these systaf relations... viewing learning
as a legitimate peripheral participation means lgsatning is not merely a condition
for membership, but is itself an evolving form ofembership” (1991, p. 53).
Accruing meaning within a practice as well as tthentity of a group is a powerful
tool within the community. Identity within the fetlof practice gives a sense of
belonging as well as responsibility to the crafhiat contributes to further learning
and teaching others in the same regard. In Eti8deeger's bookCommunities of
Practice she asserts that, “Such learning has to do wighdiwvelopment of our
practices and out ability to negotiate meaningisltnot just the acquisition of

memories, habits, and skills, but the formatiomidentity” (1998, p. 96).

This idea of identity recurs several times in Lavel Wenger’'s book, linking
to how the CoP theory comes into play in the preadsdentity. Lave and Wenger

refine their definition of CoP as:

A community of practice is a set of relations am@mgsons, activity,

and world, over time and in relation with other gantial and

overlapping communities of practice. A communifypoactice is an

intrinsic condition for the existence of knowledg®t least because it
provides the interpretive support necessary for ingalsense of its
heritage. (1991, p. 98)

The CoP helps members understand the “heritag#fieofyroup as the history of the
group. This idea of knowing where the practice basie from also helps people

shape their identity.
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3.6 In-service Training Approached as a Community of
Practice

3.6.1 Application of Communities of Practice

The Xerox CoP started when two gaps were identiigdhe practitioners:
“first, there’s a large gap between what a taslkdolike in the process manual and
what it looks like in reality. Second, there’sapgdoetween what people think they do
and what they really do” (Brown & Duguid, 2000, f6). Xerox copy machine
repairmen formed a CoP to address gaps in theifumof copy machines and the
manual instructions. They troubleshot situationsl gmoblems not explained in
manuals and eliminated gaps. This CoP began witllay®es meeting in an informal
setting, and evolved into a great asset to the aopnBrown & Duguid, 2000, p.76).
The most common examples of a CoP practitionerstteeXerox copy machine
repairmen (Wenger et al, 2002), school teacherstegmirmen, musicians, builders,
architects, contractors, ministers, pilots, busnem, politicians—and the list

continues.

Having an informal setting for teachers to disqusslems, new occurrences,
solutions and knowledge of the field can be profeao the group, in addition to the
company or organization to which the members belbmpgopose to apply the CoP
theory to teacher in-service training in situatiaisuntrained teachers to fill in the

gaps that occur at School A.

In the context of untrained teachers a CoP’s mambership would consist of
the untrained teachers, mentor teacHemsipervisors, in addition to a sponsor. The
untrained teachers’ membership would comprise tlagomty of the teachers and
much of the interaction would occur between thewesel Wenger describes

communication among members as “mutual engagertieat] fequires interactions,

13 A teacher who has experienced teaching, educatimhiraining in teaching within the educationaldi
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and geographical proximity can help” (1998, p. 74)ntrained teachers that teach
together have the opportunity to create a CoP atstthool, as Wenger describes
people who “sustain dense relations of mutual eegemt organized around what
they are there to do” (1998, p. 74). The teachezghere to teach, but do not have a
large pool of knowledge from which to draw, whichwhy the apprenticeship and
novice relationships are vital. The mentor teagdhembership comes into play to
guide the untrained teachers as well as instruemthn curriculum, classroom
management, educational theory, and other subjeasdhat untrained teachers lack
from not attending a TTC. | will go into more détabout the membership of the

CoP in regard to untrained teachers in Chapter 7.

3.6.2 Critical Factors

For any kind of theory to be put into practice,ta®r stipulations must be
observed. A CoP requires three components: themeonty, the practice, and the
domain of knowledge. However, it is not enouglt thease components exist; there
must be a structure within community members (smtien 3.3.1). The members
have roles to fulfill and the success of the grdepends on them learning together,
as well as bringing in outside influences to braadeeir domain of knowledge.

Brown and Duguid state that:

Informal relations between firms and universitie#s anore extensive
and probably more significant than the formal onkgormal relations
dominate simply because they are easier, buildingstablished social
links. Formal inter-firm relations, but contrastncaequire tricky
intrafirm negotiations between quite diverse comitnes (1998, p. 36)

The structure of informal groups gives the commuaitsupportive atmosphere of
learning for the sake of learning, and an intemeali goal to improve learning
practices as well as solve the problems at hanbden/he situation is far from ideal,
the theory—no matter how valid—can flop. One peofadtic aspect of the CoP theory
to Duguid is that the theory “Implicitly [asks] nogan we exchange something that

we can't articulate and may not even know what wesps” (2005, p. 110). It is
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valid to question whether it is possible for albpk to be able to transfer knowledge
that they are not necessarily aware of fosterifgurthermore, communicating in

unarticulated knowledge or the instincts and tragnone possesses has to others can
be difficult. Sometimes the hardest things to akphre our innate traits. Sometimes

the explanations fail for already-mastered sKillsis in turn can happen within CoPs.

3.6.3 Theoretical Framework for the Case Study

I will apply the theory of CoPs to my case studiythe untrained teachers at
School A. The teachers need on-the-job traininigiclv corresponds with situated
learning theory, in which people learn within thentext of their domain of
knowledge. The CoP theory relies upon resourcesladle currently to the
members, as well as drawing on outside knowledgketp the group progressing
within the domain of knowledge. | believe thatstiheory will help to alleviate
training gaps among the teachers at school A andfitdhe administration of the
school. Table 3.6.3 gives the itemized list of thembers in the CoP and critical
factors in establishing the CoP; the leadershival as the expected learning out-

comings of the untrained teachers.
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Table 3.6.3 Properties of the Communities of Praate Construct

Components Description

Membership o Untrained teachers
o0 Mentor teachers
o0 Headmaster

0 Supervisors from District level

Critical Factors 0 Resources

o Commitment to progressing as a
group

Leadership in the CoP| o Sponsorship

o0 Head teachers

Expected learning curveéo Teachers to learn new methods of
teaching and

3.7 Summary

Any theory, of the countless number available, a@m like the best solution
to a wide array of problems and situations withnwakplace. Often, though, when
these theories are put into place the theory doesneate a solution but a problem,
or fails to address problematic situations, leavimgm no better off than they were
before. In an ideal situation, Duguid notes, “Witle right incentives, knowledge
will be produced, articulated and shared withowtbpem” (2005, p. 110). In step
with these goals, applying the CoP theory withia dontext of School A fits well.
From the information that | gathered in the predgtand research phases, | conclude
that the school needs a tactic for situational gy, and relying on resources
available to them. The simplest and most worthevhgset the school possesses is
experience of the teachers and some knowledgenniti@ practice. In Chapters 7
and 8, | will go into further detail about the paetions and modifications School A

will have to make to apply the theory.
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4. Methodology

4.1 Introduction

I will investigate a method to retain the teachera rural village context, who
are teaching while they are educated, as a wagrtiat the brain drain at the micro
level. The study will employ mixed methods of &ldi study and case study
determining how the teachers currently learn t@heand resources to which they
have access in the community at the micro levelwal at the meso and macro

levels.

4.2 Data Collection

4.2.1 Role as a Researcher

For my research tour in Ghana, | intended to olesat\&chool A and interview
the teachers and education officials on conditibaducation in Ghana. | took on the
role of an overt researcher, notifying the subjeétsesearch and education officials
while interviewing my aims and goals for the projé8ryman, 2004). It was nearly
impossible for me to be a covert researcher, givgnstatus as an outsider to the
community, and research in Ghana is a common otiompaf people external to the
community or involved with an NGO (Non-Governmen@iganization). For the

purpose of consistency, | assumed the role of antogsearcher.

4.2.2 Organization

The organization of the research is a mixed metbhdly, a case study

combined with an ethnographic field study. Botpeads of organization allowed me
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to collect data and get a clearer grasp on thatsiu of teacher in-service training,

teacher learning, and gaps in the educational systé&hana.

4.2.2.1 Qualitative Design
The qualitative case study research design offéredmost efficient way to

obtain information about the situation. RobertkBtatates that “case researchers
seek out both what is common and what is particalayut the case, but the end
results regularly presents something unique” (1994£38). | used interviews and

field notes to get information on the case of StiWooThis information included:

1. The nature of the case

2. Its historical background

3. The physical setting

4. Other contexts, including economic, politicalydl and aesthetic
5. Other cases through which this case is recognize

6. Those informants through whom the case can ba/kn

(Stake, 1994, p 239)

| focused mainly on the “nature of the case” (Stak894): the setting and
background, from those | interviewed who were wagkwith the school. | became
more familiar with the physical setting by livingttv Ghanaians and being there for
an extended period of time as well as the econoputtical, legal and aesthetic
aspect of the case study (Stake, 1994). All of ihformation helped me set a
context for my interviews and adjust simultaneousty cultural concerns and

communication.

Another justification for choosing the case stuegearch design comes from
its applicability and the ability of the readers relate to the material, case and
concept being presented. As Weiss states in thé&, Hamarning from Strangers,
“because investigators, as well as readers, grasprete cases more easily than

abstract models, constructing case studies canseilueven in an issue-focused
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analysis” (1994, p. 168). | wanted to conduct aeslke that can be easily related to
my readers, and research that also applicable twergkzation for a more-

encompassing scope.

4.2.2.2 Ethnographic Field Study Design
Another method that | explored was that of a “mietbnographic field study”

(Bryman, 2004, p. 293). | participated in the grdtand events to learn more about
the context that was the subject of my researchiléNn Accra, | lived in a house
with five Ghanaians and learned about traditionshim culture through day-to-day
living, community events, ceremonies, modes of camigation, and social norms. |
was not there long enough to assimilate completgdythe culture. However, | was

“immersed in a social setting” (Bryman, 2004, p329

When in Damongo, | lived not only with foreignelsyt also with Ghanaians
to provide an environment to “develop an understapof the culture of the group
and people’s behavior within the context of thetu@” (Bryman, 2004, p. 293). |
did not live with any human subjects operating witthe scope of my research, so
those people or “key informants” as Bryman callenth(2004, p. 300) gave me
insight of on the culturally context in which thehsol was located as well as context

for the people who managed the school and taughe th

4.2.2.3 Stages of Research
My research included five phases. The followingrtiggure 4.2.2) shows the

progression and stages of my research.
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Chart 4.2.2 Stages of Research

: *Reading of *Making an
Pre. || Returning to | Literature | interview gl.J|de.
study in Oslo *Methodology *Planning time in
Oslo Ghana
Ghana
* Accra *Damongo
Research *Interviews — _
study in *Transcribing *Interviews
*Observations

*Transcribing

Returning to :Codmg Data
Oslo Analyzing data

collected

Phase one of my research began in a pre-study am&im April of 2006. |
gathered information from teachers at School Aetrn more about the school, its

difficulties, and the problems that occurred atgbiool.

Returning to Norway began phase two, gathering mbeekground
information on Ghana and untrained teacher in-sereducation in preparation to
return for the fieldwork phase of my research. rot& a research proposal, outlining
the problem statement and how to obtain informatéoml prepared interview guides
for meetings with teachers and government educatficials.** | tried to contact

education officials, as well as students that lzadyht at School A in May and June

14 See Appendix B for an example of a teacher intargaide.
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of 2006, before | went to Accra. However, | expeced problems in setting up

interview beforehand.

Phase three started upon arrival in Accra, Ghahaet up interviews with
officials and went on occasional wild goose chageget information from the
correct persons. Most of this research had to bee do person to make sure that
there was not a breakdown in communication. | begg research journal in Accra,
recording each day what | had done, thoughts arnmédtion and my experiences that

involved my research and questions and conceptsamine more closely.

Phase four of the research took place in Damongspent the first week
observing teachers at School A, and being arounthtar breaks and lunch time, to
speak with them casually about teaching and theoddcin general. | made
appointments with district officials to speak wisiivout the situation of untrained
teachers. | also met with the headmaster of Schdoldiscuss plans for the coming
week and in-service training. The second week ambngo, | started interviewing
teachers at the school in addition to district@éfis. The third week, | continued
interviewing the teachers and meeting with the hessder. In my final days there, |
did an in-service training for the teachers onsilasm management. This was upon
request of the headmaster; the topic was chosehirbyand in reaction to the

teachers’ conduct in the classroom.

Phase five, documentation of observations and viees, began while in
Ghana, and continued upon my return to Oslo. | gotadl the interviews using a
digital recorder, and the combined interview timg&ked more than 8 hours recorded.
| started transcribing interviews in Ghana and detepl the process in Oslo,

categorizing the material, coding the interviewsj analyzing the data collect&d.

15 See Appendix C for an example of a research joumiay.

18 See Appendix C for an example of a coded and temviiew and Appendix E for the coding scheme.
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4.2.3 Interviews

My main sources of data are interviews and fieltkao | chose these methods
of data collection due to the resources availablene while | was in Ghana. The
limited amount of written and published materiats untrained teachers in northern
Ghana required me to seek other sources for infimma For this reason, | relied
more upon interviews and observations to understenvd teachers are learning to
teach, what resources are available to them fosilpiites of training, and the

applicability of the theory of CoPs to the situatio

The sample of human subjects that | interviewed derived in direct relation
to the school, that is, teachers at the schoolrEig.2.3, Human Subjects, breaks

down the populations that | interview&d.

17 To see a more detailed list of interviews withatigions, refer to Appendix A.
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Figure 4.2.3 Human Subjects

Locale Category Level Number | Number of
respondents| interviews
Accra Secretary General of Macro 1 1
Education
Accra Teacher Training Macro 1 1
College Director
Accra Director of Macro 1 1
Curriculum
University Professor
Accra University Students| Micro 4 1
Damongo | Director of Education  Meso 1 1
West Gonja District
Damongo Public Relations Meso 1 1
West Gonja District
Damongo | Human Resources| Meso 1 1
Director
Damongo | Group interview with|  Meso 9 1
District Teacher
Support Team
(DTST)
Damongo | School Manager of| Meso 1 1
School B
Damongo | Education Official forl  Meso 1 1
Adult Education
Damongo | Headmaster of Scho¢l Micro 1 2
A
Damongo | Teachers at School A Micro 9 9
Total 31 21

| interviewed those involved with the governmerg@attor to understand more of the

framework that the school was operating in and hbwiared in comparison to
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governmental schoof§. | interviewed students from Ghana Christian Gmlend

Seminary in Accra who were involved with the schimsoMay and June of 2006, to
grasp more understanding another perspective a@Gthamaian perspective of the
school. Each respondent, aside from the educabificials, was guaranteed
anonymity within the interviews and no quotationswd be used that would reveal
their identity (Morse, 1994). However, since thevas limited printed material

concerning the topic, | received permission to qum#rtain officials as sources on

factual information.

In Ghana, | conducted interviews as my primary sewf data. The goal in
conducting interviews was to “interview subjects] [tonstruct not just narratives,
but social worlds... to generate data which give[shathentic insight into people’s
experiences” (Miller & Glassner, 1997, p. 100). dapture this ‘insight,” | created
an interview guid® consisting of open-ended questions pertaining yopnoblem
statement. | used Bryman’'s suggestions of “Intoialy questions, follow-up
guestions, probing questions, specifying questiang direct questions” (2004, p.
326). | planned to conduct guided interviews asicstire interviews, so all the
interviews would be consistent and it would be emsgxtract data from them in a

systematic way.

However, while | was performing the interviewsehlized that | would have
to switch to semi-structured interviews due to lzage and communication barrier s,
in the interest of using more probing questionslldvliand Glassner point out a
problem that can arise with interviewing, as it didmy case, that, “as a result of
social distances, interviewees... may not understamdquestions” (1997, p. 101).
This | found to be true of my situation in Accra a&ll as Damongo. Some

respondents, though they spoke English, had diffietnderstanding my accent and

18 My objective was not to compare School A with fewernmental sector merely to see what settingrarat system and
resources it has come from.

19 See Appendix A for an example of an interview sche
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words | used from my interview guide. This coulsicahave been due to differences
in culture and how we communicate, and a sign efdifferences in the English that

we spoke.

To compensate for the differences in English, ligled from my interview
guide at times, which brings problems such as épamcies with the clarity of
guestions that | posed in my interviews. Also, soimterviews with the teachers
focused on different aspects of training and vielvshe school, depending on the
respondent. | was not able to completely follonal&s “criteria of an interviewer”
(quoted in Bryman, 2004, p. 325), as | was deficianthe area of clarity. | will

address the issue of language in the interviewggation 4.3.2.

4.2.3.1 Secondary Information
| also used interviews as a way to collect seconoidormation. Secondary

information at the Meso and Marco levels set thegestfor the research and
understanding the context as well as appropriapplying theory to the situation.
From the interviews, | obtained information abootiges and reforms as well as
statistics about the educational system in GhaRmure 4.2.3 maps the different
human subjects in the research, which can esdgrimlput into three categories of
Macro, Meso, and Micro. The Macro level is theioval level of education. Meso is
the district education level, in addition to sowarvolved with education but not
directly involved with School A. The Micro levelolely involves School A:

headmaster, teachers, and university students vehpedh at the school for an
extended period of time. The micro level comprigesmajor body of data that I will
be analyzing. However, the secondary informati@tpéd me to see the larger

context in which School A operat&s.

20 5ee Appendix G for a table of level of intervieavel status of primary and secondary information.
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4.2.4 Field Notes

My field notes were based upon my observations emcbunters with the
people at the school, in the community, and thaselved with education or who
gave opinions on education. Taking Bryman’'s advideept a note pad with me at
all times (2004) and jotted observations regulatlyarrowed my focus to situations
and ideas pertaining to my research topic, as aslépiphanies about the cultural
context. | stayed for the teachers’ breaks ané@miesl their behavior, taking mental
notes of their conversations. | did not take natddle they spoke, as that might
“make people self-conscious,” as Bryman points(@004, p. 306). However, after
the teachers went to class | would record notesitathee conversation: what was
discussed and how that pertained to the theoryo&fsC

My field notes about the day were general. Howetrer,note pad | kept with
me was more detailed, and my notes that | wroté @aght summarized what took
place that day, what my agenda was for researah,haw | wanted to follow-up
conversations, as well as the questions for the dax of research. The field notes
were my notes from classroom observations, intersjeand cultural events. The
classroom observation notes concerned the methatishie teachers used, as well as
ideas for follow-up questions when | would intewwighem. Interactions and
comments made in-town by members of the local @i about education also

gave me a clear picture and a broader picturetiuaies my research and context.

4.2.5 Observations

In my primary research, | used observations asyaoivaollecting data. While
in Damongo, | observed in all of the primary teashelasses the first week. | then
spent time with the teachers at their 30-minutakbr@nd 60-minute break for lunch
to talk to them about the school and get impresswinwhat they discuss among
themselves. | noted whether the teachers talkedtabaching, methods, the school,
or other topics during their break. Through thedservations, | saw how the

teachers taught, what methods they used, and yfreftected upon the methods in
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the interviews. | did not have an observation &hst; so the objective was to learn
how the teachers taught, creating a point of ref@¥evhen interviewing the teachers.
| did take field notes of classroom observatitng.took Marshall's advice for
entering researchers: “in the early stages of taiaie inquiry, the researcher
typically enters the setting with broad areas dénest but without predetermined
categories of strict observational checklists. Vhkie here is that the researcher is
able to discover the recurring patterns of behaarma relationships” (1999, p. 107).
My observations were not looking for any particutdjective, just attempting to
understand the classroom environment and be allet upon those experiences in

the interviews with the teachers as well as adrnatisrs (Marshall, 1999).

4.3 Validity

Since my research is based upon qualitative relseanc interviews, the
question of validity arises when examining the data the analysis. Though no
study can be error-free when dealing with humareaes subjects and their

relationships, certain measures can be taken tease the credibility of the study.

4.3.1 Validity Within Interviews

| used triangulation as a way to increase the wglaf my study, as Silverman
suggests in his booloing Qualitative Researcf000, p. 212). | interviewed not
only teachers at the school to examine their coniywof practice, but also the
headmaster of School A in addition to officialgte district office, to examine their

insights and to add district-level procedures @gbope of research.

| interviewed the teachers after observing how tteyght, the classroom

conduct they enlisted, what type of methods thedussage of classroom time, and

21 See Appendix F for an example.
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their social patterns. From these observationsas better able to discern in the

interviews whether they were consistent with tipeactice as teachers at School A.

There were a couple of cases in which | found mtion given in interviews
inconsistent with other interviews of observatioasd could not find the “truth” of
the matter. One particular occurrence of this mashe subject of the involvement
of the District Education Office with School A. @lteachers stated that supervisors
from the district come to observe. However, distafficials stated that they do not
do so. | also interviewed people outside of theost who had knowledge of the
school system in Ghana and that area, as crosemets. For example, | interviewed
the school manager of another local school thadl isde private and was working
with the education office to use its services fmdher education. This interview
helped me to form questions and create a knowlédge with which to follow up

my interview with the education office.

| used a digital recorder to tape the interviewd htranscribed them, due to
expenses as well as the Ghanaian English accemit®oes the accent was hard for
me to understand, but by the end of my stay Irfeite comfortable with it and was
able to understand their English better, and adpysbwn pronunciation to help their

understanding of my questions and comments.

However, due to the situation of the school andltidings there was not
always a quiet place to conduct interviews. | haddnduct the interviews during
teachers’ breaks in buildings with open doorwayd ehildren running around. In
two of the teacher interviews, as well as parthef interview with the headmaster, it
is hard to understand the teacher due to “aihile | was interviewing the
headmaster when school was out of session, the baigan and were so loud on the
tin roof | could not even hear him though he wasosg the table from me. In that

instance, we paused the interview and waitedhi@lrains subsided.

22n this case | had to rely upon my field noteshef interview and fill in the gaps the best | camember.
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4.3.2 Issue of Language

Ghana, being a former English colony, uses Engiista working language
consistently throughout the country. Though Engissthe language of instruction at
School A, it is not the mother tongue of many peopln the West Gonja District,
people mostly speak Gonja; however, there are nodimgr tribal languages. That
said, | did not go to the extent of requiring aterpreter for the interviews, but chose
to speak simple English in the interviews. Dunmyg pre-study, | spoke only English

with the teachers and did not have an interpreter.

Despite English being a common language to manyn&has, | still
experienced communication problems. For example@cher 1 at School A had
trouble understanding my American accent, so andtdacher explained to her the
meaning of my questions. Teacher 1 was able tporek and express herself in
English, though she was limited. Due to anothecheds presence, | am not sure if
those would have been the same answers that | wiaud received from her in a

more private setting.

Due to the level of English spoken by some of ngpomdents, | deviated
from my interview guide and used more explanatibaud the questions. My short,
clear questions on the interview guide were notkingy, so | used “jargon,” which
Kvale recommends avoiding in interviews (quoted Bryman, 2004, p. 325).
Furthermore, | used longer explanations and exapleyet the question across to
some respondents. Since some of the questions va¢rperceived as clear on the
respondents’ part, it could possibly alter the arswhat | got from the respondents.
However, since | was conscious of this | would stee interviews and re-ask or re-
state the question so the respondent would answeguestion | was posing, not the
guestions they were interpreting. Some of thisate@ the possibility of leading
questions; however, in some cases | had littleaghoi would ask the question until
the respondent gave an answer or the informatighe@uestion that I tried to pose.

Many of the interviews were more of a conversaaow follow-up with what they
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were saying, so that the conversation would flow @rwould be easier for them to

understand where the questions came from.

4.3.3 Observations as a Tool

The purpose of the observations was to get a clgacture of the daily
operations of the school and the conditions in Wheachers worked. Some things
differed due to my presence since all the nursily Were around. Though | was not
able to observe in the nursery because the kidlsl cmi concentrate if | was in the
room, the older students seem to behave ‘normaiigf | was not a huge distraction.
| used observations to have a point of referencth he teachers during the
interviews and gain a greater understanding ofstyggeechniques they used as well

as what resources they utilized in the classroom.

4.3.4 Transferability of Findings

When looking at the data and the analysis, caanister the ideas, methods and
findings to another situation or are they boundhi case of School A? Applying
situated learning to the context of school A, tlhstacles that surface are related to
resources and organization of the administratiépplying CoP to in-service teacher
education and continued education will aid the tgwaent of teachers and thus
schools not only in African rural schools, but sglsoindependent of locale. The
organization of CoPs will solve problems with uimiesd teachers or inadequately

trained teachers.

4.3.5 Credible Research

Can another researcher audit my research conduc®dana through my field
notes and interviews? | believe that another rekea could, in theory, follow my
paper trail of research by going through my fielates, transcribed interviews and
observations, and find the same information thailll present in Chapter 5, “Data

Analysis: Identifying the Gaps.1 have conducted my research in such a way that al
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my interviews are transcribed, with audio files itatae for clarification. | have the
original drafts of the interviews, in addition toetcoded and cut interviews. | kept
field notes, observation notes from classroom aadehall these items in word

document form.

4.4 Analyzing Data

4.4.1 Transcribing the Interviews

Dealing with the transcribing of the interviewslécided to transcribe them
myself. This was due to funding; however, thisichallowed me to review them
again, and write memos alongside the transcriptioissaw patterns arise and
developed a coding system while reviewing datae irerviews were transcribed
verbatim, excluding sighs, laughter, and pauseschwivould differ culturally t as
well as linguistically. The “linguistic analyset$ie inclusion of pauses, repetitions,
and tone of voice are relevant for psychologictnpretations” (Kvale 1996, p. 166).
My interest is not in the psychological aspectriterpretation, as | desire to identify
what occurs with the teachers who are learningetxh and the actors involved.
While a psychological interpretation could be anpaf interest, due to time and

resources, that is not within the scope of my asialy

Lack of these signs and surrounding information lmang about a problem in
the transcriptions as well as in the analysis. KAsle warns, “the problems with
interview transcripts are due less to the techitieal of transcription than to the
inherent differences between an oral and a writtede of discourse. Transcriptions
are decontextualized conversations” (Kvale, 1996, 166). To avoid the
decontextualization of interview transcripts thatale warns about, | documented the
transcripts according to firsthand knowledge of iferview situation, referencing
the field notes that corresponded with my intengdw help me situate the interviews

in the proper context.
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4.4.2 Organization of Information and Coding

After the process of transcription and data redadhat Miles and Huberman
discuss in their bookQualitative Data Analysis(1984), | sorted through the
interviews, juxtaposed with my field notes, to exdé the viability of information
pertaining to my problem statement. Once the viggrs were sorted, | coded my
interviews and field notes. | finalized a codirnygtem after the data collection phase
to better tailor the codes to my dataAs Miles and Huberman state, “Data get well
molded to the codes that represent them and wenget of a code-in-use flavor than

the generic-code-for-many-uses generated by alptedded start list” (1984, p. 57).

The interviews were coded and classified accorthndjfferent sub-categories
of concerns felt by the respondent within the addasacher in-service training, view
of roles of administrators and goals within edumafi This classification assisted
me in perceiving a clearer picture of the ovetadimes, how frequently those themes

occur and the relationship between themes.

4.4.3 Analyzing Data

Having transcribed interviews, and established ithall not be analyzing the
linguistic aspect of the interviews, | will focupan the discourse analysis. These
transcriptions are “documents of experience caodmgent analyzed; that is, themes,
issues, and recurring motifs within them can béatsol, counted and interpreted”
(Denzin & Lincoln 1994, p. 358). | plan to looktae recurring themes that arise in
the various interviews to determine their meaninthiw teacher in-service training.
These themes include analyzing how the teachews thiemselves and the proprietor,

as well as the university students’ perceptionthefteachers’ training.

2 see Appendix E for the teacher interview codirftesae.
24 see Appendix D for an example of a coded interview

% This particular school the proprietor and the neaster are one in the same person.
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Viewing “knowledge as conversation,” as Kvale @siin the booknterviews:
an Introduction to Qualitative Research Interviegin will approach my data
discourse analysis from that perspective (1996im to leave behind linguistic
details to focus on the themes of the respondastsyell as the stories that they tell

in conjunction with the questions they answer.

The drawback to dissecting interviews and to dradvioformative details is
that one can miss out on the greater picture ointteeview. As Kracuarer points out,
“inadequacy of quantitative analyses stems from riethods themselves: when
trying to establish the meaning of text by breakimgm down into quantifiable units,
analysts in fact destroy the very object they angpssed to be studying” (quoted in
Denzin & Lincoln 1994, p. 359).

4.5 Summary

From my pre-study, | gained an initial understagdwf the body of knowledge
at the school as well as at the district level.e Phe-study time helped me to discern
what methods to employ while preparing for my fiedatk in October 2006. Using
the mixed method approach gave me a clearer uadeiay of the context and the
operating framework of School A. The case studseaech design is a feasible
design allowing me to analyze my data most effityemo extract content and
meaning. Analyzing the data collected and categdri| survey a procedure to
generalize my analysis to in-service training amel gaps that occur within areas of
resources and training, to provide School A witheeommendation for in-service

training.
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5. Presenting the Context

While the case study takes place at the micro leviie education scheme in
Ghana, this chapter frames the context within whilah micro level operates: the
macro and meso levels. The macro level encompasesnational level of
education: the Ghana Education System (GES), ancesgarch involves secondary
information at this level through interviews in Aac The meso level represents the

West Gonja district of education, which has juresidin over School A.

At each level, macro, meso and micro, gaps exadt abstruct the process of
education, hindering the creation of an environmenwhich teachers can increase
their abilities or participate in communities ofptice. Each level contains different
gaps that in turn exacerbate problems and chakkeagesubsequent levels. Later in
this chapter | will combine the gaps the macro mmado level to draw connections to
the micro level and effects of the macro and mesels on the micro level. In
Chapter 7, the summary, | relate the gaps at theamand meso level to the case
study at the micro level. In Chapter 8, | propsskitions that will not depend solely

upon filling in the gaps in the system only at thacro and meso levels.

5.1 Education System Overview

5.1.1 Education Pre-Independence

Before Ghana gained its independence, the publliodcsystem was
controlled by Britain. Philip Foster’'s bodkducation and Social Change in Ghana
describes the progression of the education sysie@hana from colonial days in the
early 1900’s, to the 1960’s post-independence. n@laas had much influence in the
progress of the education system through estabistthools. Foster shows the rate
of schools being built in three categori€overnment, Assistednd Non-Assisted

(1965, p. 115)pre-independence. The spread of the influenceté&asting, as the
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British colonists did not play a major role in ddishing or funding schools. Foster
comments that, “the reluctance of the colonial potweimpose controls upon the
quality and quantity of educational provision had to the autonomous growth of an
educational structure which lay to a consideraldgrele outside the system of
government or grant-aided schools” (1965, p. 11R)ster uses the following tables,
Table 5.1.1 and Table 5.1.2, to illustrate the sloavement with which colonists

established a school system.

Table 5.1.1 Government Primary and Secondary Instittions 1920-1950
(Foster, 1965, p. 114)

Year Number of Total enroliment | Percentage of total
Government enrollment
Schools
1920 20 4,292 10.2
1930 30 6,524 12.0
1940 25 6,6708 7.3
1950 48 8,678 3.0

As we can see in Table 5.1.1, the government ssheobpe of students decreased
each year, even with the increase of schools frorm2.920 to 48 schools in 1950.
Many of the non-assisted schools were mission dshamning to educate and
proselytize Ghanaians (Foster, 1965). Lookingpatgrowth of secondary schools in
Table 5.1.2, we can clearly see which schools stisdattended, as well as their

increasing enrollment and source of establishment.
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Table 5.1.2 Growth of the Secondary School Systert920-1950
(Foster, 1965, p. 115)

Year Type of School Number of Enroliment
Schools
1920 Government 1 42
Assisted 1 75
Non-assisted 1 90
Total 3 207
1930 Government 2 162
Assisted 2 376
Non-assisted 2 63
Total 6 601
1940 Government 2 401
Assisted 3 798
Non-assisted 12 1,436
Total 17 2,635
1950 Government 2 857
Assisted 11 1,919
Non-assisted 33 3,386
Total 57 6,162

This table contributes to the picture of how litikepact that the government had on
the establishment of schools. A majority of se@mgdschools were started by
Africans and run by Africans, Foster states (1969he demand for the schools
present in some areas of the country, however, darmmeto the Northern region in
Ghana. The non-governmental schools were growistefabut where were the

teachers coming from? Who was training them?

5.1.2 Education After Independence

Educational reforms in Ghana started in 1951 wiifhe' Accelerated
Development Plan,” which was formulated in ordermptomote national economic
development” (Dankwah, 1987, p. 12) and also inetuthe educational system. As
time went on, Ghana worked to keep up with the aeimf@r education, building
schools and preparing teachers to teach. From 1851961, primary schools
increased more than 200%, secondary schools as asué#0%, and teacher training
college by 135% (Dankwah, 1987, p. 14). This fldearly shows that the

Ghanaian people enrolled in schools and desiré@ve an education, yet there were



69

not enough teachers, a problem that the countityfaties today. A.R. Thompson

comments on the continued situation of lack of det® be teachers in Africa:

low standard of motivation to enter the professaddbrmany entrants who see
teacher education as second or third choice sufgesecondary education or
higher education and wish to retain a wider ranfjeaveer options than a
narrow teaching focus program might itself affq@D06, p. 57)

Furthermore, after “The Accelerated DevelopmennPlaas put into place
there was very little maintenance of the programh thie educational system, and the
system was not functioning as well as it ought &kyi2004). The focus for
education was to expand the educational prograkhewever, the country was so
influenced by the Europeans and their systems ofirastrations, as Professor Ron
Rife stated in an interview that “the British lgfteir bureaucracy” behind for the
educational system in Ghana (208%)That is, many of the structures and programs
set up in the beginning did not function in pragtic This bureaucracy is a
contributing factor to the gaps in the educati®ysitem that | will address further in
Chapters 5 and 7.

In the 1980’s, more reforms and literacy prograragam. When President
Kufuor came into office in 2001, he proposed “soadkeication reforms up to now.
Unfortunately, very little has been achieved in tight of all these reforms,
especially for those living in rural communitie€yjah, 2004). The creation of gaps
in the educational system is a theme that is repeand left unmended on both the
macro and micro level. | will be addressing thgaps on the three levels in Chapter
7.

28 prof. Ron Rife is an American who has been workinthe educational sector in Ghana for the pastersy
establishing a university as well as working witadhers.
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5.1.3 Current Education Policy

UNESCO just added Ghana to the list of countriest thill pilot teacher
training reforms in Sub-Saharan Africa (UNESCO, @00 This program is called
Teacher Training in Sub-Saharan Africa (TTISSA)] @naims to help the training
institutions in various countries train more teashe effect raising the standards of
schools, to work toward the Millennium GoZl$or “Universal primary education”
(UN web services, 2005) or Education for All (EFAJUNESCO states that 30
percent of primary teachers in Ghana have had axhéz training (2006). This is a
common problem in Ghanaian schools. It is difficaldetermine when requirements
could come into effect that would expect all teashte be “highly qualified,” as in
the case of the USA and its No Child Left Behind.Athe TTISSA proposal offers a
few options for teachers to pursue training; on¢heke is on the job training, or in-

service initial training teachers would receive iheaching.

5.2 Macro Level: National Level

Currently Ghana is experiencing change in its tea@ducation program. In
2005, Ghana appealed to UNESCO for assistance théhteacher training, to
achieve the Millennium Goals for education in theaaof Education For All (EFA).
As stated in Chapter 1, Ghana qualified for funding Teacher Training in Sub-
Saharan Africa (TTISSA), a program operated throWNESCO. TTISSA assists
with training teachers and untrained teachers araViges assistance to those
teachers already in the field (Education Secretagneral for Ghana Education

Ministry, interview, 2006).

27 United Nations proposed eight goals for develogiogntries to achieve by 2015.
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5.2.1 Teacher Training Institutions

Throughout Ghana's nine regions and 110 schookidist there are 38
established Teacher Training Colleges (TTC) (Teadmaining College interview,
2006). The current manner of training for teachecgiires three years of school at a
training college. During the first two years, stotdestudy the theory of teaching,
learning about methodology. In the third yearhsd program, trainees are posted at
schools throughout the country as a part of a vetukly program. Two trainees are
placed with one mentor teacher (Kofi et al, 20023pand receive the practical
experience aspect of the training. The classraauoher acts as a mentor teacher for
the two trainee teachers, and each does one-thitdeoclassroom work (Teacher
Training College Director, interview, 2006). Tipeogram is described as the

following:

Also, under a new programme known as In-In-Outlieatrainees are
expected to spend two years at school and usehihd year for
practical training in the classroom. The Ministsyigorously pursuing

a programme to turn all the 38 Teacher Trainingegeis into diploma
awarding institutions (Ghana Education System website, accessed
2007)

Currently, teachers do not receive a universitjustdiploma upon completion of the
teacher training college. However, plans to hawdigyants receive diplomas from

the program are forthcoming (Teacher Training @maI®irector, interview, 2006).

The Teacher Training College’s main office in Acsead that the program has
altered its philosophy in sending the traineesfoupractical experience, in terms of
where trainees are sent (2006). In past yearstréimees’ practical experience was
conducted in major cities, however, once the teactvere placed in a school in the
rural area, new teachers often quit due lack ofeggpce in the rural area and the

different challenges that the teachers were nowseg to in training (Teacher
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Training College interview, 20085.This practice created a gap between the amount
of trained teachers and the amount of trained gractihat continued to teach after
their first year in the field. Moreover, the pragr perpetuated the brain drain

already happening in the rural areas.

5.2.2 In-service Training for Teachers

Looking at Ghana'’s system of education on paperggihe impression that the
areas of concern and the problems that the couatgs have well-established
solutions. However, a closer examination of theteays and structures as they
operate reveals that this is not the case. For pbeama report written by Barbara
O’Grady looks at a system to train teachers in @haalled Improving Learning
through Partnership (ILP), which uses master teache help inexperienced and
untrained teachers in the classroom (2000). Tlgram is well conceived and
proposes change in the system and the qualityeofetachers over a gradual period.
However, in Damongo and the northern region of Ghdahe ILP is not put into
practice at the school level. Nor was it a progmhich the meso level spoke, at

the district office.

Another program and resource that has been setatipnrwide for the
teachers is the District Teacher Support Team (DT& initiative supported by the
British Government and the Whole School Developmehhe DTST was created
upon the idea that this team would administer tngirto the various schools in the

district:

We have in-service training at two levels. Onehatiational level and
one at the district level. Originally, most of timeservice is top down if
they decide on the needs of the teachers and li@sngb out into the
field to do what type of service they want to gitee the teachers.

2 Teachers in Ghana do not apply to specific schobkn they are applying for a job; instead theylyappwork and the
educational ministry will give them placements. dtflteachers go to school on an agreement withdliergment that
they will work where the government sends thenr afoenpleting the training.



73

However, about 5 years ago we realized that ietteb to the teachers
in the field to identify their needs and then taitbis to suit their

needs....But in terms of improving quality educatiorthe schools we
expect the district teacher training support tean$be active in the
districts. (Human Resources, interview, 2006)

DTST visits to schools spend time evaluating thechers, determining areas in
which the teachers and the headmaster need moporsignd training, and then
organizing a teacher in-service training progranaddress those issues. Basically,
the DTST “tailor” makes in-service education foradbers working in the
government sector to make the training relevant amglicable to their individual
situations (Teacher training College Director, miew, 2006). This in-service
training is only provided to the trained teachersthe schools, not the untrained

teachers.

At the national level, untrained teachers haveb®san recognized for teacher
in-service training in the past. The representatrom the Teacher Training College
in Accra, as well as the director of Education he West Gonja District, said the
reason for the lack of further training for the named teachers is that they are
employed on temporary contracts (Director of Edocat interview, 2006).
However, this changed when the Ministry of Educamd the school districts were
noticing that untrained teachers stayed longer thgear, the temporary length. This
is much like the case of the West Gonja distridiere the untrained teachers are a

majority of teachers that the district employs.

To address the gap in trained teachers to the r@etie school the Ministry
of Education proposed a plan. Starting in 2004r@gram was created for the
untrained teachers to get their teacher credentvlite working. The program is
called the Untrained Teachers Diploma Basic EdanatUTTDB), and is currently
going through its pilot period, rotating througle tregions starting in the north and
moving towards the south. The program is four yéamg: teachers attend a training

institute on school breaks, and work with modulesigh the year while supervisors
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monitor their progress. Later, | will address foaction of the program and the

realities it holds for the district, the meso lewald then the micro level.

5.3 Meso Level: District Level

The school District of West Gonja in the northeggion of Ghana faces many
challenges and gaps as a district. While | wa®amongo, | met with district
officials to learn more about the district and Higation for the teachers across the
district. The main actors in the West Gonja distof education include: the Director
and his staff, trained teachers, untrained teacheradmasters, District Teacher
Support Team (DTST), supervisors and NGOs. Allttidse groups take part in
running and contributing to the education systentha district that is supported by

the government at the national level.

5.3.1 District of Education in West Gonja

The district has a unique situation with regardh® locations of the schools
that comprise it. The district is one of the latgeshool districts in terms of land
mass, according to the Director of Education; havewot all of the schools are
assessable for the whole year. Certain schools@sidered “Overseas Schools.”
“Overseas” status means that the schools are ctehplsolated during the rainy
season, when the White Volta River is high duehi ains and flooding. Of the
eight circuits within the district, four of themeaconsidered ‘Overseas’ Schools,
meaning that half of the district can not be acegdsr at least five months a yé&ar.
According to the Director of Education, there areren untrained teachers in
“Overseas” circuits in the district, since it isrthido hire teachers for “Overseas™
assignments. This lack of accessibility to theosth poses another problem: even if

district funding is available to train the teachetsachers posted at “Overseas”

2 A sub-area within the district.
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schools are unavailable due to the restricted admbty of the schools, which also

hinders attempts to monitor the progress and nefeitie schools.

5.3.2 Untrained Teachers in the District

As | spoke further with the director and his stadflditional gaps became
apparent. The Director of Education and the HufRRasources personnel estimated
that at least 60 percent of the teachers workinghen West Gonja district are
untrained teachers, or pupil teachers (intervie®063>° When questioning the
director further on the status of training providexdthose untrained teachers, |
learned that no program set up by the district] vetently, would train the teachers.
The government’s four-year program, called Untrdineeachers Diploma Basic
Education (UTTDB), no longer admits new teacherthenorthern region due to the
trial status of the program. The supervisor of gheticipants in the program is from
the district office. | interviewed a member of HamResources personnel as well,
who supervises teachers in the UTTDB program. Xpeessed his concern with the
program, saying that the students are not doin¢j wedl pointed out his difficulty in
supervising the teachers in the program due tdistance and “overseas” posts at
which they are stationed. Though the program glace there is still a gap between
the help that the untrained teachers need while dhe on the job, and the help they

are able to receive.

When questioning the director about teacher imtsertraining and how often
it was provided at the schools, he was unable swandue to the circumstances of
the district. The main restriction of the trainiteachers centers around funding of
the programs. The district is given a budget wgilfrom the national education
system based in Accra (Director of Education, witaw, 2006). However,
inadequate finances to conduct in-service traiproggram for teachers means they

do not occur on a regular basis.
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5.3.3 District Teacher Support Team

Each of the 110 educational districts in Ghanpravided a District Teacher
Support Team (DTST). Nine members constitute anfeand each member
contributes a different specialization: mathematsrsences, English, language, or
methodology of teaching specialists. The team tfans include: visiting schools
within the district to evaluate the teachers, pldong an assessment of the school,
communicating with the headmaster and head teachmosit concerns with the
schools, developing a tailored teacher in-servasetlie teachers and/or headmaster
and conducting in-service training for schools lusters on relevant topics (Human
Resources West Gonja District, interview, 2086yhe DTST members are chosen
by the district education office and trained throube budget of Ghana Education
Service (GES) (West Gonja DTST group interview, @00

The members of the team for West Gonja currentlykwas teachers in
Damongo in their specialized fields. The membemmes have prior training and
others are untrained teachers that have been tgpfidn years and were chosen for

training.

5.3.4 Outside Viewpoints

A group of five university students from Accra sp&lay and some of June,
2006, assisting the teachers at School A. | ime&red them about the situation of
the school, their view of School A’'s administrati@nd what is typical for the area.
The recurring statements made by students weregards to the status of conditions
at the school and the amount of time that the haathn spent or did not spend with
the teachers managing them and training them. dDtiee students commented about

the headmaster’s presence at School A:

30 pupil teachers, or student teachers, are the tiwanhshe district officials used to describe ti¢rained teachers.

31 A school cluster is a sub group of schools thatimthe same district, most likely close in eattfeds proximity.
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Student 4

So if someone is going slowly away from the cuddou so he can say
look this is what you must do because there ismeto check on them
the headmaster does not have time he is alwaygyrah his motor bike
going up and down and he does not have the know-lionerview
with GCU students, 2006)

The students observed that the headmaster was cwtssstent figure at the school,
and they went onto say that the headmaster waat lo¢ teacher in-services that they
held for the teachers (GCU students, interview,6200The students were positive
about the teachers and their receptiveness tmtkervices, but also as insecure and
intimidated with the volunteer teachers coming he school and teaching classes
(GCU students, interview, 2006).

5.3.5 Educationalist for Adult Education

| interviewed a person working for the districfioé in the adult education
section, who also worked as a teacher. He taugtii@anwVest Gonja district for 11
years as a primary teacher, and then returned ieensity to teach in Senior
Secondary School (SSS), and finally in adult edanat He has a great deal of
experience in education working with trained andrained teachers in the West
Gonja region, and also has a connection with SchAooAsked what he believes is

the cause of the amount of untrained teacherseimethion, he stated:

Most of the people do not get the required qualtfans to go into the
professional teacher training. So because of tledatrained teachers
they delegate them as untrained teachers to teadhl the vacant
positions. In fact in Ghana the shortage of quedifirained teachers is
high every where in the country. And so most of tkgions and
districts they rely on the untrained teachers. (ABducator, interview,
2006)

The problem of untrained teachers teaching more thenporarily is not unigue to
Ghana, as it is also the case in other parts ot Weeea. In addition, another factor

is the difficulty level of the entrance exams tadker training colleges to qualify to
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continue their education (interview, 2006). Theaationalist also stated his opinion

on School A and the situation of the teachers eaidihg at the school:

Academically they are average the teachers areg®gebut they do not
have a professional qualifications because in hagdthildren as a
teacher you should have gone through some childhodygy you
should know the behavior of the child at a certage you should know
your professional ethics of the teacher servicge(View, 2006)

From an outsider’s perspective who has trainingdacation and experience, he sees
the teachers as in need of more training, whethat is through the government
sector, in-service education or having a mentacheato whom teachers can go for

guidance.

5.3.6 School Manager

| interviewed a school manager in the area aleaditer education and teacher
communication at another school, which | will c&thool B.*> The parameters for
the interview included: the district level concegiteacher in-service training, how
the teachers at School B communicate with one ano#imd their perceived teaching

methods.

The school manager moved to Ghana over a year &adf ago to work with
School B. She is trained as a clergy member enRresbyterian Church and has
worked in the church as well with Montessori scBool Europe. The school
manager organized a teacher in-service trainingh®teachers at School B and other
schools in their association. The School B’s sthassociation received funding
from an NGO for teacher in-service training. SdhB& manager contacted the
district office to organize such an event. Sheoregu that the district office
complimented her on the initiative that she tookdoganizing a training course for

the teachers. The school manager stated that Séhaals told, “that we were the

32| was only able to speak with one school managieith Ghana, due to the teacher strike takingelaation-wide
October through November of 2006.
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first school managers of carriers with the stateost who did such a thing. And |
am surprised” (School B Manager, interview, 2008jhe continued to talk about the
untrained teachers at School B and through herrofisens, she came to the
conclusion that the district is doing nothing foos$e untrained teachers (School B
Manager, interview, 2006). She has observed sotepéons with teachers who
receive additional training, but those teachers wdueive more training completed
teacher training from a teacher training colleged #herefore do not fall into the
category of untrained teachers. The courses teatsélected teachers took were

specific to an area of teaching; for example, caensuand technology.

The school manager expressed frustrations aboutrémeing and lack of
training that the teachers have in the area arfschool B. Asked if the teachers
speak with one another and how they deal with grok| she responded, “But there
Is not, no qualifications or training that wouldphé¢hem doing it [handling behavior
problems] better” (School B Manager, interview, 800 The school manager gave
an overview of how teachers in the public sectorknand interact, as well as their
training. Also, if the school is praised for usiageacher training resource that is
readily available to all schools and told that maalgools do not organize teacher in-

services indicates of the lack of the DTST beinfized.

5.4 Summary

Overall, the picture that | saw of the teachingiemment and my contact
with the District Education Office left me with gsteons. The office’s general
impression and structure of programs looks googamper. However, in follow-up
questions the gaps appear, rendering the structuitde use when programs are not
intact or functioning as they were proposed andgdes! originally. The District
Education Office has trained personnel to provielgcher in-service seminars for
teachers in the area. Teachers in the area neetrdaiming; however, a gap exists

between how often training actually occurs and lodien the training ought to take
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place to foster environments for the teachers forave and feel supported in their
work. Discussing these matters with the Districdlu€ation Office, officials

expressed the desire to provide training servidgée Office would like to see a
teacher training college or a resource center ksital in the area, but all of this
depends on the funding (Director of Education ofsM@&@onja, interview, 2006). The
government decides where training facilities wil built and established, requiring
the district to asking for the allocation of fungjrbut dispensing the funds only at

the disposal of the national sectors.

The district experiences a gap between what thay weado and what they
need to accomplish. This gap is caused by the ¢ddkinds from the government.
The manager of School B said that the DTST req@readditional salary to perform
teacher in-service training and assess what typasservice would be beneficial to
those teachers. Sayed states, in the articlerf®asittip and Participation in While
School Development in Ghana,” that the “structufes supporting and training
teachers such as DTSTSs, clusters, have been sk&blbut have not developed an
active and visible set of training and developmeattivities” (quoted by
Akyeampong, 2004, p. 12). Though Sayed made émsark in 2000, the structures
that have been set up to reform education seemdwlyot perform their tasks in the

northern region at present.

The ideas of production and reform are intact aradl-articulated, which
contrasts with their application in the districtd’he schools, to a certain extent,
model the gaps as well on a localized level, as willsee in Chapter 6, Data
Analysis. The solution to the problem must tak&cplnot only on the macro level,
hoping that the remedy will trickle down to the mesd micro levels, but each level
will have to be addressed in specific ways to desigeduction of the gaps. The
general gaps at the macro and meso level werergeesim this chapter, and the Data
Analysis Chapter will present the gaps at the mievel. This includes the case study
of School A, and possible solutions to that levél e addressed in Chapter 7:

Discussion.
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6. Data Analysis: Identifying the Gaps

6.1 Introduction

None of the teachers at School A had any formahitrg as teachers,
including the headmaster/proprietor of the schodie objective of my fieldwork in
Ghana was to study the system of learning thaetkeschers used over the years to
learn and improve teaching techniques, and to sgethe TTISSA initiative was
implemented in schools. Regarding TTISSA, | fouhettneither School A nor
School B has any programs from TTISSA. In factone had heard of the initiative,
even at the district level. This immediately aféetthe course of my research; |
moved from looking at an existing program to deiemg whether the teachers had
made a program for themselves out of an impetusdorival in their field. Some of
my research questions included: Is their currestesy of learning and refining
teaching techniques functioning, in the sense tthatteachers are teaching with the
capability of trained teachers? What is the rdlthe administration in the process of
teachers learning and refining their skills as beas? If there was no system
established, can we apply the theory of CommuniifeBractice to this case? Is a
component or resource lacking at the school, andwere to be filled, would that

solve the problem of untrained teachers?

The availability of resources for teachers to use,well as any available
partnerships with other private schools, publicost$ or programs established by the
district education office were points in the scagemy research. How does the
headmaster raise awareness among the teacheraisedheir standard of teaching?
Does he, in fact, help them with teaching, and whdtis role in teacher in-service

training?

In the beginning stage of my research, as well gsamalysis of material

collected, | realized that the problem is not sinpk schools just lacking trained
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teachers. Many factors contribute to the teacteking the training and resources
they need. The more | studied the problem, theengaps became apparent at

various levels and areas, pertaining to trainingi@é as the running of the school.

The most pervasive gap is the training gap. Thjsig created by the teachers’
shortfall of knowledge they need in order to tettwhchildren and perform their jobs
more effectively. | found that the teachers conspé®m by relying on their own
experiences as students to develop their methodibe teachers at School A
expressed a desire to acquire more in-serviceiigainThey acknowledge the need
for training and that application will help theituation in the classroom. However,
not all the teachers have the drive to pursue rniraneing, and a second gap is found
between the training that the teachers need and mhativation to receive this

training.

Through the interviews, | researched the teachees! of the proprietor’s role
in their training, and in the school more generalfost of the teachers stated that

they view his role and responsibilities as thedwihg:

1. Being in charge of getting the school fees fromghelents,
2. Paying their salaries,

3. Arranging training for the teachers,

4. Addressing other logistical matters that they dit specify.

When looking at a case in point, the matter of stiees and payment, many
teachers do not hold the proprietor responsiblenvthey do not get paid their wages.
They view the problem as their students’ parentsy @o not pay school fees, rather
than the proprietor’'s fault. Yet in this case, thsponsibilities of the proprietor and
his accountability for those responsibilities da tine up, creating a gap. In this

chapter, | will analyze my collected data and pneiee case study of School A.
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6.2 Gaps in Physical and Financial Resources

From my pre-study | grasped the some of the maysipal and resource gaps
that affect how the teachers teach. Upon returthi® fieldwork phase, my research

exposed more than physical and financial resouaps gt School A.

6.2.1 Water

Damongo is located in an area of the world in whigdople do not have
access to fresh drinking water year-round. | wahe Damongo in the rainy season,
so tanks were set up to catch rainwater at theabchlmwever, when the dry season
comes for the other 7 months of the year, water pgecious commodity. Often, in
the dry season, if the school does not have wateust close until they have enough
water to accommodate their staff and students. @ireary teacher reported that
sometimes he has to find water for the school & rtiorning if the headmaster is
unable to do so. The teachers have to go get watdreir motorbikes or bicycles in
order to conduct lessons during the day. The ddckater adds another stress on the

teachers at the school as well as environmenhfsthool.

6.2.2 Classrooms

With a population of over 800 students, School &dweto have the building
capacity to handle that many people. However, laicbuildings and classrooms
account for another gap between the need and #fieyref the resource. Currently,
the school campus has five buildings: the headsriadtouse, a building that is used
as storage and should be demolished, and thredirmsl with classrooms. The two
classroom buildings contain six classrooms for t@mary school, holding
approximately 250 students. The last building aor#t four classrooms that
accommodate around 550 nursery students underginefafive years old (the L-

shaped building in figure 6.2.2).
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Figure 6.2.2 School Site
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The cement on the entrances to the classroom®ih-8haped building has eroded,
leaving gagged slabs of cement for the studergsutmble over, and causing them to
track in dust and dirt on the classroom floor, drich the students sit during lessons.
The teachers at School A commented on the high tdveeat in the classroom, and
university students that came up from Accra comextioin the hygiene levels in the
classroom, and how it is not healthy for studeatbeé exposed to such conditions.

The classrooms present another obstacle for tlobeemto address and manage daily.

6.2.3 Classroom Furniture

Another gap was the amount of classroom furnituiree students sat at hand-
me-down desks from the school district that thedhesster acquired, due to the fact
that the desks were seen as not fit for use bydisieict. The desks lacked a flat
writing surface for the students when acquired iy headmaster, and he fixed the

desks for use. He was not able to fix all the desmkd benches for the lower grades
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in the primary, so those students must sit on besmalet properly adjusted to the desk

size.

In the nursery school, children sit on the flodrhey write on the ground to
practice the letters, instead of in books. Onesctamm in the nursery has desks, but
not enough for all the students to sit at comfdytablhe desks line the classroom
from wall to wall, cramping the classroom and nibdveing easy access to the door.
The classroom furniture gap occurs at an interseaii gaps: Lack of proper desks

and lack of classroom space for the student papulat

6.2.4 Books

Lack of materials and books comprised gaps as. Wéle school, as the
headmaster informed me, starts the students winse in primary two, one year
earlier than the public school does. However, 8tlhodoes not have any science
text books or materials for the teacher to use#ch the students. Some teachers do
not have a syllabus book for the class, let alarmugh text books for each student.
The books that they do have are leftover books fiteendistrict, the headmaster tells
me; some are no longer used by the district andilplgsoutdated (interview 2006).

One teacher states:

Teacher 7

We have some syllabus books but we do not have soaterials to
present those subjects to the children. You datlt the syllabus books
but some of the materials we do not have it. (inézv, 2006)

The teachers recognize the problem with the lackbobks for students and
preparation materials for themselves as havingdaerae affect on them as teachers,

and furthermore, on the students as learners.
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6.2.5 Payment of the Teachers.

School A relies upon school fees from the studémtpay the salaries and
other operating expenses. The staff includes sigry teachers, five nursery
teachers, two cooks, and the headmaster of theokchdore than 800 students,
accounting for the nursery and the primary schatténd School A. Currently, the
school fees that the students should be payingsapport the school’'s basic needs
and salaries and still result in money left over farious projects, one of which is
further teacher education. However, this is net¢hse and the school fees are the

subject of where the vast gap occurs.

When interviewing the teachers, each teacher asiellethe problem of late
payment, which is insufficient to meet their baseeds. Furthermore, as a normal

occurrence, they do not receive their whole saach monti

Teacher 6

For instance as of now, today is thd"2Be month is getting to an end.
Maybe by the time we get our pay we started tegchie doing our
best but if the month comes to an end th® 8&n November " 8"
and you do not get paid you will see that it widitrnelp you will feel
reluctant to come to school. (Interview, 2006)

Teacher 7

Because at times the salary, we know the salanpismall for us. But
you teach, teach, teach, two months, three momttisyau do not take
your salary. (Interview, 2006)

The issue of payment is taxing on the teachersv\oétheir jobs and motivation, |

will address the issue of motivation later in ttigpter.

33 . . . .
Currently all the teachers are paid the same withettception of one teacher that has taught in tinseny
school since the school opened. The headmastedstaan interview that he wants to have a graatlpty scale for the
teachers so that teachers with more experienceeitilbaid more than the teachers starting outafrstary school.
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Analyzing the bookkeeping and interviewing the heaster about how much
he collects for the school fees for a typical moit was unable to account for the
amount of money coming in each month. He discldbad at the end of October,
two months into the school year, School A was silled 26 million cedis from the
students enrolled. The students who do not pagc¢heol fees still attend the school
under no penalty. The headmaster sent home remiratel warnings about the
insufficient payment from with children enrolledety some still do not pay.
Discussing with my key informants the lack of paymef school fees by the parents,
they said was not due to the families lacking momey an unwillingness to pay for
the education (field notes Oct. 06). The schoda &distory of a gap between the
school fees they collect and the amount of reveegeired to operate the school.
This gap adds to the gap of training for the teessHgy not having available funding

for in-service trainers and seminars.

6.2.6 Training Materials

When interviewing the students from a universityAiccra that went to help
School A in May and June of 2006, about the sclamol the teacher training, they
expressed a lack of the teacher training and ressuilhe headmaster has not set up
a consistent program to help the teachers refiag #kills in a formal or informal
setting. Workshops are not arranged in the scplaol, but more as a happenstance
occurrence. Due to the lack of programs organiaethe teachers, even though they
would like to be trained, the absence of resousr®s materials creates a gap in
further education and training. Also, the abseatdraining materials gives the
teachers little to work with, and rather than smgrmaterial, creating a form of a

Community of Practice, they share ways of copintpuhe situation.

6.2.7 Materials for Lessons

Another gap at School A exists betwedmtwthe teachers teach and the

materials required to do so. A large aspect afttegy small children a new language
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or their own language is showing them pictureshysjcal examples, so that they can
relate to what they know to the word. If there mpematerials to do so, this makes it
difficult for teachers to impart knowledge to thaedents as well as the difficulty for
the children learning. In the case of the nursehool, one of the teachers describes

the material situation:

Teacher 7

You look at the thing the material is not there] decause the material
is not there you can not teach... if you do not gat animal [you are]

teaching the children... just describing what theyoder and over to

the children, they will never knowinterview, 2006).

Without the materials it is difficult for the teamis to do their job, as Teacher 7
expressed. The teachers recognize the necesstyadénts having contact with the
material that they are learning, to internalize dmghg meaning to what they are

learning at school.

6.3 Motive Structure of the Untrained Teachers

Motivation within education addresses not only stud possessing motivation
to learn, but motivation as a key component focheas to accomplish their job. |
will highlight the motivation of the teachers ath®ol A; how motivation affects

them as teacher and the contributing factors tio dagap of motivation.

Teacher 3

If a teacher is not motivated it gives you a dowmisbecause you are
not always happy and you are not interested. {lieer, 2006)

This insight from teacher 3 summarizes how the latkmotivation affects the
teachers. There are many aspects that contributeetlack of motivation, and | will

look at the areas that the teachers reported ifotlosving sections.
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6.3.1 Money and Monetary Gifts as Motivators

“Cash is a motivator that will always be populanda if possible, money is
always a good choice to use for employee motivabenause who doesn't like
money?” (Curry, 2004, p. 31)(Curry, 2004). A mdjorof the teachers work at
School A out of the desire to educate the childnethe area and belief in the premise
of the school. However, this alone does not megivdnem to come to work
everyday. Like any job, they expect an exchangeeovice for monetary benefits.
When the benefits in the form of salary are nodpai the teachers working, this
adversely affects their motivation. Payment isg@d that each teacher brought up in
the interviews consistently as an area in whichsitteol can improve, and how the

lack of money plays a role in their motivation ttnee and do their best as a teacher.

Teacher 7

| do not receive any salary | am teaching but hdbget anything. So
should | stop at times when you go to class youndnwill be on
that...If teachers are paid they will teach wellt¢iwiew, 2006)

This was spoken by a teacher who has taught farnabar of years at the school.
She instructs other teachers and wants to go badchool to become a trained
teacher, yet after all these years of working dto8t A, she still gets discouraged

when she does not receive payment.

When reviewing the hiring process with candidatee, headmaster tells the
teacher candidates that he is not able to payteacher on time each month and they
have to understand that before starting to worksyite the fact that the gap in funds
IS no surprise to the teachers when they starhiegcno matter how long they have
worked at School A the lack of payment and latenpayt takes a toll on their
motivation in coming to school and doing their jolAs another teacher put it in an

interview:

Teacher 6

You do not get paid you will see that it will noglp you will feel
reluctant to come to schodglnterview, 2006)
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The lack of motivation can be greatly associatedhwhe late payment and
underpayment of the teachers. This gap creatgpeadf CoP, in which teachers
exchange information about coping with the lackpaiyment and how to continue

working under the conditions, and also how to stewith late payments.

6.3.2 Reason for Teaching

All the teachers fall into three categories for vation for teaching: (1)
waiting for their exams results to see what progthey qualify for, (2) needing a

job, and (3) wanting to teach and pursue that caree

6.3.2.1 Waiting for results of an exam
In Ghana, after students complete Senior Secorfeenpol, they take exams

in the subject area that they want pursue in furthedies. While in Damongo, some
of the teachers teaching at School A were retagkagns for senior secondary school
to improve scores to qualify for a further educatmogram in teaching, medicine,
nursing or a trade. Those taking the exams that ¥eago into teaching view their
time at School A as experience that they can ugewlll leave the school if they get

into a program. As a teacher states:

Teacher 2

In case for teaching | am just here teaching butase the need arise
for me to leave to school then | have to go... | dbwant to use my
skills on the side of teaching but health... But teag | do not like it. |
do not like it as a jol(Interview, 2006)

Their motivation in working at School A takes a ks®at to their education and
goals. However, those that are taking exams sthtddhey find their time teaching
helpful for reviewing and continuing to learn ineparation for their exam. These
students have an outside motivation to do theis.jol@hese students have more
potential to create a Community of Practice at slshool, due to motivation to

continue to teach as well as use the experiente achool to their benefit.
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6.3.2.2 Necessity of Having a Job
Those that teach at the school because they ngddvweere not too concerned

with other things going on at the school. One teadah particular | interviewed had

experience at another school but wanted to goarddferent vocation. He said that
he would quit tomorrow if a better job comes aldhgt provides him with more

money (Teacher 5, interview, 2006). He was nathee for any other reason than
that it was the best-paying job he found. Observiisgclass, | could see that he was
not methodical about teaching, but taught withldbek in his hand, and did not refer
to the topic of the lesson or reinforce the tofimugh out the lesson (field notes
2006). This particular teacher did not participatéeacher exchange of material on

the breaks and seemed uninterested in situatitreinlassroom.

When asking the teachers who worked at the schexduse it was the only
job they found about their interest in teachemirg to help in the classroom, they
indicated that they were not interested, sincehiegcwas not their goal, even if
taught more than a year. Due to the lack of istene teaching, there was little
motivation in improving as a teacher even from perspective of helping their

situation in the classroom.

6.3.2.3 Wanting to Teach
The teachers that wanted to go into education exgdan the interviews more

of their methodology in teaching and how they cam#hose conclusions. They were
more reflective in their teaching methods, how tleganize their class and time
plan, how they treat the students and their rola &sacher in communicating with
other teachers. They were motivated to improveeashers and they expressed the
importance of getting more education. Those tlatehmotivation to teach and

improve would be the core and contributing memiloéis Community of Practice.
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6.4 Self-Perception of Untrained Teachers

When speaking to the teachers about how they wdethemselves, a few
responses recurred: that they were similar to échbeachers, they need training, and
they might be better than trained teachers. Ol#ralself-perception of the school
and their view of themselves was that they needent@ining and are not on the

same level as ‘professional teachéfs.’

6.4.1 Similar to Trained Teachers

In one case, Teacher 7 stated that she believedhahe¢he same skill as a
trained teacher. As Teacher 7 answered the qusstier opinion on how the
teachers at School A compared with the trainedheacfluctuated. At first, Teacher
7 stated that the untrained teachers do not haveamy techniques as the trained
teachers, but then came to the conclusion thabimesareas they, the teachers at

School A, are doing a better job than some trateadhers:

Teacher 7

So | see that with the training we have had atl@ just because those
that went through the teachers’ training college axe not the same.
Because they get some training that we do not get.am sure that we

are not all that good because we have not hatialiraining. Because
if you go to the public this government school teachers will be

teaching and you will stand and watch their teaghjiou will see that

you did not catch that one. And at time too if tlaeg teaching you can
see | am doing much better than them even theetlaieachers.

(Interview, 2006)

Here Teacher 7 tries to communicate that even tindlug teachers are untrained they
can perform like trained teachers, if not bettentisome trained teachers. She does

not disclose how they can get to this level of béag or why this occurs.

34 Teachers that complete a teacher training produara certification.
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6.4.2 Lacking Certain Skills

Some teachers shared a variety of views of themsgland discussing the
untrained teachers at the school, stated thatgbsges experience and the ability to
help other teachers improve. However, most ackedgéd that teacher training

would benefit them, even those who do not wanbittioue teaching.

Teacher 2

But maybe if you went to the training college aheyttaught you how
to deal with such matters [misbehaving childremol not think that
you would use the can@énterview, 2006)

This teacher, though he is reflective in his teaghbelieves with more training he
would be better prepared for situations he enceosnés a teacher, for instance

without using a cane for punishmént.

In interview with the university students in Accthey addressed the teachers
being “intimidated” by their presence, since sorh¢hem were trained teachers and

from a university. The students from Accra stated:

Student 4

Because they themselves are not professionals souflack the
necessary things you are totally handicapped.riii@e, 2006)

Student 4 commented on the situation in which gehers find themselves not
possessing the skills needed, and acknowledgdhttosigh their actions while the
university students were at the school. The stisdesd that the teachers would not
come up to them on their own initiative and onlyneato the in-services on

classroom management and lesson planning.

35 Both private and public school teachers througi&hsana use a cane to deal with discipline problems.
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6.4.3 Can Be Better Than Other Teachers

In two cases during the interviews, teachers datithey felt that there were
situations in which that they had more experierf@nttrained teachers. The first
instance was with Teacher 6, who taught previouslyhe public sector, and the
public sector offered him a teaching j8bThis indicated to me that he views himself
as a teacher with valuable experience and on tine $avel, if not better than, some
trained teachers. He also trains the new tea@te3shool A and helps teachers with

planning lessons, giving advice when the headmadsiegates that to him.

In the other case of a teacher indicating that e perform better than
trained teachers, | inquired whether the teacher asalifference between untrained

teachers at School A and trained teachers. Hponsg was:

Teacher 7

And at times too if they are teaching, you can see | am doing much
better than them. Even the trained teachers. e tgt the training is
ok for us.(Interview, 2006)

During the interview she stated that the teacheesirio be trained more at School A,
and that they are deficient in certain skills. drashe stated that if you compare them
with some of the teachers in the public sector at®trained teachers, in some cases
the teachers at School A have more skills thartrdiaed teachers, and that trained
teachers even make mistakes while teaching. Seffatt, she changes her mind
about their status as teachers, but continuesate $he importance of continued

education for the teachers:

Teacher 7

Because no one can be perféktterview, 2006)

36 He continues to teach at School A due to closewiéhshe headmaster at School A

37 Trained teachers in the public school.
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This difference was interesting in that though teachers are untrained, their
experience or talent exceeds those that haveriget they still have a desire to
learn more and do not see their education or tAmed teachers’ education as

complete.

6.5 Didactical Repertoire Employed by Untrained
Teachers

Due to the teachers’ lack of formal training, tmeyst rely on prior knowledge
to teach, whether that is previous experienceljantes from past teachers or from
fellow teachers. The untrained teachers have &wdrpon a knowledge base to
conduct class. When interviewing the untrainedchiees about how they teach
lessons, they responded by describing people, ®eerircumstances that influenced

them.

6.5.1 Reflective on Their Own Teaching

Many of the teachers were reflective about theithogs of teaching, such as
why they decided to teach a certain topic, arrahgeperiod and lessons, as well as
how they would question the students. Perhaps thethods were different than
how a trained teacher would handle the childrensibration, but the untrained

teachers had their own philosophy of teaching.

6.5.2 Using Influences From Past Teachers in a Posi  tive Manner

Some teachers discussed past teachers, theitvposkperiences, and how
they shape how they teach. One teacher spokesbftgachers that taught him to

teach peers as a student:

Teacher 4

| learned this teaching through my teachers becaumse time my
teachers entered the class | always observe howtélaeh. So | also
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copy how they teach and they start and that is\alsol was also trying
it when | was at SSS [Senior Secondary Schooljefiew, 2006)

Teacher 4 described how his teachers in SSS mbiddedaching style. He observed
teachers, taught lessons and received instructmm teachers. They conditioned
him to be a teacher and reflect on teaching pregtide spoke of this experience as
positive, and uses the techniques that he leamosdl his teachers while teaching at
School A. This teacher is a product of an appecestip form of learning. Though it
is no longer occurring at School A, it is a pod#ipior teachers to work in such a

manner.

Another teacher discussed his methods being edgnom past teachers, in
addition to recognizing how he learned as a studétd stated that he did not think
that all of his teachers taught him properly. Hoarevhe used some of their
techniques of questioning, for he thought they egra purpose in checking for

students’ understanding:

Teacher 2

When | ask you a question, even if you answer ritemtly, because one
of my masters, that is what he was doing, even wieasked me a
guestion and you answer it rightly he will not tgdlu that it is right. He
will always be frightening you to test your undargling to see if you
really understood what he said so he will be fregimg you. So if you
know the answer you will say ‘yes that is the andwfethat is the
answer. So that is the method | udeterview, 2006)

This particular teacher identified his previousctezr’s method of probing students
for understanding and uses the same technique icldassroom. He has a philosophy
to back up his practice, which built upon his exgrece as a student and what he saw
to be “proper teaching.” In both cases, the teacheflected upon their own

experience as students and modeled what their fagaehers did in the classroom.
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6.6 Teacher Communication

Communication at the workplace happens regarddégbe setting. When
interviewing and observing teachers at School Adiszover how they interact, |
found different forms of communication. The teashseemed to be comfortable
with one another in conversation and often | sagntlsmiling, and laughing with
one another during the breaks. They communicateanoinformal level about their
lives, concerns, and needs outside their job. Beyhe exterior of the ease of
communication, | wanted to understand how they camoated about teaching, and

dealing with school-related problems that develdpeahd out of the classroom.

6.6.1 “Yes, we talk”

When questioning the teachers if they communiegéata each other about
teaching and school, the common response was, Wegsalk.” | observed that the
teachers spent most of their break time togethigh, tive exception of a few teachers
who stayed in their classrooms during the breaksdaitor students. The teachers
congregated in two different groups on either saflehe school yard under trees.
One group consisted of five of the six primary te&s and the other group included
teachers from the nursery school, as well as oimeapy schoof® As | observed
their conversations and took mental notes, | ndtitet they mostly discussed the
day, nothing really pertaining to school. Theydssed students, talking to students
from time to time in regard to the break, not adlassn behavior. A learning
community exists at the school. Though they do distuss the teaching practice,
perhaps they discuss other practices. Overalltgbehers gave the impression of

approachability by their colleagues.

% That particular teacher had taught nursery ins/past and was in her first year in the primaryosthshe had already
been in that community of teachers.
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6.6.2 Corrections

What do they discuss? Some teachers stated inviewes that they correct
their colleagues in their teaching. Some of trechers stated that if they catch a
glimpse of other teachers’ lessons, or if the teachakes a mistake while teaching,
they will correct the mistake. Another type of remtion that is perceived is in the
behavior of the students and classroom manageenajor concern of the teachers

to refine teacher skills is in the area of classrananagement:

Teacher 7

You know it is not always that we come in a groap ave talk. But at
time you will be teaching and you will make a mi&taand your
[colleague] will come and tell you the mistake tlgati just made and
you will correct it. Not that you spell somethingamg, not that. Maybe
you will be teaching and the children are not com@ing and your
friend sees that and him or her will come andyeil so that you will
be also be alter teaching and concentrating on ctiielren after
teaching you will look at whether they concentrgtor talking. So |
think that is helping(Interview, 2006)

The ease of the staff at School A in feeling conaflole enough to give suggestions
to other teachers creates a good atmosphere oingediach other become better

teachers.

When guestioning the teachers about what occurs Wiey observe each other
teach, | discovered that even though they try teen@rrections, they do not observe
another teacher for the sole purpose of corredingelping the teacher refine skills.

| will address how the teachers are evaluatedahise6.6.7.

6.6.3 Covering Lessons

Another context in which teachers communicateasndn their needs. When
| questioned the teachers about discussing teaetithgone another, they articulated
covering classes and helping each other in a watydan be measured. Teachers

recounted situations where other teachers coves=shs if the teacher went to town,
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needed to grade papers, or was absent. Theseal@nedes of communication to

the teachers: needs, time, and assistance in class.

6.6.4 Concerns About Teaching

Teacher communication about practices of teaclilsg took place. The
headmaster pointed out that staff members conduetgency meetings concerning
particular students or situations. Similarly, tieachers reported that they discuss
problems among themselves. Teacher 2 stated thdtal some problems with

managing the students in the class and asked tethehers about their practices:

Teacher 2

Sometimes | say that the children their matteraigih... | do not know
how | am tackling that problem so what [they] nolisngay oh that is
true in the other classdsnterview, 2006)

Teacher 2 initiated a conversation about how toagarstudents in the classroom;
however, the input that he received was basicalig:same happens in my class, | do
not know what to tell you.” The communication happd, however a gap occurs
between the advice they seek, advice that will eskithe problem, and the advice
that they receive. Is the communication helpfutitem in the classroom, or is just
venting to another teacher about a situation tlather can do anything about?
Something that might improve this communicatiorbang it to a deeper level is a
trained mentor teacher, to offer suggestions ohaux for the struggling teacher to

administer.

6.6.5 Using Fellow Teachers as Resources

The headmaster demonstrated the use of teachaesasrces. When new
teachers start at School A, sometimes he will tiia@m or ask another teacher to help
the new teacher with lesson plans and talk abagsobom conduct. This action
suggests that the headmaster views some of higavetigachers as training resources

for new teachers. When interviewing or discussmigrmally with the teachers
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whether they view other teachers as resources,ahigybrought it up in the context
of training at the beginning of their time at SchAo They only identified starting to
teach as the time they needed instruction. Willbvieup questions, | discovered that
the continual process of asking teachers for helpuggestions on lesson plans and
classroom management was not a typical occurreiités also reveals another gap
in training of the teachers: the conditions atgbkool tell the teachers only to expect
training from the headmaster or other teacher vihep begin to teach, and not as a

continual process in the school community.

6.6.6 Instructing New Teachers

The instruction that the teachers receive whewn $t@t teaching at School A
comes in the form of another teacher or the heamasstructing them in how to
compose lesson notes. In this case, the instgutdgcher is used as a resource to the
new teachers. The guidance given is basic infoamatand opens a line of
communication with the new teacher, who now knowshe resource in the head
teacher of the primary school or the nursery schoélrom this point, | will
distinguish between the general teachers and dhées who are viewed by their
colleagues as resources; these teachers will legredf to asresource teachers
There was one teacher in the primary section ofsttfeol viewed as a resource
teacher, who has experience teaching in juniorrsdany school. Two other teachers
viewed as resources were in the nursery, both ainwhave been teaching at the

school since it began seven years ago.

A new teacher starting in the nursery, takes itlse Wweeks of teaching with the
resource teacher, going over how to create leskms @and organize the class. In my
interview with a teacher that was trained by a wes® teacher, he referred to the
resource teacher and her teaching style througheunterview. This displayed that

he did value her help and insights on teachings particular teacher went on to say:

Teacher 9
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| learned so many things from her too. That is whegot some of my
plans and maybe tricks to teach the children... sa the other teach
many knows other strategies or maybe tricks theqremaybe can also
teach you how to monitor and teach that child dredgerson can also
watch and get the understanding. | think we norylatjo it here.
(Interview, 2006)

This interaction with another teacher was valuablaim, and he reflected upon the
other teacher’s insights as he taught and wouldagk to her if other problems
arose. The interactions between new teachers esulirce teachers helps the new

teachers how to conduct class and gives them aofyypedel from which to work.

6.6.7 Supervising Teachers

Supervising teachers to see how they teach atmgyfdo their job was a role
that many of the teachers associated as the jthredieadmaster. They view him as
responsible to make sure the teachers have tlssworenotes prepared and are in class
(teacher 7 interview, 2006). The headmaster is alpected to handle problems
with teachers or absences to organize a replacefHeadmaster, interview, 2006).
The headmaster spoke of delegating supervisionheftéachers on the side of
techniques and methods to two different head teacba in the nursery and another
in the primary. Those particular teachers are tledeachers to whom other teachers
go if problems arise. In this area there is a dapif teachers do not observe one
another, and if even the head teachers do not\abséner teachers, they are not able

to monitor how the teachers perform, creating a gap

6.6.8 Teachers Being Evaluated

Another aspect of teacher communication comes enfdhm of evaluation.
Teachers reported that the headmaster comes arauratjdition to the district

education office supervisors, to check on thesdasplans:
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Teacher 6

The supervisor of Damongo the man from the offiseduto go around
and check the lesson notes preparation, so songetiney send a
supervisor or any headmaster to the school andithecame to the
school and check our lesson notes whether thegarect or not. So
the guy that is in the classroom has to prepareldésson before
teaching the children. So they do come. (Intervi2®Q6).

When speaking to the district, they indicated titety do not visit private schools
unless invited, since the school is not in thenisgiction (Director of Education
Jinterview, 2006). The headmaster also reportatittie district is only involved with
the school in terms of providing books and desksmwithe district has excess

amounts:

Yeah, | have not taken too much pain on that.dnagited one time to
collect their lesson notes for a particular teadbeedit. Which was a
few years ago, and tried to they tried to give points for where they
fall short. Another time teacher 6, he had triedidomore on that, and
the new ones that came up | have asked them toirsefer that. ... But

at the end of the terms when they are filling tbers, when they are
scoring and grades and other things. | go throliglost every form to

see how it is being done. And then if | see lapseshe charted

performance. (Headmaster of School A, interviewd&)0

The headmaster admits that he does not have mulpralsence in the classrooms or
the ability to evaluate how the teachers conduass;l and is only involved with

administrative paperwork on the part of the teasher

The view of evaluation differs from the teachershi® headmaster as well as to
the district. There is a gap in who is evaluatwgom. The teachers view the
headmaster and the district office as their evahsayet the headmaster indicates that
he does not see this as one of his capacities evahls that he is not doing that
component of his job. The district office indicatthat they do not visit private
schools and the district has not even processegdbpers to register the school,

papers that the headmaster submitted more thaydme ago (Interview, 2006).
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As a private school, School A has an interestingjtimm, or falls into a gap of
evaluation. The district does not take respongjbiior evaluating the school, the
headmaster is not taking on his role as an evaluatw the teachers communicate
that there are supervisors coming around to chadkeir lesson plans. This area in
the interviews did not have an intersecting pain#t is, on all the sides, micro and

meso levels do not intersect, creating a gap ifuatian.

6.7 Management of In-service Teacher Training

The headmaster is currently in charge of teachesermice training for
teachers at School A. This in-service consisia oburse that a few nursery teachers
attended in Tamal® and the sponsors of School A sending universitgestts to
work with the teachers on an interim project. Whihe teachers have some in-

service training, nothing has been consistentigtaished.

6.7.1 New Teacher In-service Training

According to the headmaster, when he hires a eaehker he will review how
to make a lesson plan and classroom managementheithew hire. Another mode
of training consists of using teachers at the sthooguide and direct the new
teachers. The training is not extensive; perhagisg day or two before school starts
or before the teacher starts teaching (Intervie®d@62. A new nursery teacher might

be an assistant to a teacher for some time befdadhing alone.

6.7.2 Funding of Teacher Training

Funding for teacher training comes from the scliees. However, due to the

lack of school fees collected, the funding for teactraining is very minimal, if

39 A major city in the northern region of Ghana.
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present at all. For teacher training that thehees attended, the headmaster paid a
percentage of the course fees, as well as matdaale course that the nursery

teachers attended, and teachers themselves cdlierssainder of the cost.

6.7.3 Teacher Training Materials

Presently, the teacher training materials are dichiat School A. The
headmaster spoke of consulting a program on tleisgbn as a guide on how to
train teachers, or implement new ideas in the adass. Other than occasional books
purchased for teacher training, there are not eearesources or materials for the
teachers at the school or in the area to use. Termat a resource center for teachers
in the West Gonja distrié. The establishment of a resource center would geoan
area for teachers to come together and plan teegohs communally, as well as
providing a context to discuss teaching and exchadgas, rather than exchanging

techniques on surviving the circumstances of theasic

6.7.4 Evaluating the Teachers

The headmaster did not address how he evaluatedetthers aside from
looking at their lesson plans; however, evaluati@s a big topic among the teachers.
They said that district officials would come andeck if they taught from the

syllabus, were present in class, and had writtesole notes properly.

Teacher 6

The supervisor of Damongo the man from the offiseduto go around
and check the lesson notes preparation, so songetiney send a
supervisor or any headmaster to the school andithecame to the
school and check our lesson notes whether thegarect or not. So
the guy that is in the classroom has to prepareldsson before
teaching the children. So they do coifieterview, 2006)

40 A center that offers supplies for teachers to #asons with and resources for classroom actyvitie well as personnel
to help the teachers use the materials availaliear training. Some of these resource centersnaconjunction with
teacher training colleges (teacher training collegerview 2006).
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Teacher 4 describes how they are evaluated, orduelduntable to do their jobs, by

the district (meso level) as well as by the headenaen the meso level.

6.8 Investigating Learning Community

During interviews with the teachers and discussiigrmally conditions at
the school and how they learn to teach, | ofteaat&d the conversation to their view
of training and resource teachers. Basically, hted to grasp the type of learning
community they established at School A, and undedsitheir view of a formal
learning community of teachers. The questionwéstigated included: How do they
view teacher training? Were they aware of eaclerodts resources for teaching
techniques? Did they speak casually about teaakitigone another? Did they have
a formal structure to compensate for the lack ofgssional training? What was the

makeup of their learning community and how diduitétion?

6.8.1 View of Teacher Training

During my pre-study, | wanted to identify the teaxdi needs and how they
identified their needs, not my perception of theseds. We also did activities with
them that they could do with their students or éaggoups.” Upon my return in
October 2007, the teachers asked me if | was gwirdp an in-service training for
them (research journal 2006). Even the teachers nehealed to me in interviews
that did not aspire to be teacher inquired whethere would be a teacher training
session. The teachers expressed interest inngaamd having time and resources

invested in them even if they did not want to cond teaching®

4! These were games to get the teachers attentinelbas get to know them. The same activities @sighed to use in big
groups of children, as learning activities and game

42 Not every teacher inquired about in-service tragnionly those that were there in April; there wémew teachers out of
12 from April to October, 2006.
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The teachers were positive about teacher traimrgeneral. They recognized
the need for training and how training will helagtroom management and planning

lessons (Teacher 2, interview, 2006). Teacheat2dt

Yes, my opinion, if teacher training were to ber¢ghie would be good.
Because it will not only help me alone precisely buen it will help
the community at large and even the nation... buabse we do not
get the training and we are just using our own béipias. (Interview
2006)

Teacher 2 addresses two points: one, the importineacher training and two, how
teachers currently learn. The teachers expressestt in learning more about
teaching in order to implement CoP, A focus shidistroccur towards learning within
a CoP, something that possibly would need to beduiced by a sponsor or a outside

member.

6.8.1.1 Satisfied With the Training
When questioning the teachers if they were satisfieth the amount of

training they received to this point, their respamsvere mixed. One teacher wanted
more training at first, but came to the concludioat she had enough after reviewing
the training that the teaching staff has had inldst year. However, as | stated
earlier, the students at the university in Accrporéed that the teachers were
intimidated when the students from Accra were atsthool. This could indicate that

the teachers are not completely confident withrttraining or teaching skills.

6.8.1.2 Wanting More Training
Many of the teachers, though they do not wantdotinue teaching, want

more in-service training.

Teacher 4

It is like invite speakers or other people to ediocaus on how to go
with it. We have just completed SS we do not hawéhér training so
those that have more experience should come herelppus on a
yearly basis. (Interview, 2006)
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This teacher expressed the need to have more saminathe form of in-service
training at the school for the teachers to learmenabout teaching. Teacher 4 used
the argument that they themselves do not have atieetraining or the education that
is required to properly teach the students. Tieeeedesire for more training in the
form of ‘on the job training’ or teacher in-servieducation. This is promising for

initiating a CoP because of willingness to leard #re need for knowledge.

6.8.1.3 Do Not Want Teacher Training
The teachers that did not want more teacher trgjrais far as professional

training at an institution, did not want to purgeaching as a profession. They view
teaching as a job, and when the opportunity to ymi@nother career comes along
they will take it. Most of the teachers, howevielf that training is important for

teachers to have regardless of whether they wartdrtbnue teacher training or not.

6.8.1.4 Training in Using Materials
During interviews with the teachers at School ésaurces and materials were

a subject the interview gravitated towards repdatedhe teachers articulated how
they currently use limited resources or their frasbn with non-existent resources.
In an interview A nursery teacher reported thay trexeived training with drawing

and how helpful it was to draw pictures to placethe classroom as examples;

however, a gap in the materials existed:

Teacher 7

But with training and if we do not have some of thaterials | think it

will be a mistake because we will train but we oahget the materials
to present in class. .... So if you train and youndb get that material
you are just wasting your tim@énterview, 2006)

This teacher’s point is insightful, for if the matds are not available and the teacher
Is trained using those materials, the training vgaate of time because the teacher is
not in the capacity to utilize the skills and tiam he/she received. Certain gaps,

then, must be addressed: the gaps in resourcdaldeabefore training of any kind
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can be meaningful. Currently the Community of Bcacis the teachers coming

together to discuss how to survive and cope urset conditions.

6.8.2 What has helped?

The teachers find themselves in a situation charaetd as “sink or swim.”
They have no formal training in education, few dficdtions, and they themselves
completed their education in a school system wittrained teachers. In order to

accomplish their job they acquired skills for teaghfrom experience.

6.8.2.1 Colleagues’ Role in Teacher Training
The headmaster delegates certain teachers inritimarg and the nursery as

‘go to’ teachers, or resource teachers. They lagehead teachers who take other
teachers under their wing and answer questiongduition to meeting with the

Parent Teacher Association (PTA). They can hedpotiher teachers with the lesson
plans; however, they can only help with what theyw and with their limited

resources. This means that teachers are not abigettpast the point that head
teachers have reached with their teaching skilResource teachers are mentor
teachers in the Community of Practice, but in tase they need more training and

need mentors themselves.

6.8.2.2 Experiences as Students
Many times we imitate what we have observed or \mlaatbeen demonstrated

to us. When the teachers spoke of the teacheydtiteas students, there were a few

different responses:
1. Their teachers were lazy and they as teachenstwant to be like them
2. They had a several teachers that set good egaroptlassroom conduct.

3. They did not characterize their teachers, eitvagy.
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This goes along with reflecting upon what their ex@nces as students and the

accompanying effect upon them:

Teacher 1

Some teachers were good and some were lazy. |tdeard to be like the lazy
ones. (Interview, 2006

Teacher 4

Me for instance, the schools that | went to | dod get proper teaching
so because of it | was not brought up properly beeeaof it when |
think of it | always try to bring them up. They sho not be treated the
way | was treated they should be better than mé&Vhen | teach them
| try to make them understand more than what | @drderview, 2006)

Both teachers have had examples of bad and peduausteachers, and want to do
the opposite of the teacher they identify as badrters. However, | observed teacher

1 and my main comment in my research journal €otryhe date of observation was:

The class was going over mathematics, environnsergnces and
reading. There was not much instruction happeneget was a lot of
down time and the kids were acting out on one amothhey were
hitting each other and the teacher did not recagthis or do anything.
(Research journal, Oct. 16, 2006)

Teacher 1 seemed lazy in the classroom, not acesimm much with the students
nor interacting. She states that she does not tod# a “lazy teacher;” however, her
actions demonstrate the opposite. Quite possh#yis imitating what she knows as
teaching due to the lack of instruction and gui@ari€ither way, her experience is
what influences her conduct in the classroom. térinewed an educationalist at a
university in Accra, Prof. Ron Rife, who has beewoived with education in Ghana
for over 40 yeaf$ and has years of experience as a teacher in titedJStates.

Asked about how Ghanaian learn to teach, he consment

“*He has been involved with starting a universitgching Ghanaians, training teachers, and traihieig to train others.
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They teach like all teachers teach; they do nattiehow they were
taught to teach but how other teachers taught tidm.most effective
way to learn how to teach is to be taught by qua#achers. And the
pupil teachers are just doing what they were wlagtplened to them
while they were in school. I know because | was afiethem.
(Interview, Nov. 9, 2006)

The teachers teach from the knowledge gained fitosir £xperience as students.
According to Dr. Rife, that is how teachers teaehen trained teachers. This is
consistent with what | found in the case of Schéplthe teachers were using
techniques they had observed in school as studdiiis.teachers learned to teach in
the situation of being teachers as well as refigatpon how they were taught. In this
way, the actions of a Community of Practice exXmwever, there are gaps in the

format of the group and the resources broughteddhle.

6.8.2.3 Using materials
The teachers commonly identified lack of mater@ésa gap. The primary

teachers expressed a frustration with the lack aterrals as visual aids in class. |
observed a Science Primary 6 lesson on positivenagdtive charges. The students
copied notes from the board on electrons with cabled connecters. However the
classroom building does not have electricity, se ttossibility of the students

working with positive and negative charged batgevias nonexistent. The Primary 6
teacher has taught for years but no matter hovedkihe teacher is, if materials are
not present it hinders the teacher’s lesson. Timegpy teachers told of materials used
in environmental science. One teacher would biindifferent examples of leaves

so the children could see what they were learnibbguaand relate it to the world

around them. Each teacher had a story about lackaterials, just as Teacher 7

pointed out the effect of lack of visual materiaisher class:

Teacher 7

just describing what they do over and over to thidoen will never
know, they will never know; teach, teach, teachd amey will not
understand. (Interview 2006)
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This teacher realizes that visual aids are a niggesssome lessons so the students
see and touch what they are learning about, to Aaslearer picture of the concepts.
The teachers work around many obstacles in the plack, lack of physical

resources, or the resource gaps, take direct attefitom teaching and performance
as teachers. However, each discussion of whah&ged them points to teacher
communication, and how teachers viewing each adlseresources and investing in
their knowledge helps the most. Other resources gaust be address in order to

focus more attention on the training and investnmehuman capital.

6.8.3 Mentoring, Supervision and Evaluation

The idea of mentors, supervisors, and evaluatioerged in interviews as well
as informal conversations. Upon asking the teachwis would help them to with
their teaching ability, some mentioned the ideaha¥ing a mentor or a trained
teacher to help them. A teacher at School A hpdsitive experience with a mentor

situation while in Senior Secondary School:

Teacher 4

| always like that because at times | would be hear and maybe
something small may be wrong. So when they[otkachers] come
out and tell you that if you teach to this level o.Idearned a lot and |
do always what they tell me to ddénterview, 2006)

While he does not detail how he has been mentdr&tlzool A, Teacher 4 reflects
upon his experience with mentors in the past awd ihbas helped him as a teacher;
how the comments he received from others with egpee shaped what he was
doing in the classroom. When speaking with thélestits at the university in Accra,
the idea of a mentor teacher, or trained teacheashing alongside untrained

teachers, was a recurring theme.

Student 4

the school needs like a trained teacher, at lemstto be able to
observe things and be able to help the others ¢eadiecause if all of
them are not including the school proprietor thadmeaster are not
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trained teachers, who is going to observe who? t.gbarce would be

the stepping stone for the school to pick up bezalishe teachers are
not trained and who is going to, including the heaster, who is going

to train them¥University student, interview, 2006)

The idea of mentors was not original to the stusl@mtthe university but brought to
the table by other members in the education commywiiDamongo, as well as by
the training institutions in addition to the teahe Having trained teachers would
help the untrained teachers get past the roadldbclot knowing what do to when

they approach one another with probléths.

6.9 Identifying the Gaps

The overarching and recurring kinds of gaps inowsiareas of the school
administration encapsulate to: Gap in the schoes f&nd teacher training. In figure
6.9 we can see the general connection that is nogubetween gaps and how they

exasperate other looming gaps.

44 As pointed out in section 6.5.4, teachers comnataiproblems but often say that they have a sipiisiolem and are
unable to offer advice on how to solve the particidsue through teaching.
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Figure 6.9 Mapping the Gaps

Gap of school Teacher training
fees
Motivation of Lack of materials Outside training Headmaster Headmaster trains
the teache & resources influence delegates to teach teachers

7

View of themselves Training with Promoting self- Teacher
as teachers material: contained communicatio
teaching

Level of assistance

Will leave if a Work out of love teachers give each othgr

job comes along for teaching

The two main areas distinguished in figure 6.9.teiheine sub-categories that affect
each otherGaps of School Fedsas two sub categorieltotivation of the teachers
andLack of materials and resources'he school fees gap results in not paying the
teachers, thus adversely affecting motivation af thachers, regardless the sub-
category the teacher fall imill leave if a job comes alongr works out of love for
teaching The teachers with more experience in the subgnaork out of love for

teaching are those the headmaster uses to train othdreesac

The Teacher Trainingcategory signifies the how the teachers are tdaine
currently at School A. There are three ways thmimng occurs: (1Putside training
influences (2) Headmaster delegating training to resour¢g) Headmaster training
the new teachersTeacher training affects levels of teacher nadion in a positive
way and prepares the teachers for their job. Eaabher, talking about how they
prepare lesson plans, went into great detail onptloeess. The training that they
received on lesson planning from the universitglstils gave them confidence and a
sense of control of their lesson and teaching,elbag confidence in a skill that they
have gained, increasing their motivation. With trganization of teacher training,

the teachers seemed to feel valued by the headnmadigose that took time to give
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some training. The training aids in the motivatiohthe teachers, but does not

completely fill the gap that late and minimal payrnereates.

A sub-category within the teachers training sexti@ining with materialsjn
some ways contributes to the gap created by theosdkes, resulting idack of
materials and resourceshown by the arrow drawn frotraining with materialsto
lack of materials and resourcesThe more resources to which teachers are exposed
in training that they do not have access to atsttteol, the wider the gap in their
ability to utilize training and skills at School AAlthough the teacher training gives
the teacher motivation, it can also expand theif#pe resource gap is not mended
first. The arrow drawn fronback of materials and resourceés Teacher training
shows the connection between lack of resourcestentick of training. The lack of
money from unpaid school fees has a direct effadhe resources available to send

the teachers away for training as well as partteiatraining at the district level.

6.10 How to create an In-service Community of Practice

When analyzing the predicament of School A, noydhat of their teaching
staff, but also the state of the school with regerdesources, finances, student
population and buildings, it is hard to know whéegin or what is the most vital
area to address first. Most of the areas are coedieand interrelated, as |
demonstrated in this chapter. However, my reseiarchncerned with the state of the
teachers and how they learn to teach. Throwing m@tethe problem by simply
allocating funds for additional hiring will not ale do the work; hiring new teachers
will not solve the gap of untrained teachers, beeaane still has to look at the long-
effect on the school, asking whether they will stath the school and how to sustain
them to that point. One possibility to lessen dlaes is to use the current resources
available to the school as well as fill in sometlt# resource gaps. Though this will

not fill in all the gaps, it will be at step in thight direction.
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In the next two chapters | will evaluate whetheeating a Community of
Practice (CoP) (Lave & Wenger, 1991) for the teasl®a realistic solution to some
of these gaps. Establishing a CoP is not outeftiestion for this school or culture.
The Ghanaian culture, especially in the north i principles of community and
assisting each other. Creating an in-service CdPrequire transferring the idea of
community to the work environment and teaching emment at the school, as well

as branching out into the community.

The process of creating a CoP will include: reguteretings and forums for
the teachers involving trained teachers at Schoalsfng outside sources, as well as
retired teachers that are involved with the PTA Sathool A who facilitate
conversations. This process brings about chanpewnthe teachers think and view
themselves as resources to other teachers. Re@rapter 3 for further details about

the concept of CoP.
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7. Summary

7.1 Introduction

My main research findings do not examine methods tihe teachers used to
advance themselves as teachers, but rather theigépacher training at School A
(micro level), the district level (meso level), aadthe national level (macro level).
Each level has plans for addressing some of thes ¢gmesented in Chapter 6,
thereby propelling the country to achieve EFA ahd millennium goals. In this
chapter, | will summarize the context of Schooltlhe gaps at the macro, meso, and
micro levels and their connections to each othevill also address steps that need to
be taken and some of the precautions that musbbsidered to tackle interwoven

problems with many levels, facets, and layers.

7.2 Gaps

The case study of School A in Damongo revealed gagp only at the micro
level in education but also in the macro and mesels. These gaps from the top
down make the gaps occurring at the micro levethal more challenging to repair
the gaps. In this section, | will address the gatphie macro, meso, and micro levels

in Ghana and discuss how they are affecting edwdr.ot

7.2.1 Macro Level

The macro level encompasses the Ghanaian natichedaton level. The
macro level writes educational policy for the natiallocates funds, and designates
where to establish training institutes for teachansong other things. When defining
this level in Chapter Presenting the Contexhe actors | interviewed at the macro

level include: Secretary General of Ministry of Edtion in Ghana, Teacher Training
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College representative, and Director of CurriculahGhanaian Christian University
College in Accra. In this section | examine tharmection between gaps in education

at the macro level with those of the micro level.

7.2.1.2 Training Institutions
The training institutions educate students to bexdeachers to prepare them

for situations they will encounter when teachingirtRermore, they aim to give
students the tools to be successful teachers. Wweeachers at School A who
wanted to become teachers through the governmendrsschools had difficulty
gaining admission to the programs. As a profesdidaacher from the adult

education office at the district level stated:

The entrance exams of the training institutionseh&een high and
students are having difficult passing the examslThe government is
aware of this but they do not want to compromisertetandards. So it
takes more time to pass the entrance exams. (ieter2006)

In this situation, the government maintains a hsggndard for applicants to attain

before they are admitted to teacher training celie¢gdowever, if these applicants are
the products of the school system, there is a gapden the curriculum they learn in

SSS and the knowledge they must acquire for admoitta This requirement creates a
difficulty for untrained teachers. As the teacheadult education in Damongo, stated
in an interview (2006), “It takes time” to pass #wtrance exams. This means that
teachers, like those at School A, study, retake th@ms, and teach while untrained

and waiting for the results.

Students of untrained teachers, then can theoltgtegerience difficulty and
fail to learn due to their teachers’ lack of trami For example, if an untrained
teacher struggled with mathematics in school amdndit receive more training in
mathematics in preparation to teach mathematiessthdents can suffer, since the
teacher will be less able to teach mathematicsstuélents in the schools do not
receive qualified teachers, their education willdedicient, thus continuing a cycle of

education of students by untrained teachers. Td@orlevel creates a gap with entry
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requirements for teacher training that perpetudite predicament of untrained

teachers that trickles down to the micro level.

Another gap that occurs at the macro level witfard to teacher training is in
the area of communication with the other levelshimiteducation, such as the meso
level, the district level, as well as the microdev In an interview, a representative
from the teachers’ training college in Accra expegsthe gap between what teachers
were being taught in the classroom and what th@erenced at the micro level in

their placements.

7.2.2.2 In-service Training for Teachers
In our conversation regarding teacher educatioth antrained teachers, a

representative from the national teacher trainmgjitute in Accra indicated that it
was currently working at refining its program, wehthe GES doing the same thing.
With this stated, the GES is attempting to fill thany gaps that exist, one of which
is the applicability of the TTC’s course and cuition to the classroom. Upon
completion of their program, the government plattes teachers at schools. The
representative of the TTC stated that students difittulty in the government
assignments, especially when they had no traimne rural areas and were placed
there (Interview, 2006). Because the governmentosehad difficulty retaining
teachers at posts, the teacher training collegendetkits program to include student
practicum periods in rural areas rather than thmmrareas, so teachers would be
accustomed to the strain and the difficulty befbeng placed (TTC, interview,
2006). This is an example of a gap filled; howeweore gaps like these need to be

addressed.

For example, in-service training from the natioleadel is only available for
primary teachers and JSS teachers in the publiorsedhis creates a gap for the
teachers that are at SSS level and do not receiugng, and even further, private
school teachers. The performance of the Secongachers can trickle down to

contribute to hindering students’ ability to pasgrance exams into colleges and
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study programs. Another aspect of teacher in-ser@ducation that is deficient is the
amount of in-service education received by praagydieachers. A further gap that
the national TTC experiences, springing from thermievel, is that the teachers are
not required to pursue further in-service educateomd neither the government nor
the schools can require teachers to attend semiQare way that the TTC deals with
this problem is to tailor-make training to the sshor to address deficiencies of the

teachers to persuade them to attend the trainmgnaes (TTC, interview, 2006).

Currently, the government sector runs an untrateadher training program,
called Untrained Teacher Basic Diploma (UTTBD)na@ntioned in Chapter 5. This
program allows untrained teachers to receive mgifitom an institution during the
summer breaks. This training takes four years toptete. The pilot program began
in the north in 2004. Teachers who benefit from gregram must commit to
teaching in the government sector for a periodimktafter receiving a diploma
teaching (TTC, interview, 2006). While this is a@od initiative for untrained
teachers, the follow up with the teachers is witle DTST, a group that was
introduced in Chapter Fresenting the ContexWhile in theory the DTST fills in
gaps, in actuality no funding is available to fallop on the progress of the teachers,
as the district official in West Gonja as well &g fTeacher Training College official
stated in an interview (2006). Again we see thatmacro level has the capacity to
address the gaps, but is unable to follow through ¥he necessary steps to fill in

these gaps.

7.2.2 Meso Level

In Chapter 5Presenting the Contextidentified the district education level as
the meso level. The district education office ird/Gonja has a system to handle
the problem with training teachers and untraineschers. The government has

sanctioned money at the macro level to allocatd¢omeso level for the DTST a

5 See Chapter 5 sections 5.1.2 and 5.2 for clatifica of DTST.
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team attends to the schools in the districts aed tieeds for training. Furthermore,
the DTST members have representatives from theowsrsubject areas in the
school’s curriculum to provide administrative hétpthe headmasters. If the DTST
is utilized as it is designed for it could be aajrasset to the school, and in turn, the
district's overall achievement. However, this & the case, and it is where the gap

separates the DTST from the projected goals ofee.

As the Director of Education, in addition to th&®TI members and other
school officials, informed me, the DTST is not ftinning to the full capacity of the
need for the team. As | have stated previoukly niorthern region and the district of
West Gonja employs a high percentage of untraieadhers. The need for training
in the school is tremendous, yet the resourcespplg such training are not available
to the districts. While the districts have beenpdigal with funding for the DTST,
they have not been provided the funding to emph@y@TST in the field. Although
the team goes to training in preparation for tragnihe teachers, they do not use their
education, due to budget constraints. This crematgap between the resources that

the district has and the ability to utilize thossaurces.

7.2.3 Micro Level

The micro level consists of School A. Through maews with the teachers,
headmaster, and volunteers from a university inrdas well as members of the
community, and observation at School A, | becamaravef the gaps present. The
gaps do not only pertain to the teacher in-send@decation but also affect the
administration of the school and the motivatiorthad teachers. While these aspects
are not directly impacts with regards to teachesdrvice education, they do,
however, affect the performance of the teacherisaatlly or directly, and thus impact

their motivation to pursue more training.
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7.2.3.1 Indirect Gaps that Affect In-service Training
The majority of the gaps present at the schoobuld argue, adversely and
immediately affect the teachers’ performance a$ agefurther education. However,

certain gaps can be identified as indirect gapgaps classified as physical.

Similarly, the motivation of the teachers and tlmeasons for working can also
affect the amount of teacher training they seelomé& of the teachers work as
teachers because other jobs in the locale areaatkey are waiting for exam results
to get into a program. The lack of motivation ll@coming a teacher can lessen their
felt need for teacher training, or at least thetefest, preventing any expression of
interest to the headmaster. Motivation of the heas impacts in-service training,
affecting how they approach the in-service sessiasswell as how the teachers

pursue development outside formal in-service trgni

7.2.3.2 Direct Gaps that Affect In-service Training
The direct gaps affecting in-service training aesily identified. Financial

gaps are clear, as the school cannot afford, witbhatside funding sources, to train

the teachers. In addition, the school does not Ithe resources needed for the
teachers to apply the training that they recei@ne teacher stated that she was
trained to do drawing for the students and makelsg as teaching resources, but
the school did not have such resources availaldadgfer 7, interview, 2006). The

result of this was that the training that she nesgiwas obsolete and did not make a
difference in her classroom. Even when teacherdrameed to use a resource, the

training will not affect activity in the classrooduwe to the lack of resources.

7.2.4 The Expanding Effect

Each of the levels have gaps that have been faehin this thesis, however, |
assert that further gaps in each of these levess ard could be identified with more
extensive research. The gaps that | have citdfleatmacro and meso levels all

contribute to the gaps on the micro level. Theran expanding effect on the various
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levels, as the gaps are not merely contained inlewed of education management
within Ghana, and | will assert, for that mattedueation systems throughout the
world. Moreover, the domino effects in managemaisb cause people to feel
helpless and out of control to the extent that tbeynot feel responsible to take

action on the local level.

7.3 How to Fill in These Gaps?

A school system containing districts and local sthawvith interrelated gaps
that build on one another makes the solution coxmglaus a solution will not fill in
the gaps with simply one measure. | propose toesddhe gaps in teacher in-service
education and how to deal with the gap createdeatrticro level. Although this will
involve actors at the meso and macro level, it dudsdepend completely upon them
nor on what is contained in their gaps, addressethis chapter and chapter 5.

Though this acts as a band-aid for a larger woiinglthe beginning of a treatment.

Currently the Macro level is dealing with problethst arise from the “top
down” as the representative from the teacher'snitngi college in Accra stated
(Interview, 2006). Therefore, the other levelstlndé educational system in Ghana
need to be addressed as well. Although this ismtite scope of my interest for this
research, it would be profitable to the solutionthte problem to continue to research.
Other solutions to filling in the gaps include wimidk on the meso level, addressing
existing resources that are not being utilized gnedcause of the disparity. What |
found when asking the district office about resesrand interest in having a
teaching training facility was positive feedbackdaa great deal of interest.
However, there was a disconnect between what thexg waying and what was in
implementation, mostly due to lack of funding oritwey for permission from the

national level for approval.



123

“What managers have been missing so far is an stadeting of the kinds of
social structure that can take responsibility fastéring learning, developing

competencies, and managing knowledge” (Wenger. 08P, p. 11).
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8. Discussion

8.1 Introduction

In the previous chapters, | presented literatumtapeng to teacher in-service
education, a theory to apply the case study, tidegb of the research, methodology
of the case study, data analysis, and summaryogktaspects. In this chapter, | will
apply the information presented to the case studygeneralize the case study to a
broader domain of situations. | will address tle@hunities of Practice that exist at
School A, how CoPs can fill gaps at the micro levahd conclude with a
generalization. Furthermore, | will point out tsleortcomings of this thesis and areas

for further research.

8.2 Current Communities of Practice at School A

As introduced in Chapter ®resenting the Gapshe teachers at School A do
talk to one another and have a type of communityaasupport system, with
parameters and function. Wenger states in his Jb@aknmunities of Practice:
Learning, Meaning and ldentityCommunities of Practice are everywhere” (1991, p.
6). As such, it is not a matter of establishingbenmunity at School A. The question
is determining the type of CoP that exists at StiWgoand whether that CoP can

change into a CoP with the knowledge domain tam tr@@achers.

8.2.1 Determining School A’'s Type of Community of P ractice

| hypothesize that the CoP at School A is a sun@@P. That is, the teachers
support each other to survive the taxing gaps atstthool, such as resources and
payment. With a survival CoP, they focus not omki to solvethe problem but to

survivethe problem. They learn how to handle the diftiesl that the gaps produce,
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rather than solving the problems and progressingeashers and as school. The
knowledge domain of a survival CoP has techniques, they are not problem

solving techniques or new innovations, nor are f@gctices that will operate using
mentors in the sense of growth in a skill rathantiwvorking with confidents.

In the case of School A, certain obstacles credtiewty on the job and the
teachers know about them before starting to wofkcaool A. However, uncertainty
about getting paid affects their teaching and watét towards school, and this
becomes a consistent topic of discussion. As Westgées, within a CoP,

The fundamental principle is to connect and combthe diverse

knowledgabilities that exist in a constellationpyhctices. The challenge

of organizational design is thus not to find the &md of knowledgability

that subsumes all other, but on the contrary tadinate multiple kinds of

knowledgeability into a process of organizatiomarhing (1998, p.247).

Here Wenger comments that the organization of a @#els to incorporate a large
domain of knowledge. Currently the domain of knedge that is being utilized at
School A includes:

» Teaching without consistent monetary benefits

» Lesson planning

» Limited Classroom management skills

» Limited subject knowledge
From the interviews and the observations, | corelticht the largest section in the
knowledge domain iBow to survive teaching without consistent monebawyefits
As reported in Chapter 6, in nearly every intervieith the teachers the topic of
payment was addressed, not initiated by myseltblguhe teachers. While the CoP
employed at School A has a purpose for the teacheissa survival CoP, and so
does not produce new knowledge or seek growthdbeaisron the containment of the
experiences at the school and getting through tbblgms. This is a tactic that
Wenger and others write to avoid being self-comdirand only relying on
knowledge from within the core CoP (1998). Brownd &uguid (2000) discuss the
affects of not having crossover and exchange afrindtion among CoPs, using the

university institutions as examples. Observing tha history department does not
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collaborate with the science department and oftenphysics department does not
collaborate with chemistry, these CoPs miss outfwther application of their
individual knowledge domains by not branching dofvn & Duguid, 2000, p. 35-
36). The teachers at School A only talk with onether and do not consult outside
schools, or use each other as resources in theoiteaching instruction. They are
self-contained in their methods, which consist wivirzing the circumstances, not

expanding their knowledge domain.

8.2.2 What Gaps Need to be Addressed First?

To transform the current CoP at School A, a fewaesamust be addressed. The
teachers’ conditions as workers need to be alteoethey can expect certain rights.
Once these rights and needs are met by abolisiegobstacles at the school,
minimizing reason for complaint about working cdrais, then a CoP to refine the
techniques of being a teacher can be establisted.will not be solved right away,

but is a process of getting rid of the constraimtd unsatisfactory conditiofi%.

8.3 Community of Practice as a Solution

Over an over again in interviews with the teachbey stated that when they
bring a problem to another teacher that they apemencing the other teacher has a
similar problem yet they do not come up with a waysolve the problem. A CoP
would provide a platform to finding solutions teetie problems. As Nickols states,
“innovation depends on people applying knowledgevatys that yield new solutions
to old and new problems” (2003, p. 2). ImplementnCoP at School A can aid in
filling the gaps at the micro level. The schools start a CoP for their teachers until
the TTC expands to encompass the rural areas nitlained teachers. Also, after

extending the TTC network, the CoP can be an omggrogram in place that

48 This will have to be to Ghanaian standards, forcamnot compare with other countries the standatitithe country
gets to that level. | will take the suggestionshafse students from the university who have erpeg in the GES public
sector as a point of reference for the standards.
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communicates training needs in the field to inibtus. The CoPs are a part of the

solution, not the complete solution for the proldeand the complex and intertwined

gaps.
8.3.1 What Type of CoP?

The CoP generated by an outside sponsorship wortty dogether the
untrained teachers with the mentor teachers, oerexpced teachers. Due to the
financial situation of School A, it will also nedthancial assistance in hiring an
experienced-trained teacher, bringing in supersisor employing the DTST at the
meso level to supervise the teachers and facilitegervice training and discussion
about teaching. A sponsorship CoP is importan@alme the CoP School A has
currently does not function outside of survival modrFurthermore, the CoP within
the government, at the meso level--at least the @oPaper at the meso level--does
not include the private sector. Therefore, schaolthis sector must look elsewhere
for affiliation and support.

Though a CoP, mentor teachers will be employed dhffarent capacity than
the novice teacher, or untrained teacher, in tise cd School A. Both parties will
not be viewed as experts, as Fullera et al describe

The process by which the established members afdhenunity can also
learn from newcomers is deliberately promoted hbtg,it happened in
other departments as well. Students and young éemchre widely
expected to have more skills in relation to computend new technology
that older teachers can learn from. ... The resealsb revealed a
situation where at the same time, a teacher is bothewcomer and
expected to be an expert. (2005, p.62)
The teachers at School A do not possess the knge/ledl experts in their field

according to Fullera et al.’s definition. While yheéo have experience, at least some,

they do not possess training in many areas wittiutation.

8.3.2 Roles at School A

As discussed earlier, there is a CoP currently @o8l A which could

implement the idea of CoP as a mode to train thehiers. To start the CoP a
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sponsorship is required in the form of an NGO, didiaon to School A’s PTA, to

promote the CoP’s goal of training teachers. Tleenlvers of the CoP will consist of
the untrained-teachers at School A and mentor e&gachGuided discussions and in-
service information facilitated by from a membesrirthe DTST, or retired teacher.

The practice leader will emerge from the groupeaichers.

The headmaster of School A needs to recognize kils the teachers and
community possess to help foster the spread of khawledge. As Brown and
Duguid state, “First, managers need to learn wiallknowledge exists. Then if the
knowledge looks valuable, they need to put it wider circulation” (2000, p. 76).
The headmaster’s role in the CoP depends on himrabg the teachers, discussing
with them, and listening to their classroom ne@dselationship to methods used and
classroom management. It will be a challenge tater the kind of environment

Brown and Duguid describe, where

New knowledge is continuously being produced andelbped in the
different communities of practice throughout an amigation. The
challenge occurs in evaluating it and moving it.Moreover, because
moving knowledge between communities and synthegizi takes a
great deal of work, deciding what to invest timel affort in as well as
determining what to act upon is a critical taskrfmnagement. (2000, p.
35-36)
The formation of the CoP will not take place ovghij but will be a process and a
learning process for those members involved. €hehers, headmaster, NGO, PTA,
and members from the DTST as well as other schificiads will make up the core
and the peripheral members of the CoP. Gettimpardinated and operating will

take time, but is not an impossible undertaking.

8.3.3 Goals of the Community of Practice

The goals of the CoP at School A are to train teexiwhile on-the-job,
improve teaching techniques, and fill in the gapshe knowledge. An additional
goal includes fostering an environment where thachers view each other as

resources. This would help the teachers work rasra team, create a better work
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atmosphere, and help combat the brain drain. eltélachers feel they are an integral
part of the school, as they contribute and aid tb@ieagues’ development as well as
the students’, they will less likely leave the aréfss Nickols states, the CoP creates
and environment that is “stimulating interactionstering learning, creating new
knowledge and identifying and sharing best prasti¢2003, p. 4). This is what the
teachers should be teaching out of the supporithiegtare getting and creating new
knowledge with colleagués.

In order for these results to take place, howesantain gaps must be addressed
first. Otherwise the training and the CoP will poosper or give the results that are
desired. Due to the amount of gaps occurring Bb8IcA, the first resource gap that
needs to be address is the payment gap. If tkbdemfeel supported in their field as
professionals yet do not receive money that theglne survive, professional support
will only help to a certain extent and will not alye keep a teacher working at the
school. Another resource gap that needs to beesslkeld prior to the establishment
of a CoP is that of materials at the school. Hazhers need the proper materials to
prepare lessons and administer them. If the seppind payment are not available, it

becomes difficult for the untrained to teach andknat the school.

8.4 Generalization

The CoP theory as a form of on-the-job trainingimiservice training for
teachers can be generalized not only in circumstanagth untrained teachers in
rural areas of developing countries, but to teachegardless of their educational
background and area of the world. The CoP provaesmformal environment for
teachers to address concerns, draw upon othereesa@xperience and knowledge
domain. Hiebert and Stigler give an example of & GoJapan among mathematics
teachers in junior secondary school (1999). Thelters worked as a team to refine

lessons plans over the years through discussionaatidn. That CoP focused on

47 See Appendix H for more examples of the benefite® CoP for School A.
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developing a curriculum and lesson plans amongaof teachers. A similar CoP
could be applied to train teachers and continuehirain-service training. Having a
CoP of teachers with administers will help the camioation and also make the

training more practical and applicable to the teaslthemselves.

8.5 Gaps in This Paper and Research

My research does not provide a definitive answehéogaps that | identified in
the case study at the micro, meso, and macro levdlse area of teacher training.
The solution that | present in CoPs implies thhkotesources need to be in place, or
at least worked upon. If those resources are netsgmt the hypothesis of
Communities of Practice to assist a solution besonobsolete. The CoP’s
functionality becomes threatened without the resesiof mentor teachers, sponsors,

and supervisors, as well as the desire on theopé#ne teachers.

Filling in the gaps within my research requiresthero case study or research
trip to Ghana for an extended period of time. Tgwst study would include
observing and interviewing people within the edigatsystem and the areas in
which the gaps occur. It would benefit to my reskao take a case of a schfoh
southern Ghana and interview the teachers regattiegchievement of qualified
teachers. Another possibility would be to obse¢hesoperations of the DTST, attend
a training session that they provide to analyze tiey train, and assess teachers on-
the-job and the receptiveness of the teachers ¢o tthining. Within those
observations and follow-up visits, | could interastd observe any possible CoP

formations resulting from the atmosphere the DT8iegates.

The gaps in my resources caused limitations inmwsrviewing process. Due

to language barriers, some of my interviews wert qumsistent and had leading

48 A school with trained teachers that interact veiith other about methods of teaching; also a sthabWhich a
majority of the teachers have been teaching carglgt
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questions and deviated from the interview guidelsoAdue to language and my
accent | had to change some wording and flow ofghestions for context in the
interviewsThe use of an interpreter to translat destions or interviews would
assist with data collection as well. This wouldeyant discrepancies in the
interviews, and guarantee a larger percentage ofintgrview guide would be

covered in the interviews.

Another hole in my research was a result of thehees in the in the public
sector on striking for more pay. The strike lasteore the two months during the
time | was in Ghana. This limited my access to enof the context at the micro

level.

During my research | asked for paper resourcesrittg back to Norway.
However, the limited resources did not provide entrinformation on teacher

education in Ghana, so | relied on interviews asde of extracting information.
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Appendix A

Human Subject Interview Descriptions

Location Interviewees
Accra
Accra Teacher T_ralnlng College
Director
Director of Curriculum
Accra
University Professor
Accra University Student 1
Accra University Student 2
Accra University Student 3
Accra University Student 4
Director of Education
Damongo

West Gonja District

Description

Director of Education and the UNESCO

Secretary General of EducationTITTSA program that is now established

in Ghana.

Gave background information of teacher
education and the possibilities that exist
for untrained teachers.

An American that has been involved with
education in Ghana for over 40 years. He
is an educator and provided insight on
how Ghanaians learn as well as the
progress of their education system.

Spent 5 weeks in Damongo helping at
school A, teaching and giving in-service
programs for the teachers. Currently a
seminary student; a former headmaster for
eight years.

Spent 5 weeks in Damongo helping at
School A, teaching and helping teache
Currently a seminary student; background
in administration.

Spent 5 weeks in Damongo helping at
School A, teaching and helping teache
Currently a seminary student; background
as a trained primary teacher.

Spent 5 weeks in Damongo helping at
School A, teaching and helping teache
Currently a seminary student; background
in art.

We discussed the situation of teachers in
the West Gonja district and the problem
the district is experiencing with training.
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Public Relations He was present at the interview with the

Damongo Director of Education.
West Gonja District

Damongo Human Resources Director

Group interview with District The team of teachers that travel to and
Damongo Teacher Support Team (DTST)support teachers in the schools around the
(9 members present) district.

A school manager who was organizing a
teacher in-service education course using

Damongo School Manager of School B the DTST. The school was previously a
private school, and became a public
school.

A trained teacher who has worked with
Education Official for Adult  various levels of education. Has
Education experience with School A and knows the

school headmaster.

Damongo

The headmaster is trained as a pastor and
Damongo Headmaster of School A has experience as a manager, but no
formal training or training as a teacher.

Teaches Primary 1, and previously taught

Damongo Teacher 1 in the nursery. No formal training.
Teaches Primary 2; started at the school
Damongo Teacher 2 in September 2006. Completed Senior

Secondary school in 2006; waiting for
exam results.

Teaches Primary 3. Has taught at the
Damongo Teacher 3 school for three years; has a Senior
Secondary School.

Teaches Primary 4 and is filling in for
another teacher that is taking exams. Has

Damongo Teacher 4 a Senior Secondary education and has
taught night classes for siblings.
Teaches Primary 5. Completed secondary
Damongo Teacher 5 school and technical training school. First

year teaching at School A; taught at
another private school for two years.

Teaches Primary 6. Has completed Senior
Damongo Teacher 6 Secondary school; wants to continue

education. Has taught at School A for four

years, and taught in the government sector
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Damongo

Damongo

Damongo

in Junior Secondary school for two years.

Teaches in the nursery; has been at the
Teacher 7 school for 5 years. Has a secondary
education, and some teacher seminars.

Teachers in the nursery for KG2, and has
Teacher 8 been at School A for six years. Attended
an 8-week training course.

Teaches in KG1 and has been at the
Teacher 9 school for six months. Has not completed
senior secondary education.
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Appendix B

Teacher interview scheme

Name:

Years of teaching:

Training:

Describe your typical day of teaching:

How did you learn to teach? Did anyone help yds®] who?

How are you improving your techniques?

Describe a lesson that is successful to you:

What do you think the administration at the sclamalld do to help you more?
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Appendix C

Research Journal entry
Oct 10", 2006
Accra, Ghana
Agenda:

0 Meet Secretary General of National Commission atntimistry of education
in Accra, Ghana- Mrs. Charity Amamo

Speak with Victor ____ at the Teacher Education&i@| Accra

0 Go to Metro Office for education, Accra Districffick

o

Overall impressions of day of research:

| started at one place: at the National Commisg@peak with the Secretary
General about the TISSA project in Ghana. She wisul in sending me elsewhere;
however, the man to whom she sent me still didaddiress my questions of how
TISSA is affecting teacher training. He just gave $ynopsis of what has been
occurring in past 5 years since the millennium golatlid come into contact with one
man who wanted to see a formal letter of reseaetbré | interviewed him, so he
could know what information | would be looking fand what | would like to speak
with him about. | had no such letter, so | neeadecoime back with that in November
when | return from Damongo. He also questioned vigeded to speak with him

since he is dealing with the district of Accra.
Meeting with Secretary General

She went over the history of UNESCO with Ghangingathat it began with
the Millennium goals in 2000, which need to be aghd by 2015; UNESCO is in

charge of seeing that through. The two goalsghatfocused on were:
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Quality Education
Education For All (EFA)

TTISSA came out of the UNESCO conference in 200%ene countries from Sub-
Saharan area met; the conference focused on aidaktinitiative to achieve quality
of education in the countries. Other “richer” cawed had the opportunity to sponsor

at risk countries.

Teachers’ education comes under the quality edutaoal. The quality of
education is dependent on the teachers’ educatidrahility to instruct the students.
It is integral in the education process, and thedrte serve teachers is not dependent
on technology. If they increase the quality of eatiom and the teachers, the quality

of the students and the results will improve.

Ghana saw that there were gaps in the educatioensysnd education of their
teachers. They made an appeal to UNESCO, andghrdapanese funds, money was
given in 2004 for teacher education. This also ied for training teachers to train
other teachers. Ghana made another appeal for &udo&h Africa in EFA in
October 2005, at the UNESCO conference.

National Coordinator for Education is the link beem UNESCO and the
National Council. Ghana is among the 17 countmew/ich the TTISSA project is

piloted starting in August, 2006.
Charity Amamo directed me to speak with the Tea&ueication College.

Otherwise, all her comments were rather generdl @d not detail how
teacher in-service education is being effected arta, and what will be done with

the teachers that are already in the field.

Teacher Education College- Victor
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A very helpful conversation: he spoke about tlaeher training and gave a
basic run-down of the system and those areashbwtare working on and observing,
as well as improving. There does seem to be argamihich private schools fall. It
seems that the case of Damongo is not uncommdhédarea, in that there is no

teachers’ college that is close.

He made an interesting and significant comment tatpaining. They envision need-
based training as a way to get the teachers toca#ted make it more relevant to
what they are doing. They have trouble getting peetgpattend in-service training,

since there is no institute for continued educatipm-service education.
Questions that came out of the day:

How does TISSA fit with the projects that have athg been started in
Ghana?
Where do the private schools fit in?
Any regulation of private schools?
What is JICA?
What will happen in Secondary School?
o | should pick an area to focus on; possibly primsiyool
What is the school plan at New Life?

o

©O o0 oo
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Appendix D

Interviewer, Amanda
Riske

How did you, um how
did you get any type
of training before you
started here?

Ok, what do you want
to do? Do you want to
continue teaching?

Do you have any
other training besides
working with your
brother and sisters?

Coded interview

Teacher 4

Yeah, because at the time | was at
SSS, | do help my junior sisters and
brothers. And my juniors they do
come to me so that | always help
them and when | am on holidays,
even when completed, | went back to
my former school and | was there
helping them. | was there teaching
some subjects in that school HP-
EXP. So that is how | started
teaching.

Yeah | would like to continue if only
| get the chance, because | am ready
to help my brothers and my sister.

Yeah, because | organize classes in
the house they do come to me in the
house at time in the night, and | will
just discuss some questions and work
some with them HP-EXP.

How have you learned Ok, | learned this teaching through

to teach them? You
are teaching them;

my teachers, because any time my
teachers entered the class | always

how have you learned observe how they teach HP-OBS. So

to teach?

Um, the teachers that
you had in JSS and
secondary school; do

| also copy how they teach and they
start, and that is also why | was also
trying it when | was at SSS.

Yeah | think of them because |
learned a lot from them. So | hope to
think of them everyday because they
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you think of them while
you teach?

Do you talk with the
other teachers about
teaching?

What; give me an
example of things that
you discussed with that
teacher?

How did you find that?
How did you find that,
was that was it good,
was it bad? Tell me your
feelings about that
experience.

Tell me your opinion on
teachers; there are a lot
of untrained teachers in
Ghana, correct? And
they, some of them get
trained while they are
teaching. Do you know
of any of this or do you

helped me to even get to SSS. So |
have to think of them and 1 will
always be thinking of them because
of what they have taught me.

Yeah | talk about [it with] them. TC-

YES. At lunch at times we sit and
just discuss some small things and
even the time | was helping my
former school TC-CONC, the

headmaster would come and sit
down and just watch the teaching
and we would go and discuss to
know things about the teaching.

At times we would go over the way |
would express myself to the class at
times they would ask me to increase
HP-MENTOR or at time they would
tell me, oh it is ok with this and this
and this and what you are doing is
ok, and at time they would guide me
to do more to increase my ability.

| always liked that because at times | Describes some tips
would be teaching and maybe that he was given.
something small may be wrong. So

when they come out and tell you that

if you teach to this level maybe you

allow the students to also .... So |, so

| learned a lot and | do always what

they tell me to do.

At times you will be in school and He really does not
some officers will come EV-OUT to answer the question
the school and they will gather you to here but does talk
teach you something about the about adding
teaching class TT-OUT. We last had knowledge to
some in the class because at timesteachers and that
they would just come. Someone they need to be
would just come and gather you, reminded of what

have an opinion on that? teach you TT-REV or remind you they have learned...

about something else. ... what happens if
they have not really
learned anything?
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Do you see that as
something good for the
teachers or not?

Ok, Do you want to go
on to teacher training?

What is the career that
you want to do?

What do you want to
study in the university?

Responsibilities of the
proprietor for teacher
training.

Is there anything you
want to add about how
you have learned to
teach?

Yeah, yeah it is good. TT-+ Because
at times you can be learning and
doing things a certain time but not all
the time, so they will come and

remind you to go all over the place.
If you are in that place you will see
that it will be ok for you but those

who are not in that place you see
they will try to go to that place and

act what they are.

Yeah, yeah, | want to go; | want that.

Yeah, right now | am still learning
how to continue my education; either
to get to a training college or a
university to continue my education
TT-+.

Ok, | was offered agric, so if | get
there | will 1 will be happy if | can
continue this agric aspect. But if | get
to training college | will just learn
how to teach and get the quality of
teaching and come out and help
others teach.

Ok, as for this one | think | have

more knowledge about it because |
have been to that place, | have not
got to that place because | have not
much of an idea about it.

... those that just completed SSS and
are here trying to get something
small small we would like maybe if
only, although you will get your
papers, if they are good you will go
to school, ... get somebody's
attention and they just advise you to
take some advice so that you will be
able to go to school. Complete it and
come back and also do what you are
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What do you mean by
advice?

suppose to do at the end the training
college or the MOT-MENTOR.

You can get someone, maybe an
elderly person or even anyone can
come out and help you or send you
...S0 if we get such people who can
help you or advise you in education
serious in education that would be
good for also, also to benefit from
that MOT-MENTOR.

One last question: what Ok, |1 do not come here for long, but |

do you think the

see it to encourage or to improve the

situation of teachers is toteaching. The teachers have to get
work here for a teacher? what they are supposed to be given

What do you think the
situation is like?

in a month; this is their pay, MOT-$
so if you encourage them in that way
| think that the teaching will increase
and if you help them, because this is
a help the teachers then they will be
happy and give out all the necessary
things for the students in this school |
hope that will will help them a lot.
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Appendix E
Coding Interviews Scheme
Headmaster's role Code
HM: School Fees HM-SFee
HM Responsible for fees HM-Res-SFee
HM Not Responsible for fees HM-Non-SFee
HM Training new teachers
HM Headmaster trains the teachers HM-TT-HS
HM Delegates other teachers to help the new  HM-TT-Del
teachers
HM Funding teacher training HM-TT-$
HM Bringing in people to train teachers HM-TT-Out
HM Checking on teacher to see if they are doing HM-check
their job
HM Headmaster trains new teachers HM-TT-1st
HM Teacher training materials HM-TT-MT
HM Evaluating the teachers HM-EVAL
Materials
MT Classrooms-structure MT-ClasS
MT Cleaniness MT-ClasC
MT Desks MT-ClasD
MT Books MT-Bok
MT Materials related to lesson MT-Less
MT Water MT-Wat

Teacher communication

TC Yes they talk TC-Yes
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TC

TC

TC

TC

TC

TC

TC

TC

TC

TT

TT

TT

TT

TT

TT

VP

VP

VP

VP

Meth

Meth

Meth

Meth

Meth

Corrections
Cover Lessons
Cover lessons when absent
Cover class when out of the room
Concerns about teaching
Resource
For new teachers at school
Supervising teacher
Teachers being evaluated

View of teacher training
Satisfied with what they have
Want more training

Don't want teacher training

Want training with another profession

Materials

Refresher course

View of themselves (teachers) as

professionals
Similar to trained teachers
Lacking certain skills
No difference
Better than trained teachers

Methods of teaching

Reflective
Past teachers’ methods
Opposite of past- teachers
Using materials

Lecture

TC-Cor
TC-Sub
TC-Sub-Ab
TC-Sub-Out
TC-Conc
TC-Res
TC-Res-New
TC-Sup

TC-Eval

TT-Sat
TT-+
TT-No
TT-NoDiff
TT-MT

TT-Rev

VP-Sim
VP-Lack
VP-Same

VP-BTR

Meth-ref
Meth-PosPas
Meth-NegPas

Meth-Mat

Meth-lect
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Meth

HP

HP

HP

HP

HP

HP

HP

HP

HP

Mot

Mot

Mot

Mot

Mot

Mot

WHY

WHY

WHY

WHY

EV

EV

EV

Practical Meth-Prac
What has helped
Colleagues HP-Col

Positive experiences when they were students P&H™

Negative experiences HP-NegP
Training HP-TT
Suggestions from colleagues HP-Col-Sug
In-service training HP-INST
Training from headmaster HP-TrHM
Past Experiences HP-Exp
Mentors HP-mentor
Motivation
Motivation of the teachers Mot-Teac
Motivating factors Mot-fac
Money Mot-$
Gifts Mot-gift
Training Mot-TT
Visitors Mot-Vis

Reasons for teaching
Wanting to teach WHY-LUV
Waiting for results of an exam WHY-WAIT

Need a job and will leave tomorrow if a betteMWHY-JOB
job comes along

Wanting to teach, but more education WHY-LUV-+
Evaluation

Outside supervisor from education office EV-OUT

Done by headmaster EV-HM

Done by teachers EV-TA
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EV Evaluation of the lesson plans EV-OUT-LP

EV Parents evaluating the school EV-RENTS
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Appendix F

Observation of Teacher 3

40 students
Second year of teaching this level for the teacher

Sees change from last year in environment of theadand teaching; feels that he
has improved as a teacher and so have the studeniprehension is up

This is due to giving less work **he feels** ancefe that they are able to retain
more

Asked about classroom management and talking witbrdeachers, they do not
comment

Also talking with T2 teacher about classroom manag® says the other teachers
have similar problems but do not have suggestionsrie another

Class starts after break, working on mathematics

Class starts after break 1030 when bell rings hierastarts class at 1035
Subtraction and dealing with place value

Correction in vocabulary using “take away” correictSminus”

Calls on a student that was not paying attentiays shat he will call on those that
are not paying attention (this is some crowd cantro

The student’s answer is incorrect and he explaimgtive answer is wrong then goes
to another student

He does not probe the student that answered iratlyrre
The students are calling out to be called on “Eage me, sir please”

When showing borrowing in the mathematics problenddes not cross out the
number but has the student remember combiningiadditd subtraction

Write on the board from the book

Students talk and copy from the board
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Says, keep quiet

**Qverall this teacher has a very soft voice, | amazed that the students are able to
understand what he is saying and able to keepadltteintion

**He also talked about assessment of students saheell that they comprehend:
asks the student to explain in more than one waat Wiey are doing

correction of vocabulary with the students

Is there a common vocab that you are teachingttitests at the school?

Do the teachers know common expectation in eaate@ra

Asks for students’ understanding and that he witll@n if the students do not
understand

Student explains borrowing then teacher reconfant explains what he says

701

Ex. —269 borrowing from the zero then 7 which is the huddre

Goes back and forth between

432 7 01 7 01
+ 269 -432 - 269
701 269 432

There is not discussion between the adding andailstg; small talk, but only
points out that the numbers are the same -- not why

Calls on student that is not paying attention

Give example to work on

What homework do the students get if any?

Do they have their own math books?

What happens in JSS?

All students have a book and when introducing sdes

Students have books and do receive homework
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Gonja not taught at school though required at JBISSSS level; says that people
like that about this school **school proprietorvasll as teachers** May introduce
Gonja in 4,5,6 primary

Thinks local language will bring about confusiortwihe students and English
| had to go to a meeting so | was not there cootisly
Back at 12:00

Student doing corrections on math; students ansgy@iquestion probe the student;
many students are correcting her while she is spgaind trying to answer the
guestions.

Students bring up corrections that they have madeeir books to the teacher -- to
check student -- while teacher corrects

Students collect books from a pile in the front
Good behavior is rewarded- gets them out of thelt¢o move
Bad takes a while to get the class back in order

English is the subject
Student said

“Ali played at 6 o’clock”

This was said to be wrong and said that “drunk” wscorrect verb that was to fit in
the blank
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Appendix G

Level of Interviews and Types of Sources

/’

Macro Level<<

Meso Level <

Micro Level =<

Location

Accra

Accra

Accra

Damongo

Damongo

Damongo

Damongo

Damongo

Damongo

Accra

Interviewees

Secretary General of
Education

Teacher Training
College Director

Director of Curriculum
University Professor

Officers at District
Education Office for
West Gonja

Group interview with
District Teacher
Support Team (DTST)

School Manager of
School B

Education official for
Adult Education

Headmaster of School A

Teachers at School A

University students

Type of data

Primary and Secondary
information on Ghana’s
system

Primary

Primary and
Secondary information
about culture of
learning in Ghana

Primary

Primary

Primary

Primary

Primary

Primary

Primary
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Appendix H

Benefits for of CoP Untrained Teachers and Schools

Modification of Table 3.4.1, (Wenger et al. 2002,.(16)

Short-Term Value

Long-Term Value

Improve schooling outcomes

Develop organizationabhpabilities

* Arena for problem solving

and discussing school issues

Benefits to « Improved quality of teaching

the School * More perspectives on

problems

Improve Experience of Work

« Ability to execute a strategic plan

* Increased retention of teachers

* Knowledge-based alliances
among teachers

e Having a built in training for
new teachers at the school and
program outlined

Foster Professional Dexlopment

Benefitsto  « Help with challenges in the
classroom

Community

Members/ » Better able to contribute to
. team
untrained
teachers ¢ Confidence in one’s approach
to problems
* Fun of being with colleagues
* More meaningful participation

» Sense of belonging to the
school

* Forum for expanding skills and
expertise

* Network for keeping abreast of a
field

* Increased knowledge base
* Increased perparation for
passing enterance exams for

training colleges

» Strong sense of professional
identity

Benefitsto  « Feeling valued at the school
for expereince and what they

mentors and .
can contribute

Reflecting upon their own
teaching

* Ability to use the skills they were
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DTST trained in, as well as evaluate
e The DTST will gain more their training
experience due to a school using
their expertise
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