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Editorial

Globaly, thereisaredisation that the economic successof nationsisdirectly
determined by the quality of their education system. The most effective
factor of productionisthe human capital expressed intheknowledge, sills,
crestive abilitiesand mora standardsof citizens. Ensuring meaningful and
qudity teaching andlearning in higher educationingtitutionsistherefore of
great importancetoal nations.

Volume 7 of the Ghana Journal of Higher Education presentsour
readerswithfivearticleswhichfocusonimprovingteachingandlearningin
higher educationingitutions.

Inthefirg article, MaameAfuaNkrumah examinesthesmilaritiesand
differencesinthequdity of teaching and learning asaclassroon/department
process us ng three common courses offered to undergraduate students—
African Studies, Communication Skillsand Computer Literacy ascases.
The purpose of the study was to identify feasible ways of improving
classroom teaching and the overall institutional effectivenessfrom the
perspective of classroom/department processes. The author arguesthat a
critical look at curriculum assessment, efficient leadership, disciplineand
order, among otherswill improvethe effectiveness of teaching and learning
inclassrooms.

Inthe second paper “ Harvesting Culturally ConsciousKnowledgein
aPog-Truth Era: Ghanalan and American Higher Education Collaborations’,
CandaceM. Mooreet al ., discusshow collaboration among institutions of
higher education around theworld can enhance both students’ experience
and global education practice. The authors use an international study
programme, collaboration between Ghanaian and American higher education
ingtitutionsto discussthevariousculturd practicesamong thetwo countries
and how to incorporate these into the method and practice of teachingto
promote higher education on aglobal level. The study shows that the
devel opment of higher educationisriddled with theeffectsof neo-coloniaism
and colonialism, thus many countries, including Ghana, arereframing
educational policieswhich centreonindigenousknowledge. Theauthors
arguethat decol onisation and global partnershipsarenecessary for education
inaGhanaian (and American) context to successfully meet the needs of
students.
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Higher educationingtitutionsaround theworld areusing severd quality
assurance mechanismsto obtaininformation toimprovetheir programmes.
Onefrequently used method, isstudents' satisfaction surveys. Studentsas
major stakehol dersprovide va uableinformation, which when anaysed and
used effectively, providefeedback for improvement of programmesoffered
intheingtitutions. Intheir paper, “ A Graduate Exit Survey inaGhanaian
Universty: Implicationsfor Graduate Education” usngaGhanaanuniversity
as a case study, Paul Kwadwo Addo et al., assess the perception of
graduate studentson learning gains, educational experience, academicand
non-academic support issues, facilitiesand resourcesavail ableto support
learning. The study advocatesthe need for higher educationinstitutionsto
appreciate the changing trendswhich are attracting studentsfrom diverse
backgrounds, especially, theworking classand to device adequate support
systemsthat facilitatether studies.

Itisnoteworthy that the professional context and status of teachers
have changed in recent timesand thishasled to amajor investment inthe
continuing professonal development (CPD) paliciesof teachersin Ghana
Hope Pius Nudzor isof the view that Ghanaian teachers are not taking
advantage of the opportunity the CPD policiesoffer. Hegoeson to discuss
the complexitiessurrounding the CPD policiesin Ghana Adopting thework
of Richard Rose, hearguesthat “ L esson-drawing” can beused asastrategy
to help get Ghana an teacherstake advantage of the CPD policiesto enhance
their teaching. He, however, noted that until the principlesand practice of
lesson-drawing are better understood, it will not besufficient indealingwith
the problemsfacing teacher educationin Ghana

Peter Harunaet al., discuss how stakehol ders of teacher education
ingtitutionsuse moderntrendsin playing their rolesto ensurethe production
of high-quality teachersfor the nation. The authors use one College of
Education in Ghana as a case study to discuss the various roles that
stakeholderslike Education Officers, Parents Teacher Associations (PTAS),
Traditiona Rulersand Loca Government Agenciescan play inensuringthe
production of high-quality teachers.






ClassroonvDepartment Effectiveness. AWay of
Improving Sudent Performance at MET* University

MAAMEAFUA NKRUMAH
Abstract

The centrality of classroom processes in determining the overall academic
effectiveness of ingtitutions has been emphasised by many (Sammons, 2007; Yu
and Thomas 2008). Accordingly, this study examined the similaritiesand differences
in the quality of teaching/learning by way of classroom/department processes
using three generic courses — African Studies, Communication Skills and
Computer Literacy ascases. Inall, about 1556 students and 40 teacherstook part
in the study.The input-process-output-context framework presented in the Global
Monitoring Report (2004) was used in selecting appropriate issues and variables
for the study. Data on classroom/department processes collected via student/
teacher survey were analysed using descriptive statistics and ANOVA with the aid
of the Satistical Package for the Social Sciences. Key process factorsidentified as
potentially determining the effectiveness of the institution include: order and
discipline, curriculum assessment, cooperation among teachers, the leader ship of
the service heads of departments. One major recommendation was the need for
improvement in order and discipline particularly, in the area of clear rules for
acceptable behaviour.

Keywords: Quality of teaching, order and discipline, curriculum
assessment, classroom culture, and feedback.

Introduction

Ingtitutional processes havelong been identified asone group of factors
affecting student performanceand providing abetter and more appropriate
basi sfor comparing students' performance. Although processdataisdifficult
to collect objectively, many researchersconsider it asthe most important
messureof quality giventhat itisdesignedtoisolatethe effect of practices
within the control of schoolsthat maketheminstructionally effective (see
O’ Sullivan, 2006; Raudenbush, 2004; Darling-Hammond, 2000). Infact,

* Coined by the researcher to hid the real identify of the university because of
ethical requirements
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someresearchersargue that classroom processes hold the most promise
for understanding student performance. Thisisbecauseathoughingtitutions
may havelittle control over student characteristicsand resourceinputs,
they can haveafair amount of control over how they organiseand manage
theteaching provision (Rumberger & Palardy, 2004).

The purpose ofthis studytherefore, wasto examinesimilaritiesand
differencesinthequdlity of teaching/learning by way of d assroom/department
processesusing thefollowing threegeneric courses—African Studies(AFS),
Communication Skills (CS) and Compuiter Literacy (CL) ascases. By so
doing,feasblewaysof improving classroom teaching/learning and overall
indtitutiona effectivenessmay beidentified. Overdl, evidencessuch asthese
arerdevant for monitoring and promoting quaity assurancea theinditutional
level (Schildkamp, 2007). Thethree courseswere appropriately chosen
because they have awider population asthey are pursued by all first year
students. They are also fundamental to most tertiary specific disciplinary
courses. Hence, their assessment representsafair way of assessing what
actually happensintheaverage classroomsintheuniversity.

Todothis, the processcomponent of theinput-process-output-context
framework presented in the Global Monitoring Report (2004) was
employed. Areas covered by the process component and addressed by
thisstudy include: generd teacher satisfaction and opportunitiesfor teacher
professona devel opment, qudity of teaching, order and discipline, feedback
to teachers, cooperation among teachers teaching the same course,
consistency in approach and the leadership of the service Head of
Department/HoD (addressed by theteacher survey), high expectation of
student achievement, qudity of teaching, curriculum assessment, classroom
culture, and order and di scipline (student survey). Thefocusof theandysis
wason similaritiesand differencesin teaching and | earning processesas
reported by: (1) teachersfrom the servicing departments— L anguages
and Liberal Studies (for AFS and CS) and Computer Science (for CL
only) and (2) studentsfrom the academic departments. Theteachersare
assigned to teach these courses to studentslocated within the various
academic departments. The study had thefollowing two objectives:

1. Toidentify smilaritiesand differencesbetween thethree courses
intermsof classroom/department processes.

2. To test whether the differences in classroom/department
processeswere statistically sgnificant.
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Theresearch questionsfor the study were:

1. What arethesmilaritiesand differencesbetween thethree courses
intermsof classroom/department processes?

2. Arethereddtisticaly sgnificant differencesbetween thecourses
intermsof classroom/department processes?

Thefirst objective and research question seeks to summarize the
overdl pattern of teacher and student survey responsesintermsof smilarities
and differencesin classroom/department processes. Accordingly, descriptive
statistics are used to present key findings from the student and teacher
survey intermsof: (@) typical classroom and service department activities
that occurred most/lessoften acrossal three courses (using themeans) and
(b) the extent of agreement/di sagreement among students/teachers(using
Standard Deviations, SD). These findings indicated strengths and
weaknesses at theinstitutional level. The second obj ective sought to use
Anaysisof Variance (ANOVA) toidentify areasof statistically significant
differences. Theunit of analysisfor theANOVA isthe course. Hence, the
ANOVA findingsare used to summarise key findingsfrom the students/
teacher survey intermsof students/teachersviewsthat were significantly
different across the three courses. Evidence from the ANOVA ismore
robust and more defensiblein terms of proposed explanations.

LiteratureReview

Thereis agreater level of agreement across studies (both large-scale
quantitative and case studies) that certain school featuresincluding; school
management and ethos, effective monitoring, classroom management and
pedagogica quality, potentially influencestudents performanceand overall
institutional effectiveness (Mortimore, 1998; Thrupp, 1999). School
management features, that have stood out in this respect include good
leadership, staff participation and appropriate rewards for collegial
collaborativeworking. Theimportanceof school ethos, including anorderly
atmosphere, high expectations, positive reward/feedback, clear and fair
discipline, positive models of good teacher behavior and good teacher-
student rel ationships have al so been identified and associated with good
student progress. Inthe areaof regular monitoring, the measurement of
students' performance acrossarange of domains has been emphasi zed.
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Relevant pedagogic featuresidentified by previous studiesinclude good
engagement of student interest, effective classroom teaching, maximisation
of learning time, good subject knowledge by the teacher and the promotion
of students’ independence (Thrupp, 2010; Schereens, Glas& Thomas,
2003).

Even though there are different conceptual modelsfor measuring
effectiveness(e.g. thedynamic model by Kyriakides& Creemers, 2008;
the comprehensivemodel of educationd effectivenessby Creemers1994),
theinput-process-output-context framework was chosen for this study.
According to Schereens (1992), input consists of al kindsof variables
connected with financia or personal resources. Processrefersto factors
withintheschool that makeadifference between effectiveand | esseffective
schools. Processcan dso beinterpreted astheformsof interaction between
teachers, students, administrators, materia sand technology in educational
activities(Cheng & Tam, 1997). Context on the other hand referstothe
socio-economic and educational context of schools (e.g. guidelinesand
regulations for schools and the characteristics/structure of the formal
educational systems). Outputs typically refer to changes in student
achievement, completionrates, certification, skillsand certain attitudesand
vaues. Thereasonfor choosing thismodd isthat it hasbeen used by different
researchersintheAfrican context for reasonssimilar to the purpose of this
study. Theseincludeusing themoded!:

1. asanevauationtool to analyseindividual schoolsinorder to
formulate more general pictures of school quality inagiven
education system and as atool to monitor and evaluate the
implementation of activitiesaimed at improving theeffectiveness
of African primary schools(Yu & Thomas, 2008);

2. asthedtarting point for educational reform programme designs
particularly through guiding the diagnosing of school needs
(Heneveld & Craig, 1996);

3. inmaking summariesfor educationa plannersand policy makers
on how schoolswork (Heneveld & Craig, 1996);

4. toprovideadructurefor school supervisonintermsof monitoring
educational research programmes and designing teacher and
school head training programmes (Heneveld, 1994).
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M ethodology

The study employed acase study design. Thefocuswason understanding
the dynamics present within the single setting of thetechnical university
(Yin, 2009). Thus, thedesign facilitated amuch richer understanding of the
dynamicspresent within thissingle setting. However, theresultsof thestudy
may beidiosyncratic considering thefact that abottom up approach was
employed.

Research Participants and Sample

Thesurvey involved 40 sarvicing teechersfromthe Centrefor Libera Studies
(24 teachers) and the Computer Studies departments (16 teachers). Also,
1556 studentswho studied the above compul sory first year coursesduring
the 2016/2017 academic year took part inthe survey. A four-point (1-4)
likely scaledinstrument ranging from strongly agree (1) to strongly disagree
(4) or never (1) tovery often (4) was utilised during the survey. Thedetails
of theteacher and student surveysare presented below:

Teacher Survey

Theteacher questionnairewasadministered to all servicing teacherswho
taught AFS, CSand CL during the2016/2017 academic year after piloting.
Thesarvicing teacherswereimportant becauseto someextent, they directly/
indirectly determined how muchthestudentslearnt inthe classroom. The
teacher survey focused on the following: high expectation of student
attainment, general teacher satisfaction and opportunities for teacher
professona devel opment, order and discipline, quaity of teaching, feedback
toteachers, cooperation among teachers, curriculum assessment, classroom
cultureand consistency in approach.

Sudents Survey

Thesurvey involved al students bel onging to the 2016/2017 cohortswho
werewilling to participateinthestudy. Thestudentswerein thebest position
to tell which classroom processesinfluenced their performance because
they werethe oneswho actual ly experienced classroom teaching/learning.

The Piloting and administration of the Sudent/Teacher Survey
The student questionnaire was pil oted using 86 continuing students (2015/
2016 cohort). The piloting proved very helpful in developing effective
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strategiesfor themain study. For example, it becameobviousthat it would
be more effective to administer the student questionnaire before, rather
than after alesson so that dmost all studentswould be present andteacher
can help controlthe students. The need to check every questionnaireto see
if it was properly completed when handed in became obvious as some
studentsfilled only some parts (e.g. front and back), marked one answer
for all questionsetc. during the piloting. Theteacher questionnairewas
piloted using three teachers, one for each course — AFS, CSand CL
(theseteachersdid not teach the studentsin the selected academic year).
Thepilotinginformed thedecisonto administer different questionnairesfor
each course, athoughthey al containthesame set of questions. Thestudent
questionnaireswere administered before alesson by arrangement (date,
time, venue, group of students, etc. determined in advance). For teacher
questionnaire, thecontact detail s (e.g. telephone/mobile numbersand e-
mail addresses) of individua teacherswere collected fromtheir departments
and used to arrange meetingsto explain the purpose of the study, ethical
issues, and administer thequestionnaire.

Ethical Considerations

Thedatacollection processstarted only after, verba permission wassought
fromindividua Deansand HoDs. Other ethical considerationsobserved
included informed consent and voluntary participation. For example, the
meeting with the studentsinvol ved informing them about the purpose of the
study, voluntary participation, confidentidity of any information provided
and how tofill the questionnaire (e.g., how to mark choices, fill written
portionsetc.). The studentswerethen given sometimeto read through the
instructionsand the questionnaireitems, freely ask questionsand signthe
informed consent form.

Validity and Reliability

Thereisno doubt that the piloting improved the quality of theresearch
instruments. For instance, the use of participantssmilar tothoseusedinthe
main study — teachers/students of different agesand gender increased the
vdidity of theinsruments. Further, by kegpingawrittenrecord of dl incidents,
challengesand experiencesthat occurred during the piloting, thereliability
of research instruments was improved. Also, on completion, each
questionnairewas checked to ensurethat it was completely filled. This
hel ped to reduce the number of incompl ete questionnairesand toimprove
thegeneral quality of theinformation collected.
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Results
Overview of University Activities

Thefindingsof the study are grouped and discussed under the sub-themes
from the processcomponent of the EFA model, e.g. high student expectation,
order and disciplineetc. The presentation under each sub-theme proceeds
asfollows: the presentation of the descriptivefindings, followed by the
ANOVA findingsand graphica representations. Theteacher survey results
arepresented first followed by the student survey results.

Teacher Perspectives

The sub-themes discussed from the teachers' perspectivewere: genera
teacher sati sfaction and opportunitiesfor professional development, quality
of teaching, order and discipline, feedback to teachers, cooperation among
teachers teaching the same course, consistency in approach and the
leadership of theserviceHoD.

General Teacher Satisfaction and Opportunities for Teacher
Professional Development

Fromthedescriptivefindings, al threeteacher groups (AFS, CSand CL)
wereon averagedissatisfied with their conditionsof service, work load and
opportunitiesfor teacher professional development (all mean scores> 2).
Comparatively however, the CSteacherswere somewhat moredissatisfied
withtheir conditionsof serviceand work load [ TR27 and TR28]; whilethe
CL teachers appeared more dissatisfied with opportunities for teacher
professional development [TR29]. The AFSteacherson the other hand
feltrelatively lessvaluedinfunctioning asteachers[ TR25] (mean> 2, dso
seeFigurel).

However, within specific teacher groups, some noticeabledifferences
wereevident. For example, therewasamoderatelack of consensusamong
the AFSteacherswith respect to opportunitiesfor teacher professional
development (SD = 1) indicting that some teachers had opportunitiesfor
teacher professional devel opment whereasothersdid not. Thedifferences
between thethree teacher groupsin termsof theissuesdiscussed wereall
detigticaly sgnificant a .05 significancelevd.
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Figure 1: A Chart showig the Teachers' Views on General Teacher
Satisfaction and Opportunties for Professional Development

Note

TE.24. Teachers felt they
made significant
educational difference
in thelives of students

TR29

TR28 . .
§3§ TE.25. Teachers felt valued in
functioning as teachers
TR27 3.33 TE.26. Teachers had the

motivation to teach the
course

TE.27. Teachers were satisfied
with their conditions of
SErVICE

TE.28. Teachers felt overworked
and pressured

TE29. ]Eeacher%had oppertunities
of teacher profession

TR26

Teacher Survey Item

TR25

TR24

evelopment
T T T
0 1 2 3 4 Scale
Strongly agree = 1
Mean Agree=2
Disagree=3

Mean/CL B Mean/Cs M Mean/AFS X
Strongly Disagre =4

The bar chart above represents the views of the African Studies (AFS) Communication Skilks {CS) and
Computer Literacy {C1) teachers on general teacher satsfaction and op portunibes for professional
development during the 2016/2017 academic year at MET University. The vertical axis shows varouws
tenns eficiting informeation on teacher satikfaction and oppor e for prof W 1 developnent
o pr d by Sch {1992]) in his Input-process-output—context framework. The horizontal
axis on the other hand shows the mean responses of the teachers acoording to teacher groups on a
scale of 4 ranging from strongly agree o strongly disagree.

Quality of Teaching

According totheteacher survey results, quality of teachingintermsof lesson
preparation, monitoring of student performance and student assessment
was of afair degree of quality acrossall three courses. On average, all
threeteacher groups (AFS, CSand CL ) indicated that |esson preparation
quite often involved building upon awork plan [TR52] that included
information on monitoring of sudents performance[ TR53] and thenumber
of times students were to be assessed [TR54] (all mean scores > 2).
Comparatively, however, the AFSteachers appeared more effectivein
providing information on the number of times studentswereto betested
[TR54].

The CSteachersonthe other hand wereto an extent moreeffectivein
incorporating themonitoring of students performanceintheir work plans
[TR53] (see Figure 2a). Nonetheless, there was a moderate lack of
consensuswithin specific courseteacher groupsespecidly withintheAFS
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Figure 2a: A chart showing the Teachers' Views on Quality of
Teachingin Terms of Lesson Preparation, Assessment and
Monitoring

Note

TR54 TR52. Lesson preparation
usually involved building
upona work plan

TE.53. Monitoring of student
achievernent was mentioned
inthe work plan

TR53

TE.54. The number of written
assignment/testswere
mentionead in theworlk
plan

Scale

Mever=1

Beldom=2

Quite often=3

Very often=4

TR52

IMean,/CL m Mean/CS m Mean/AFS

The chart abowve shows the views of the AFS, €5 and (1 teachers respectively on teaching quality in
the areas of lesson preparation, assessment, and monitoring of student performance. The vertical
axis shows three ilems taken from Schereens’ {1992} model. The horizontal axis also shows the

mean responses of the three teacher groups on a scale of 4 mnging from never ta very often.

and CS teacher groups with respect to the monitoring of students
performance (all SD were>.5), implying that perhaps, the monitoring of
student performancewas challenging for very few teachers. TheANOVA
further showed the means of all threeteacher groupsto be significantly
different with regard to theissues discussed above.
Figure2bisagraphical representation of implemented time/effective
learning time/opportunities for students to learn in the classroom.
Implemented time or opportunity to learn onaverage appeared somewhat
problematicwith al threeteacher groupsindicating different amount of time
spent on: actud classroom teaching, lesson preparation, revison of previous
lessonsand assignments/exams, interaction with studentsin the classroom
and other teaching/learning related activitiessuch ascounseling. Overall,
the AFSteachers appeared to have spent more time on teaching rel ated
tasksthan the CSand CL teachers(mean = 54 hours per week).
TheAFSteacherson average, spent moretimeon lesson preparation
[TR36b] (mean hourseach week > 8 hours) in contrast to the CSteachers
who spent lesstime preparing for |essons (mean < 8 hours per week) but
relatively moretimerevising previouslessons[ TR36€] (mean > 4 hoursper
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Figure 2b: A Chart Showing the Teachers' Views on Teaching
Quality - Effective Learning Time/Tmplemented Time
| Note
TR26h 5992666 ???;l Number of minutes spent per week
7 on:
3258.29 TR36a teaching of students {either
62.04 whole class, in groups orindividuals
TR36g 1?:'[})?1 05 TR36b. planning/preparation of
' lessons eitherin school or outof
school {including marking of
TR26f 9:"&)93535 students” work)

186.71 TE36c. administrative duties either in
£ 220.4 oroutof school (e.g paper wark
Q : and other clerical duties you
£ TR36e 257.82
E 157.94 undertake as ateacher)

& 182 TR36d. interaction with students with
n : respect to work in the classroom
E TR36d 1%352.?;:’3
Q : TR36e. discussion of previous lessons,
o 256.57 assignments and examinations
TR36c 238363:?44 TR36f conversation with students
’ (e g small talks)
TR26a 66()61?4284 TR36g. others (e.g. counselling)
551,49 TR36h Total time spent on teachingf
! learning activities (in minutes)
0 1000 2000 3000 4000
Mean Time/Minutes

Mean/CL W Mean/Cs W Mean/AFS
The bar chart above represents the teachers’ views on teaching quality in the area of effective/
implemented time in the classroom. Individual actiwities on which time was spent in the classroom
are presented on the verfical axis whilst the amount of time spent on each activity is presented on
the horizontal axis according o the average response of each teacher group.

week), interacting with studentsin the classroom [ TR36d] (mean> 4 hours
aweek) and conversing with students (TR36f) (mean > 3 per week). The
CL teachersontheother hand spent moretimeon actual classroomteaching
[TR364] (mean hourseachweek > 11 hours). SeeFigure 2bfor thegraphical
representation of theissuesdiscussed. Nevertheless, thereweredifferences
within specific subject teacher groups. For instance, thevery high standard
deviationsassoci ated with themean total hours spent on teaching/learning
activitieswithin theAFSteacher group (SD= 50 hours per week) suggest
that someteacherswere over worked compared with others. Resultsfrom
theANOVA further indicated statistically significant differences between
theAfrican Studies, CSand CL teachersin termsof the mean hours spent
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onthevariousteaching related activitiesand thetotal time per week spent
onteaching/learning.

Feedback on Teachers Work

Theteacher survey further presented evidencethat typically, feedback on
teachers’ work from both external (e.g. external reviewers) and internal
(e.g. theserviceHoD, colleague teachers and students) stakeholderswas
to an extent problematic. In fact, all the teacher groups indicated that
feedback from both sourceswasreceived lessthan onceayear (all mean
scores< 4). However, therewasalack of consensuswithin specific teacher
groups especially with respect to feedback from internal stakeholdersto
the CSand CL teachers(all SD were>1.0). Relatively, the CL teachers
most likely recelved feedback from both internal and external stakeholders
[TR17to TR20]. TheAFSteachersontheother handlesslikely received
feedback from external reviewers[ TR19] and colleagues[ TR18]. TheCS
teachershowever, received somefeedback fromthe serviceHoD [TR17]
and the students [ TR20] (see Figure 3). The ANOVA findings further

Figure 3: A Chart Showing the Views of the Teachers on the
Sources of Feedback to Them

Note
* 311 TR 17 Feedback onteachers
TR20 2.6 work wasreceived fromthe
2.92 service of HoD
* 2.6 TR.18 Feedback on teachers'
TR19 2.25 work was received from
172 colleagueteachers

221 TE. 19 Feedback on teachers'
TR18 1.64 work was received from
1.19 external reviewear(s)

31 TE.20Feedback on teachers'
TR17 1.35 ’ work was received from
1.61 students

Teacher Survey Item

Scale
1 2 Mean ° 4 Never=1

Once every two years=2
Lessthan onceayear=3
Onceperyear=4

o

W CL/Mean W CS/Mean AFS/Mean

The graph above represents the sources of feedback on the teachers' work according to the teacher
groups. The vertical axis shows the four main sources of feedback selected from Schereens' {1992)
framework. The average frequency at which feedback was received is shown on the horizontal axis
on a scale of 4 ranging from never Lo once a year.
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indicated statistically sgnificant differencesbetween thethreeteacher group
meansin terms of feedback from the four stakehol dersexamined by the

study.
Order and Discipline

Order and disciplineweretypically problematic for all teachersacrossthe
three courses. Thecourseteachersgenerally disagreed with thethreeitems
rel ating to the existence, understanding and application of rules(most means
scores> 2). TheAFSteachersto an extent disagreed most, with theview
that ruleswere honestly applied. The CL teacherson the other hand mostly
doubted the existence of clear written rulesthat wereclearly understood by
both students and teachers (see Figure 4a). Nevertheless, there was a
moderatelack of consensusamong teacherswithin specific teacher groups,
especially with respect to the existence of clear rules (SDswere mostly
higher than 0.5). Resultsfrom theANOVA further indicated statistically
significant differencesbetween thethree teacher group meansinall three
aspects of department rules examined by the study. Moreover, regarding
thetimeteachers spent on order and disciplinary mattersin the classroom
such as: disturbances due to bad student behaviour [TRb36], frequent

Figure 4a: A chart showing the Teachers' Views on Orderand
Discipline

Note

TR11. Inconsistent approach to
student mishehaviour/discipline

TR14 impedes department effectiveness.

TR13 TR12. There were clear written

rules regarding student lateness,

disturbances and student

TR12 absenteeism.

TR13. Rules were well understond
TR11 by hoth students and staff.

0 1 2 3 4
Mean

TR14. Behaviour rules were honestly
applied and maintained.

Teacher Survey Item

Scale

1 =Strongly agree
2= Agree

3 =Dizagree

4 =5Strongly Disagree

Mean/CL  mMean/CS  mMean/AFS

The teachers’ views on order and discipline in the areas of clear rules, consistency and fairness are
represented by the chart abowe. The vertical axis shows the indwidual iems elciting information on
the ssue whilst the horizontal axis shows the average responses per teacher group.
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interruptionsby students[ TRc36], frequent temporary absence of students
[TRd36] and lack of control of students[ TRe36], teachersacrossal three
coursesreported the same key problem of wasted classtimeto agreater
or |esser extent.

For example, the teachersreported atotal of 1 hour (AFS), 3.5
hours (CS) and over 4 hours (CL) of classtime per week wasted. The
differencesbetween all threeteacher group meanswerealso statistically
significant (see Figure 4b). Overall, it appearsthat the AFS teachers
appeared more effective in managing student misbehavior on many
occasionsthan the other teacher groups. For the two courses, CS and
CL, therewasanotablelack of consensuswithin specific course teacher
groups (with SD of three hours or more per week wasted on disciplinary
matters). These strongly suggest that some teachers on specific courses
found student behaviour issues especially challenging in the classroom,
especially the CSand CL teachers.

Figure 4b: Teachers' Views on Order and Disciplinein Terms of

Wasted Time
| | | | Note
250.6 ) .
TRh26 210.51 Time {minutes) spent on:
TRg36 TRa36. students _loukmg for
Spaces to st
TRf36 TEh36. disturhances due to had
student behaviour
£ TRe36 TRe36. frequent interruptions
g by student
= TRd36
g TRd36. frequent temporary
S ahsence of students
o TRc36
3 TR3ef. lack of control of
2 TRb36 students
=
TRf36. waiting time for
TRa36 guidance by individual students
on wotk to be done

0 50 100 150 200 250 300 TRg36. Otherissues

Mean Time/Minutes TEh36. Total time wasted

Mean,/CL W Mean/CS B Mean/AFS
The bar chart above shows the teachers' views on arder and discipline in te rms of wasted time. The

chart also shows the activities on which time was wasted as can be seen on the vertical axis. The
’amuunt of time spent on each activity is indicated on the horizontal axis.
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Cooperation Among Teachers Teaching the Same Course

Teachersteaching the same course cooperated with colleaguesin the
following areas. dealing with studentswith academic challenges[ TR43],
Setting common standardsin curriculum assessment (TR44) and bringing
about needed changes/innovationsin the courses [ TR45]. However,
doing these appeared problematic for all three teacher groups. In fact,
all threeteachers groupsindicated that they seldom cooperated with
colleaguesin these areas (all mean scoreswere lessthan three). The
AFSteachers however, wererelatively more effective in cooperating
with colleaguesin the areas of changesin the course and lesson planning
and implementation (see Figure5).

Asexpected, viewswithin specific teacher groupswere also quite
varied. For instance, notable differencesin the views of the CSteachers

Figure5: A chart Showing the Teachers' Views on the Level of
Cooperation Among Teachers Teaching the Same Course

Note
Teachersmet, discussed and

TR45 decided on:

%)
[==]

TE41. the selection of mstructional
mmaterials

TR44 . .

TR42. planning and implementation
oflessons

TE43. treatment of students with

TR43 e .
acadermnic difficulties

TE44. common standards for
assighments, exams and

TR42 .
marking

Teacher Survey Item

TE45. changes and innovationsin

the course
TR41 Scale
Never=1
! ! ! Beldom =2
0 1 2 3 4  Quiteoften =3
Mean Very often =4

W Mean/CL W Mean/Cs W Mean/AFS

The chart above shows the extent to which teachers teaching the same course cooperated. Hems on
areas of cooperation can be found on the vertical axis. The frequency of cooperation on ascale of 4
ranging from never to very often, on the other hand, can be found on horizontal axis.
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with respect to |esson planning and implementing, dealing with students
with academic difficultiesand bringing about innovationsinthe coursewere
evident (all SD were >1.0). TheANOVA Findingsadditionally showed
that al group meansweresgnificantly different.

Consistency in Approach

Intheareaof consistency in approach, the survey results showed that all
three teacher groups were concerned about the availability of course
textbooks (TR37) and the appropriateness of textbook subject matter
[TR38] (all meansscores> 2). Asindicated on Figure 6, theAFSteachers
generally disagreed that course textbookswith appropriate subject matter
wereavailable. Interestingly, therewasafair degree of agreement within
the AFSteacher group with respect to thisissue (SD< .5). TheANOVA
findingsfurther indicated statistically significant differences between the
teacher groupsin termsof the availability and appropriateness of course
textbooks, themodernity of coursesyllabi and theneed for additiona course
materials (see Figure 6). Thisimpliesthat generally, the courseswere
chalengedintheserespects.

Figure 6: A Chart Showing the Teachers' Views on Consistency in
Appreach

Note

TR40O TR37. Texthooks for teaching

the course were available

TR39 TR38. Textbook subject matter

was appropriate

TR39. Additional course materials
were required

TR38

TR40. The course syllabus was
modern

TR37

Teacher Survey Item

Scale
0 1 2 3 4 1 =5trongly agree

2=Agree
3 =Disagree
Mean/CL B Mean/CS B Mean/AFS 4 =Strongly Disagre

The teachers’ views on consistency in teaching the same course Tn different classraoms can be seen
on the figure abowe. Areas of consistency examined include wse of same or similar textbhooks,
subject matier, additional course materials and the madernity of the syllabus used. These can be
found on the vertical axis. The average view of each teacher group can be seen on the horizontal axis
on a scale of 4 ranging from strongly agree 1o strongly disagree.
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The Leadership of the Service HoD

Focusing on theleadership of the service HoDs, thetentativefinding was
that to some extent all course teacher groupswere dissatisfied with the
overd| leadership of theserviceHoDs[ TR36]. Specificaly, all theteacher
groupsdisagreed that the HoDs provided feedback on classroom teaching
[TR30] and sufficient information on work to bedone (all means scores>
2). Comparatively, the CSteachersdisagreed most with theview that their
HoD was effectivein managing information and ininvolving teachersin
decision making (see Figure 7). The CL teacherson the other hand were
moredissatisfied with theoverdl leadership of their HoD. However, within
teacher groups, differencesregarding specific itemswere evident. For
example, the CSteacherswerequitedivided over whether theHoD provided
information onwork to bedoneor got teachersinvolved in decisonmaking

Figure 7: A Chart Showing the Views of the Teachers on the
Leadership of the Academic Head of Department

Note

The HoD:

TR30. observed lessons and talked a
about them with teachers for improvement

TR36

TR35

TR31. gave sufficientinformation on

TR34 work to be done

TR32. ensured teachers had a say in the

TR33 courses they taught

TR33. was aware of students’ progress

TR32

TR34. discussed students’
progress with teachers

Teacher Survey [tem

TR31

TR35. ensured teachers teaching the ¢

TR30 3.35 ourse talked about desired changes

TR36. In all, teachers were
satisfied with the leadership

0 1 2 3 4 ofthe HoD

Scale

1 = Strongly agree

2=Agree

3 =Disagree

4 = Strongly Disagre

Mean

Mean,/CL ® Mean,/CS o Mean/AFS

The chart above shows how the head of depariment as an academic leader facilitated the eaching
process to ensure the academic success of students. Individual items soliciting the views of the
teachers on this issue can be found on the vertical axis while the mean responses of the teacher
groups on a scale of 4 ranging from strongly agree to strongly disagree can be found on the

horizontal axis.
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(al SDs>1.0). Thissuggeststhat information management and decision
making was problematicin some service departments. TheANOVA results
further showed that the differences between the threeteacher groupsinthe
following areassweresatisticaly sgnificant: theeffectivenessof theHoDsin
managing informeation and decisi on making, discussi on of student progress
and feedback to teachers on classroom teaching.

Sudent Per spectives

Fvemagor themesincluding: high expectation of sudent achievement, qudity
of teaching, curriculum assessment, classroom culture, and order and
disciplineare presented in subsequent paragraphs.

High Expectation of Student Achievement

Theresultsof the student survey presented evidencethat all three course
teacher groups had high expectations on student achievement [STD2] and
stimulated students to work hard [STD3] (all mean scores < 2).
Nonethel ess, to the students, their friends and parents, agood gradein
some of the courses was considered more important than others. For
example, agood gradein CL was moreimportant to the students[ STD6]
andtherr friends[ STD5] thanthe other courses(seefigure8). Theassociated
SD however, indicated that thisview was not shared by all the students (all
SD> .5).

TheANOVA findingsfurther showed the courseteacher groupswere
significantly different with regards to: high expectations on student
achievement, stimulating studentsto work hard and rewarding studentsfor
good academic performance.

Curriculum Assessment

Generally, curriculum assessment interms of method [STD7], coverage
[STD8 and STD10], fairness [STD13] and the discussion of previous
assessments[ STD12] acrossall three courseswas somewhat problematic
as someteacher groups appeared more effectivein some specific areas
than others (see Figure9). Comparatively, the CSteacherswereperceived
by the students as apparently more effectivein: ngthestudentsusing
different ways, providing different approachesto solving thesame problem,
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Figure 8: A Chart Showing the Students' Views on High
Expectation of Student Achievement

| Note

5STDZ. Teachersrequired high
achievement from individual
students

5TD6

STD3. Teachers simulated
students to work hard

STDS

5TD4.Gettinga good grade
in this course was important
t0 my parents

5TD4

STD3 STDS. Gettinga good grade in this
course was important to my

friends

Student Survey Item

STD2

STD6. Getting a good gradein this
T T COUrsE Wag itnp ortant to me
0 Scale

1 Mean

Strongly agree=1
Agree=2
MeanCL HMean/Cs H Mean/AFS Dusagree=13

Strongly Disagree=4

The abowe chart represents the students' views on high expectation on student achievement.
Indwidual iems eliciting the students’ views on ths matter can be found on the vertical axis while

the average responses of the student per course are indicated on the horizontal axis.

explaining what waswrong with marked work and being fair in curriculum
assessment (all mean scores > 2). The AFS teachers on the other hand
quite often showed moreinterest in memori sation than understanding
(mean > 2).

Nonetheless, therewasamoderatelack of consensuswithin specific
teacher groups from the perspective of the students. For example, the
studentswere considerably divided over assessment issues such as: the
complexity of given tasksand teachers’ interest in memorization or recall
(al SO were>1.0). Statigtically significant differencesintheviewsof the
studentsregarding theseissueswerefurther indicated by theANOVA.

Classroom Culture

Intheareaof classroom culture, adaptiveinstruction [STD14] and the
promotion of students' independence [ STD15] were seen aschalenging
for some specific courseteacher groups. For example, theAFSteachers
were seen aslesseffectivein adapting instruction to the needs of students
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Figure? : A Chart Showing the Students' Views on Curriculum
Assessment and Feedback

Note

STDT. Diffgrent WY S wer
used to assess students

STDA. Dif t hes t
s'ufv'%%%”tﬁéj‘%%j%% Groblem
wiere provide

STDY. Given tasks were mare
tcomﬁ{ext an what was
ALy

STD13
5TD12

5TD11

STO10. Mare interest wag shown
in mermorization than
understanding

STD11. Application tasks reguired
rEpettion A

STD10

STD12.Teach lained what
W%gcwgurﬁgeﬁtﬁlﬁarlgdatests

STD13. Teachers were fair in their
assessment

Student Survey Item

Scale

Newer =1
Seldom = 2
Quite often =3
YWery often =4

1] 1 Mean 2 3 4

Mean/CL B Mean/CS B Mean/AFS

The frigure abowve indicates the nature of student assessment and feedback at MET University during
the 20162017 academi: year. The selection of ndwvidual items presented on the vertical axis werne
guided by Schereens {1992) framework. The average responses of the students per course ane
indicated on the horizontal axis.

and promoting their independence (dl means< 2). Neverthd ess, thestudents
werehighly divided over other issues such astheflowing acrossall three
courses: theinvolvement of studentsin lessons [STD16], the working
together of teachers and students [STD19], students working together
[STD20], teacherswel coming ideasfrom students[ STD17] and teachers
ensuring aquiet and orderly environment for teaching [STD18] (all SD
were>1.0). Generdly, speaking, classroom culture gppeared problematic.
However, for two of theitems— teacher enthusiasm and theinvolvement
of individua studentsin lessons, the differencesintheviewsof thestudents
were particularly, noteworthy especially for CL (SDswerel.7and 1.4
respectively). Thelikely conclusionisthat, theviewsof thestudentswere
very diverseregarding thesetwo issues. The observed differenceswere
gatisicaly sgnificant.

Order and Discipline

Although from the perspective of the student (viathe student survey) all
three courseteacher groupswererdatively effectivein ensuring order and
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Figure 10: A Chartshowing the Students' Views on Classroom
Culture
Note
STD21 STD14. Instruction was adapted
to the needs of individual
students
STD20
STD1A. Students” independence
was protote
STD19 .
STD16. Teachersinvolved a good
number of individud studentin
c sTD1S lessons
3 STD17. Ideas from students were
> STD17 welcome
% 5TD1 S.dTe?ichlers created a quifet
and prderly environment for
E STD16 teaching d
S STD19. Teachers and students
E STD15 worked together
STD20. Teachers ensured
sTD14 cooperation between students
T T T 5TDZ lb. Teacheis_ were enthusiastic
Tt
0 5 4 6 aboutteaching
Mean Scale
Nevber=1 4 ofl
In ahout 144 of lessons=2
miean/CL  ®mMean/CS B Mean/AFS o oBomE 177 oF lessatits 3
In ahout 3/4 of lwssons =4
The students” views on dassroom culture selected from Schereens’ model are graphically presented
using the chart above. The eight selected items can be found on the vertical axis while the average
resporses of the students to each of the items per cowrse is presented on the horizontal axds

disciplinein the classroom (mean < 2), comparatively, the CSteachers
appeared more effectivein rewarding good student behaviour [STD22],
applyingadearer syssemof rewardsand punishments[ STD23] and ensuring
that no student caused adisturbance during lessons[STD24] (seeFigure
11). Variaionsintheviewsof the studentsregarding specific courseswere
also evident. For example, therewasamoderatelack of consensusregarding
theitems: “lessonswere often disturbed by noisearound thehall” [STD25]
and “teachersensured no student disturbed during lessons’ [24] (al SDs>
.5) implying that order and disciplinary issues in the classroom were
challenging for some courseteachers.

Thedatistically significant differenceswere observed with respect to
theitemsdiscussed above (STD22-25) except for theitem “teacher paid
attention to good behaviour and rewarded it” [STD26].
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Figure 11 : A Chart Showing the Students' Views on Order and
Discipline

Note

5TD26 5TD22. Teacherspaid attention to

good behaviour and rewarded it

2.46
STD23. There was a clearly defined
applied system of punishment and

rewards

STD25
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disturhed duting lessons

Student Survey Item
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STD23
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Seale
Strongly agree =1
Agreeg1=y2 #
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Mean Strongly Disagree=4
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The fipure above is a dhart showing shudents” views on order and disdpline. The itemns were taken
from Schereens’ (1992} fmamework. ltems dlidling information on dassroom auliure are presented
on the vertical axis. The averape responses of the shadenis per course on a sale of five Anging

from, never to in almost every lesson, are presented on the horizontal axis_

Quality of Teaching

Structuredinstruction (STD27-STD29) and direct instruction (STD32—
37) acrossall three courses was quite adequate, with the majority of the
studentsindicating that these activities quite often happened in the
classroom (means> 3).

The CSteachershowever, appeared moreeffectiveinreviewing and
correcting class assignmentswith students[ STD37] and using different
teaching strategies[STD33] (Figure 12). Moderate differencesintheviews
of the studentsregarding specific courseswereaso evident (all SDs>.5).
For example, therewasamoderatelack of consensusamong the students
regarding corrective feedback during practice sessions[STD30] and the
orderly progression of lessons[STD28] for all three courses. Thiswasso
especidly inthecaseof Computer Literacy. Thissuggeststhat someteachers
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Figure12 : A Chart Showing the Students' Views on Quality of
Teaching

Note

3TD27. Teachersused lesson plans

STD37 3TD28. Previous lessonswere

-02 reviewe

STD35 3TD29. Lessons progressed orderly

STD30. Corrective feedback was |
given to students duringpractice

5TD34 367 sessions

3TD31. Lesson objectives were
evaluated atthe end of lessons

BTD32. Clear instructions and
explanations were given

S3TD33. Avariety of teaching
strategieswere used.

3TD34. Students were given the
opportunity to ask questions

3TD35. Teachtgrs demonstrated
mastery of subject matter

STD33
3.19

STD32 339

STD21

STD30

Student Survey ltem

STD29 241 3TD37. Class assignments were

reviewed and corrected with
students

3.23 Scale
Never=1

STD23

5TD27 350 Beldom=2

! ! ! ! Quite often =3
2 Mean 3 Very often=4

®Mean/CL B Mean/CS B Mean/AFS
The figure above graphically represenis the views of the shudents on dassroom teaching quality.
Different itermns elidiing detailed information on dassroom teaching quality are presented on the
vertical axis while the average responses of the students per course are presented on the horizontal

axis.

found correcting students during practice sessions quite challenging.
According to the ANOVA results, the different views of the students
regarding theseissueswere statistically significant acrossall three courses.

Discussion

For discussion purposes, the following classroom/department i ssues
emerging from the study arediscussed: (1) order and discipline (2), lack of
cooperation among teachersteaching the same course and (3), emphasis
onmemorisation.
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Classroom discipline encompasses complex interactions among
teacher, student, school and societal variables. No wonder, theissue has
been discussed under different designations such as* classroom order”,
“classroommishehavior”, “cdassroomdisruption”,  classroomindiscipling’,
or “classroom disorder”, just to nameafew (Lopesand Oliveira, 2017).
Basically however, classroom disciplinerefersto aset of teacher actions
that constitute organisational and management processes aimed at
establishing classroom order (routines, norms, procedures, etc.).

Although studentsare by far themost frequent source of indiscipline
(Kulinna, Cothran, & Regual os, 2006), teachers or school staff may aso
beasourceof disruption (Good & Brophy, 2000) as shown by thisstudy.
Granted, most teachers occas onal ly spend some amount of timeon other
Issues gpart from ingtruction neverthel ess, theamount of timewasted by the
AFS, CSand CL teacherson thefollowing activitieswas overwhelming:
studentslooking for spacesto sit, addressing disturbancesdueto bad student
behaviour, frequent interruptions by student, frequent temporary absence
of students, and lack of control of studentsetc. For example, thetotal time
wasted on the above activitiesaveraged a most three hours (2.90) aweek
across the three courses — AFS, CS, CL. Thisis a clear evidence of
teacher ineffectiveness. Of course, effectiveteachersmaximiseingructiona
timewhileineffectiveteacherslosetheir focus and addressinterruptions
and off-task behaviours, thereby losngingructiond time(Lopesand Oliveira,
2017). High levelsof classroom indiscipline often leadsto |ow student
academic achievement because teachers may feel emotionally exhausted
after addressing classroom disruption and opportunitiesto learn may likely
be decreased (Sun, 2015). High level sof indisciplinemay further indicate
theabsenceof clear written rules on accepted behaviour given that thereis
aspecific link between where power lies (teacher-centered or student
centered perspectives).

Another key factor identified by thestudy asdemongrating ingtitutiond
ineffectivenesswasthelevel of cooperation among teachersteaching the
samecourse. Indeed, acritical way of ensuring that al studentson average
receiveequal quality instructionsisto regulate or control what happensin
the different classroom for the same course. Thisto an extent requires
teachersteaching the same worse to work together. Evidence from the
ANOVA however, pointed to significant amountsof conflictswithin course
groups. Thisfinding resonateswith previous studiesthat have indicated
that, collaborative teaching has historically not beenthenormintertiary
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education (e.g. few professorsteach collaboratively or receive substantial
support from colleagues). Hence, tertiary teachersare oftenforced torely
ontry and error or their own experiences (Goddard, 2007; Broad et al .,
2007).

Intheareaof curriculum assessment, the studentsindicated that the
AFS teachers quite often showed more interest in memorisation than
understanding. In other words, rotelearning (memorisation) instead of deep
learning was encouraged. This means that, possibly the students just
concentrated on certain topicsor specific responsesthat weremorelikely
to appear inthe exams and recal led/reproduced them when called uponto
do so. Put simply, the students shifted between recall of knowledge and
deep understanding depending on theinterest of aparticular group of course
teachers. Thisisindicative of poor teaching because according to Gibbs
and Simpson (2004) when atotally new course material istaught poorly
suchthat studentsare unableto apply themin different settings; thestudents
may betempted torely onrecall or cheating.

Recommendation

Theexistenceof classroom indisciplineasevidenced by theamount of time
wasted on non-instructional activities suggests the need for the
standardisation of classroom/departmentrul esregarding acceptable student
behaviour. Thisisnecessary given that without satisfactory levelsof it, the
best planned and potentially most engaging lessons may fail to havethe
desired impact (Romi et al., 2009)

Intheareaof curriculum assessment, the studentsindicated that the
AFSteachersoften encouraged rotelearning. Thus, regular staff training on
test construction especialy for new teacherson standardi sed measurement
principles such ashow to: calculatereliability estimates, standard error
measurements, validity coefficients, item discrimination, standard scores
and how to reduce guessing and diagnose procedura error isrecommended
for the Personnel Section of the university to carry out. Thetraining on
curriculum assessment isimportant because teachers make assessment
decisionsthat enhance/discourage students.

Regarding cooperation among teachersteaching the same course,
knowl edgeabl e conversationsinitiated by the course coordinator around
thefollowing isrecommended: teaching methods, unique content, processes
of teaching, academic standards, how to meet the needsof students, helping
academically poor and disabled studentsetc.
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Conclusion

The purpose of this study was to identify feasible ways of improving
clasyoomteachingandoverdl inditutiond effectivenessfromthe perspective
of classroom/department processes. Thedescriptiveand ANOVA findings
haveindeed provided an overd| pictureof what washappeninginthevarious
classroomsaswell asthetwo servicing departments. The use of the EFA
model (used in devel oping theresearch instruments) hasfurther ledtothe
Identification of thefollowing factorsaspotentidly influencing thequality of
teaching and learning in the university. Key factorsidentified by the study
include: high expectation of sudent attainment, order and discipline, curriculum
assessment, cooperation among teachers, quality of teaching, whether or
not students/teachersfelt valued and theleadership of the service HoD.
Tentatively, evidenceisprovided that the EFA mode could beauseful tool
Inexamininginditutiona effectivenessinthe Ghanaian context. Interestingly,
thesefactorshave previoudy beenidentified and associated with good student
academic progressand ingtitutional effectiveness (Yu and Thomas, 2008).
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Harvesting Culturally Conscious Knowledgein a
Post-Truth Era: Ghanaian and American Higher
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CANDACEM.MOORE, JLLIANA.MARTIN, MICHAEL BOAKYE-YIADOM,
JOAKINA E. STONE & MORGAN M. LANAHAN

Abstract

Engaging in culturally conscious practices allows higher education institutions
to decentre Western perspectives, collaborate with other institutions on a global
level, and employ decolonising practices which can greatly enhance the student
experience, and success in college. This paper highlights the authors' lessons
learned through an immersive experience, Higher Education in the Ghanaian
Context (HEGC) Study Abroad programme. Using a Ghanaian and American
Higher Education collaboration, the paper examines multiple ways of knowing
and incorporating culturally conscious practices into higher education pedagogy
and assessment, that aid in employing thoughtful global education practices. The
authors highlight the need for higher education institutions to centre culturally
conscious practices in new policies while considering how to phase these policies
into the organisational culture of higher education institutions broadly. They
incor porated el ements of action research, chieftaincy, culturally relevant pedagogy,
and empower ment eval uation to frame the premise for their conceptual framework
of culturally conscious pedagogy. It is recommended that institutional leaders
utilise contextualised assessment and evaluation practices to better understand
their studentsand integrate local knowledge to support students on their campuses.

“We are capable of carrying agreat burden, once we discover that the
burdenisredity and arrivewhereredity is'—JamesBaldwin (1963).

Decolonising curricular and co-curricular educational practicesisno
longer an observation, itistruly amovement. We acknowledge and regard
thework of W. E. B. DuBois, James Baldwin, GloriaAnzal dua, Kwesi
Yankah, bell hooks, EveTuck, K. Wayne Yang, Leigh Patel, and others
who position themsalvesand their scholarship asactionin themovement of
decol onising practicesthroughout our global society. Asnoted by Patel
(2016), scholarship that deconstructsand critiquescol oniaity caninclude
non-Indigenous scholars; however, scholars have a responsibility to
represent decol onising practi cesand scholarship without erasing Indigenous

28
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knowledgeand repogitioning whitesettler norms, expectations, and privileges
(Tuck & Wang, 2012). Wed| havearespongbility to analyseour individua
rolesin upholding coloniality in our pedagogy and assessment practices,
while actively engaging in deconstructing this singular approach, and
collaborating in culturally conscious approacheswith global partnersto
employ decolonizing practices—informed by loca knowledges.

ThereisaGuinean proverbthat says, “Knowledgeislikeagarden: If
itisnot cultivated, it cannot be harvested” (Sammis, 2002, p. 65). Knowledge
andwisdom comeinvariousforms. However, thereisabiasin westernised
epistemol ogieswhich valueaspecific, sngular way of knowing. Whiledata
givesusinformation, thereareother waysof gaining knowledgeand wisdom.
Inahigher education context, scholars, administrators, sudents, and policy
makersmust move beyond traditiona formsof datacollectionand asngular
way of knowinginorder to expand knowledge and practices. For instance,
in January 2018, faculty, graduate students and staff of various higher
education/student affairs programmes in the U.S., embarked on an
experiencetolearn about higher educationinaGhanaian context. The Higher
Education inthe Ghanaian Context Study Abroad (HEGC) programme at
theUniversity of Marylandin College Park, Maryland focusesontherole
of student affairspracticesin the context of Ghanaian higher education. As
socid justice educators, student affairsand higher education professionas
and faculty should understand theimplicationsof higher educationandthe
roleof student affairsinaninternational context (Moore, Martin & Boakye-
Yiadom, 2018). Inthis post-truth era, scholars should routinely explore
multiplewaysof knowing and avoid engaging in monolithic approachesto
higher education pedagogy and practices.

We explored multiple ways of knowing through an immersive
experience wherefaculty, students, and staff alike sought to understand
actualised student affairsand higher education practicesin anon-Western
environment, specificaly within the continent of Africa Whileacombination
of colonid history and Indigenous culturesshapethe curriculum and purpose
of educationin Ghana, culturd traditionscontinueto influencethemeansby
whichthegodsof higher educationareachieved (Adjel, 2007; Woldegiorgis
& Doevenspeck, 2013).

Although thereisresearch exploring higher educationinan African
context (Boakye-Yiadom, 2015; Morley, Leach, Lugg, 2009; Teferra&
Altbach, 2004), asparticipantsof thetrip, wedecentred Western gpproaches
to higher education assessment practices and promote knowledge
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acquistionthrough culturally conscious practices— blending el ements of
chieftaincy (Yankah, 1995; Boakye-Yiadom, 2012), culturally relevant
pedagogy (Ladson-Billings, 1992;1995; Gay, 2010), empowerment
evaluation (Donaldson, 2017) and action research (Lewin, 1946) asa
conceptud framefor collaborating with Ghanaian higher education scholars
and practitioners to advance current programmes that support student
success. Thispaper exploreshow thetenetsof the aforementioned theoretical
frames can aid higher education faculty and practitionersin being more
intentional about incorporating culturally consciouspedagogy andinclusive
programme assessment and eval uation practi cesto support student success.

Context of Higher Educationin Ghana

Ghanaian higher education continuesto be oneof thebest in Africa(“ Best
global universitiesinAfrica’, n.d.). Higher educationin Ghanameansany
formal education and training beyond secondary education level. Higher
education sitesinclude colleges and universities, and specialized post-
secondary educationa ingtitutions. Theseincludeteacher training colleges,
nursestraining colleges, agricultural training colleges, polytechnicsand
technical education training centers, |abor colleges, policeand army staff
training colleges, and vocational training colleges.

Generdly, higher educationingitutionsin Ghanaperformthefollowing
functions: teaching, research, and community service. Often the
aforementioned functionshappen through thelensand theoriesof education
based on Western culture and scholarship. The beneficiaries of higher
education arethecitizenry and thelarger human society. Higher education
isnecessary for the economic, political and social development of every
nation-state. In the modern world, no nation or economy canignorethe
contributionsof higher education to the human capital devel opment of its
workforce. It isan educationa policy which reflectsthe economicvisons
of Ghana. For example, in the Global North, college education and
professional educationisanecessary tool for gaining accesstothebest job
opportunitiesand wealth. In addition, college and professional education
opensdoorsto skilled employment, better pay and ahigher standard of
living and thus hel p reduce the poverty gap. Higher education createsa
middleclassthat servesasabridgefor social mobility.

Thisis, however, not the casewith countriesin the Global South. For
many countries, colonialism and neocol onialism crested inequitiesin how
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leaders devel oped and enacted educational policy. For many countries,
particularly in sub-Saharan Africa, funding sourcesexplicitly focused on
primary and secondary education rather than higher education (Brock-Utne,
2003). Asaresult, countriesfocused on primary and secondary education
and, until funding sourcessuch asthe United NationsEducationd, Scientific,
and Cultural Organisations (UNESCO) and World Bank reversed their
policiesinthe 1990s, higher education wasreserved for thosewho could
pay for it directly. In addition, individual sseeking higher education also | eft
countriesin search of opportunitiesglobaly, but particularly in Westernised
countries (Jowi, 2009; Mohammadbhai, 2008). Since higher educationis
now linked with social mobility and the neoliberal competitioninaglobal
marketplace, many countriesin the Globa South are now focusing their
resourceson higher education palicy.

Higher education policy of any nation-state often mirrorsitsvalues,
aspirations, and visonfor thefuture. Therefore, higher education provision
should mirror this clarion call for the national state of human capital
development because primary education does not prepare citizensfor the
world of work. Higher education policies should thusbegin with aclear
assessment of what the economic, social, and educational needs of the
nation-state should be and how the higher education mission and policies
would be carried out to harness the potential human capacities of its

population.

Focuson Decolonisation of Higher Education

Thevery natureof higher educationin GhanaandAfricaat largeiscolonidit;
it comesfrom an Eurocentricideology of knowledge and understanding of
education. Decol onisation involvesfundamenta rethinking and reframing of
the curriculum and bringing Ghanaian and African cultureto the centre of
teaching, learning, and research. It isabout changing our understanding of
education and the subjectswe aretaught.

Decol onisation isoften evoked asan event of interruption of aspecific
process or characteristic deemed colonial and therefore undesirable.
However, thisconceptualisation isgrounded on avery selectiveanayssof
colonidity and colonisation. An aternativemobilisation of decolonisationin
education, taking account of theforce, pervasiveness, and complexity of
colonia perceptionsand rel ations, would framedecol onisation asalifelong,
life-wideprocess, fraught with difficulties, competing demands, and uncertain
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outcomes. As part of this process, higher education may be one of the
many spacesinwhichto denaturalisethemodern/colonia world, reach the
limits of what ispossiblewithinit, and experiment with the apparently
impaossible, without assuming that suchwork can ever befreefrom complicity
incolonia harm.

Inthe current conjuncture, many questions have arisen around the
possibilitiesfor ingtitutional transformation, aswell asaround the desired
horizon of change. Inthis, thereissignificant tenson around the purportedly
universa natureof inditutionslike collegesand universitiesand thedemand
for inclusonwithinthem by thosethat are cons stently deemed categorically
particular, such that their inclusion remains conditional and premised on
degrees of differencein referenceto auniversal standard. In response,
some have advocated for the need to reimagine adecol onising approach to
higher education (Boidin, Cohen & Grosfoguel, 2012).

Theuniverstiesin Ghanahave not donemuch sincethelate 1940sin
developing more innovative Indigenous methods of generating new
knowledge that are Ghanaian and yet, globally accepted as reference
material for exploring other new waysof knowledge-making (Baker, 2013).
Whiled universitieshave adopted new policiesand frameworksthat spesk
about equdity, equity, transformation and change, ingtitutional culturesand
epistemologica traditionshavenot changed congderably. Policiesmight be
there, but thewillingnessto implement them islacking (Department of
Education, ascitedin Heleta, 2016). The Ghanaian higher education system
still demonstrates characteristics of the British colonia legacy where
bureaucracy, hegemony, power and control are prominent features of
governance and management systems (Baker, 2013; McKaiser, 2016).
According to Mbembe (2016), thereissomething profoundly wrong when
syllabi designed to meet the needs of colonialism continuewell into the
liberation era. Thisiswhy it isof paramount importance to bring about
fundamenta epistemol ogica changeat ingtitutionsof higher learning.

Higher education in post-apartheid South Africahas experienced
significant transformations. The noticeable changesincludeintellectual
discourse on how the effects, memories and |egacies of apartheid have
shaped higher education policy and practices (Du Toit, 2000). Du Toit
opined that thereality of the apartheid |egacies often makeit difficult for
some academicsto engagein unbiased discussionsabout SouthAfrica's
past. Thisculture hasimplicationsfor academic freedom in many higher
education ingtitutionsin South Africa. Transformationin higher education
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have regional and socio-cultural contextsdueto differencesin priorities
and higher education agenda. Thisexplainsdifferencesin research agenda,
research methods, curriculum, scholarship and pedagogy.

It presentsthechalengeof creetingingtitutiond culturesthat genuinely
respect and appreciate difference and diversity — whether class, gender,
national, linguistic, religious, sexual orientation, epistemological or
methodological in nature — and creating spaces for the flowering of
epistemol ogies, ontol ogies, theories, methodol ogies, objectsand questions
other thanthosethat havelong been hegemonicinintellectua and scholarly
thought and writing. Thus, Mamdani (2011) argued that oneof thesignificant
contemporary chalengesfor African higher educationisidentifying themost
appropriate and applicable method of teaching the humanitieswithinthe
political, historical and socio-cultural contextsof post-colonial African.
Moreover, Mamdani reiterated theimplicationsof teaching African students
with concepts, theoriesand model sdevel oped by and for the Globa North.

ChallengesintheU.S.-Ghana Collabor ative Wor k

Theimportance of acritical anaysisof challengesthat confront Ghanaian
higher educational institutions cannot be overemphasi sed. Such analyses
providecritical guidelinesfor institutiona transformation asthe need for
continuous re-adjustment of visions, missions, objectivesand strategies
remainsobvious (Arnonoo-Neizer, 1998) in collaboration with the United
States. These critical analyses provide opportunities for stakeholders
including students, governmentsdevel opment partnersand investorsinthe
sector to enablethem to understand the issuesinvolved and to appreciate
the outcomes of whatever strategiesand actionsthat are being consdered.
Most universitiesin Ghanahavefostered educational collaborationswith
their counterpartsin the United Statesin order to improvethe quality of
education, training, professional development, outreach, and services.
Primarily, U.S. and Ghanai an educetion collaborationswereinitiated when
Ghanabecameindependent in 1957.

Lack of knowledgeof the context of Ghanaian higher education hinders
U.S.-Ghana collaborations. The West continues to dominate in the
production, organisation, and dissemination of theworld’sknowledgeand
information. The Globa South, and Ghanain particular, reliesheavily on
thisprivileged knowledge and information to informitsapproach to higher
education. Ghanai an higher education encompassesmany vauesandideds
that should be upheld by all educational stakeholders. According to the
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International Centrefor Academic Integrity (2012), thesevaluesinclude
honesty, trust, respect, fairness and responsibility. Knowledge of higher
education context involvesensuring that research, teechingand learning are
conducted honestly and fairly by faculty, staff and studentsalikewhich
reflects economic visions of Ghana. Thisincludes acknowledging the
intellectual contributionsof others, being open and accountablefor one’'s
actions, and exhibiting fairness and honesty in all aspects of scholarly
endeavor aswell asthe servicesprovided in higher educetion. Itimpactson
studentsand staff aswell asthenation at largeareinitscoreactivities, and
isfundamental to the reputation and standing of an educational provider
anditsmembers.

Financing higher education hasawaysbeen athorny issuefor parents,
policymakers, and other stakehol dersinthearenaof higher education. There
aremany model sfor financing higher education. However, whatever pertains
in Ghananow with respect to financing higher education cannot serveasa
modern nation-gate. According to Penrose (1998), financid barriersaccount
for someof thereasonswhy governmentsand administrationscannot provide
the best education to its people. However, the financial management of
education systemsisfrequently neither efficient nor effective. Again, the
central government doesnot adequately fund theseingtitutionsleadingtoa
lack of basic servicessuch asprofessors, laboratories, equipment, housing,
and other facilities so needed. Often the financial barriers and lack of
incentivising collaborations can hinder U.S. and Ghanaian partnersfrom
maintaining sustainable scholarly andteaching activities.

Theinadequate devel opment of information and communication
technology (ICT) anditstendency to promotetheglobalisation of knowledge
poses several challengesto higher educational institutionsin Ghanain
collaboration with the U.S. For academia, in particul ar, the challengewill
be how to sort out relevant information in their attemptsto take advantage
of theexplosion of knowledgethrough theinternet whilst remaining unique
(Braimah, 2004). However, the cost of thistechnology is such that many
indtitutionsarelikely to beisolated duetofinancial congtraints. Ingtitutional
leaders who are unable to devise means of providing the appropriate
environmentsfor their constituentsto take advantage of thisglobalisation or
knowledgethrough the use of theinternet should be prepared to facethe
threat of isolation and the pressure of demand for ICT. Others may be
forced to provide such infrastructure at high cost unlessthey can secure
some assistance from adonor.
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Using Collaborationsto Push Through Challenges

Ghanahasan opportunity to begin the process of finding an equitable, but
pragmatic formulafor higher education finance. Moreover, there are
additional opportunitiesto explore higher education formulasinvolving
favorable collaborations between U.S. and Ghanaian higher education
ingtitutions. The next section examinestheneed for adult learning in Ghana
Decolonising knowledgeor curriculumwould help bridgethegapin skills
and theoriesthereby fogering effective collaborationwiththe US. Subverting
knowledge generation paradigmsin Europeand Africaby de-centering the
Globa Northand re-centering the Globa South havethe potentia to promote
research and devel op research fundsin many African higher education
ingtitutions. Furthermore, asystematic critique of dominant knowledgeand
reviewing reading materia so asto avoid thetendency to removeand replace
(shift from onefundamentalism to another — EurocentrismtoAfrocentrism).
Decolonising the normativefoundationsof critical theory (progress, social
evolution, emancipation, and development) and changing the dominant
philosophiesandideasof human history requirestherethinking and retelling
of concepts like truth and knowledge so as to break out of the current
epistemic and systemic crisis. Learning to unlearnin order to re-learn:
deliberateforgetting of what wasintended for colonisation and privileging
what ismeant for liberation and freedom — aprocess of removal of the
hard disk of colonidity anditssoftware.

Changing the consciousness of teachers so asto appreciatethevaue
of what studentsfrom diversebackgroundshbring to theacademy. Reviewing
philosophy of education to that which recognizesindigenousknowledges
which underscorestudents' rightsto participatein theteaching andlearning
processas co-creators of knowledge not empty vesselsto befilled. Again,
reviewing assessment beyond fault-finding traditionsthat dehumanisesnew
formsthat affirm and empower. De-hierarchisation and democratisation of
supervisor-student rel ationship to enhance throughout through building
communitiesof practice such ascohort supervision and forma mentorship.

Theor etical Framewor k

Theoretical frameworks provideapremisefor aresearcher’sdiscourse.
Denzin & Lincoln (2008) addressed how the conceptsof truth, knowledge,
subject, rationdlity, structure, power, and language can be explored through
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avariety of theoretical frameworksthat yield varying outcomes for a
researcher’sstudy. Our work intendsto denotetheimportance of employing
culturally conscious pedagogy and practicein higher education spaces
through the application of chieftaincy, culturaly relevant pedagogy,
empowerment eval uation framework, and action research to conceptually
informour definition of culturally conscious pedagogy and practice.

Chieftaincy

Theancient governing practiceof chieftaincy isrichly rooted in Ghanaian
culture, ontology, and epistemology. Often informed by Indigenous
knowledges, Ghanaian culture servesasthe foundation for our conceptual
framework — alens for which to employ decolonising practices and
approachesto research.

Inherent in chieftaincy isservicewithinthecommunity as*“custodians
of communal landsand natural resources’ (Boakye-Yiadom, 2012, p.30).
Societa expectationsrequirechiefsto usetheseresourcesfor theupbuilding
of their towns and villages. Theinstitution of chieftaincy faces major
challengeswith national government interference, lack of accountability in
some pal aces, corruption, and expl oitation of communal resources, and
conflicts (Obeng, 1986; Boakye-Yiadom, 2012)—somewould arguethe
chalengesserveasimplicationsof widdly adopted post-colonial ideologies
that contradict decol onisation.

Anather important e ement of chieftaincy istheroleof nohility, indusve
of characteristicslike salflessness, integrity, rank, and virtue. Essentialy,
one'sleadershipisinextricably connected to their lovefor and responsibility
to the peoplethey areleading— “...work islovemadevisible” (Aidoo,
1977, pp. 40-41). Chiefsare accountable to their people and the socio-
economic development of their locdlities (Boakye-Yiadom, 2012).

Finally, chieftaincy drawson an ethos of advisement and consultation
with valued membersin the community. It isquite common and expected
that chiefsengagein participatory decis on-making processes(Obeng, 1986;
Boakye-Yiadom, 2012). Traditionally, their advisorsinclude an okyeame
or linguisticfor thechief and thecouncil of edersinthecommunity (Yankah,
1995). The essence of such council asan okyeameistheir functionality as
oratory persuasionists, protectorsof local languages, and gatekeepers of
the spiritual exchange of languages between the chief and the community.
Thispractice of both seeking advisement and mediating and preserving
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languages connectschieftaincy tothevery root of employing thedecolonising
practice.

Culturally Relevant Pedagogy

Culturally relevant pedagogy (CRP) embodiesvaluing multipleways of
knowing. Whilethisframework initially derived asameansfor incorporating
culturdly inclusveteaching gpproachesin K-12 dassrooms(Ladson-Billings,
1992;1995), the theoretical frame has expanded to incorporate higher
education curricular and co-curricular paces(See, 2010). Primarily, CRP
requireseducatorsto chalengetheeducationa outcomesof normativeculture
by using culturdly relevant approachesthroughout the curriculum, allowing
foramorecritically consciousand inclusive educationa environment (Gay,
2010). For the purposes of this paper, CRPhel psto shapethe discourse,
language, knowledge, truth, perceptionsof power, understanding of freedom,
identifying the subject, ability to affect objectivity, determination of redlity,
method, and thetype of scienceused (Lather, 1991; Maddox, 2011)—we
usethisframeto uncover the multiplewaysof knowingwecanemploy in
thispost-truth era.

Empower ment Evaluation

Collegesareeducatingamorediverseand globa population, andwithit, is
aneedfor morediverse practicesof eva uation— recognising theimportance
of local knowledge and understanding from student’ shome countries. Self-
evauation isthe most common form of assessment utilised today, even
though many professionasarenot adequately trained in academiceva uation.
However, empowerment eval uation offersamoredirective approach to
self-evaluation (Donal dson, 2017). Empowerment eval uation has shown
itself to beavaluabletool to usefor eval uatorswho wish to have a better
understanding of central issuesthat affect sudentsfromadiversebackground
(Fetterman, 2007; Miller & Campbell, 2006). Theempowerment evaluation
approach provides specific communitieswith theknowledge, aswell asthe
tools, needed to establish, devel op, monitor and eval uatetheir performance
(Fetterman, 2007).

One of the most notabl e outcomes of empowerment evaluationis
sncethe benefiting community hascreated their approach totheevauation
processit alowsthemto conduct theeva uation, read theresults, understand
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it, and trust the results (Fetterman, 2005). Therefore, thecommunity accepts
theresults, and thereisahigher chance that the community will usethe
resultsto make changeswithin their sector. Prominent scholarshave shown
that the principlesof empowerment evauation, of whichthereareten, actively
hel p community membersand staff find waysto understand results better
and establish waysto apply their resultsin order to make a difference
(Fetterman, 2005; Miller & Campbell, 2006). Through our practice of
culturally responsive pedagogy and inclusive programme assessment/
evaluation practices with our Ghanaian colleagues, the principles of
empowerment eval uation were quite applicableto our real-world setting.

Action Research

Initially coined by Lewin (1946), action research employsasimilar process
of reflection like empowerment eval uation, but with adifferent approach,
which allowsfor discussion of research and results among community
membersand their collaborators (L ewin 1946; Sagor, 2000). WhileLewin
(1946) originally focused on the impact action research would haveon
social action; today, educational practitionersusethe approach to engage
in research that is more task-oriented instead of relying on theoretical
research (Watts, 1985). Particularly, Sagor (2000) indicatesthat action
research employsresearchtool sand red-world practical examplesalowing
educatorsto focus on problemsthey have identified astarget areasfor
themsel ves (Sagor 2000; Watts 1985). Action research a so promotesthe
useof dready exigting datato enhancethe professonad standing and efficacy
of educators (Sagor, 2000). Similar to empowerment eval uation, action
research encourages col | aborative measures between colleagueswhich
increases professiona development and hel psprofessionalsto engagein
meaningful research and evaluation (Wetts, 1985). Our HEGC collaboration
with Ghana an higher educationfaculty and practitionersdirectly incorporated
thetenetsof action research.

Culturally ConsciousPedagogy and Practicein Higher Education

By employing the aforementioned theoretical framesto our approach, we
enacted culturally conscious pedagogy and practicein our collaboration
with our Ghanaian colleagues. Culturaly conscious pedagogy and practice
alow faculty and practitionersto challenge discriminatory and oppressive
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congtructsfoundin areasof race, sexuality and gender, and disability (Burr,
1995; 2003; Maddox, 2011). Moreover, culturally conscious pedagogy
enhances the knowledgeabl e skill set educators have through specific
eva uation measureswhichfocuson red-world problemsinadiverse setting
(Donaldson, 2017; Sagor 2000). To further this body of literature, we
partnered with Ghanai an education professional sto center Ghanaian and
Indigenouswaysof knowing. Our commitment to using culturaly conscious
pedagogy asaliberatory practice are outlined through our devel opment
andimplementation of our high-impact study abroad programme.

HEGC Programmeand Decentring Whiteness

Higher education has existed for hundreds of years, with the oldest
universitiesdating back asearly as331AD in Cairo, Egypt (Ajayi, Goma
& Johnson, 1996; Woldegiorgis& Doevenspeck, 2013). Despitetherich
history of education starting and existing on the continent of Africa, western
history suggeststhat higher educationisawestern concept. Tuck and Yang
(2012) asserted that an effect of colonialismisthe erasure of Indigenous
historiesand education. We expand thisstatement and posit that colonidism
Isthe adoption of whitenessasit relatesto dominant history, culture, and
education.

Asdefined by McLaren (1997) “whitenessisasociohistorical form
of consciousness, given birth at the nexusof capitalism, colonid rule, and
the emergent rel ationshipsamong dominant and subordinate groups’ (p.8).
Whiteness can be defined asthe adoption of feelings, cultural formations
and social practicesthat value white and colonia ways of knowing and
being. Although white people benefit from pervas vewhiteness whitepeople
do not need to be present for whiteness to exist. Institutions of higher
education, by not attending to the full histories of society, associate
themselvesand arelinked to colonial ideol ogieswhich center whiteness.
With thisin mind, instructors of the HEGC Programme wereintentional
about decentring whitenessand utilising decol oni sation practices.

Decol onising practi ces can be defined as decentring Western ways of
knowing and moving towardsacritical consciousness. Tuck and Yang (2012)
asserted that decol onisation istied to settlers (and/or colonisers) givingup
privilegeand power, specifically asit relatesto land. Whileweagreewith
thisstatement, for the scope of the HEGC programme, decol oni sation was
conceptualised by decentering western practices asthe primary way of
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knowing whilst introducing accepting different waysof knowing that center
the experiencesand voicesof practitionersand studentsin Ghana. Asnoted
by Afonja (2005), researchers are “challenged not just to produce
knowledgethat reflectsAfricanreditiesbut soto dter the epistemol ogical
basisof knowledge production” (p.2). Thisisoneof the primary goal s of
the HEGC Programme.

To accomplish thegoasof the HEGC curriculum, HEGC! ingtructors
incorporated reflection activitiesand readingsthat introduced studentsto
new epistemol ogical reframesinformed by Ghanaian scholars. Prior tothe
in-country experiencein Ghana, sudentswereassgned readings[including
African Experiencewith Higher Education by Ajayi, et al. (1996)] and
reflectionsactivitiesfocusing on considering different formsof knowledge
and knowledge acquisition. The readings focused on understanding
neocolonialism, the educational context in Ghanaand use of responsible
assessment practices. Students engaged in self-reflection where they
examined their multipleidentities, reviewed conceptsrelated to power
and privilege, explored educationinaWest African environment and learned
about Ghanaian culture. Studentsal so learned about the variousingtitutions
in Ghanathat wereapart of the HEGC! Programme. Specificaly, visiting
with faculty, administrators, and students at Kwame Nkrumah University
of Scienceand Technology, University of Ghana-Legon, University of Cape
Coast, and Ashesi University. The in-country component of HEGC!
programmefurther encouraged thisexploration (Moore, Martin, & Boakye-
Yiadom, 2018).

Participantsimmersed themsdlvesin Ghanaian culturethrough various
vidtsto socio-higtorical sites, including the Cape Coast Castle, theKwame
Nkrumah Mausoleum, the Ntso Craft Village, Kente Weaving Centrein
Bonwire, and Assin Manso. These activities hel ped participantsgain a
deeper understanding of the history and context of Ghanaian culture. Each
day, instructorsand studentsengaged in adaily debriefing to make sense of
their learning and continue decentering whiteness. Participants of HEGC!
also engaged in participatory action assessment/programmeimprovement
research by meeting with student affairs professionals from various
indtitutionstolearn about the varied needs of Ghanaian students. Particularly,
partnering with professona sin specific unitsat the University of Cape Coast
to addressaunit identified concern. We served as collaboratorsworking
over thecourseof four monthsto collect information, collectively problem
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solve, and devel op asol ution-focused approach in the Ghanaian context
(Moore, Martin & Boakye-Yiadom, 2018). During thisprocess, participants
of the programmewereintentional about using the knowledge and wisdom
of Ghanato collaborate with Ghanaian higher education professionsfor
programme enhancements. Moreover, whilein-country, weengagedina
collogquium on the University of Cape Coast campuswith student affairs
professionals, faculty, and graduate students to exchange knowledges
regarding higher education scholarship and practicein the Ghanaian context.
After returning fromthein-country component of the programme, participants
continued to work collaboratively with Ghanaian higher education
professionals. The culminating event for the HEGC! Programmewasits
international symposium, hosted in-person and virtualy. Participantswere
abletoreflect on their experienceswhilea so sharing thefinal proposals
that weredeve opedin collaboration with Ghanaian sudent affairsand higher
education professional s. The symposium also highlighted Dr. Michael
Boakye-Yiadom asthe opening plenary speaker, addressing the status of
and opportunitiesfor advancement in Ghanaian higher education. Our
engagement in the symposium was essentia to expanding the narrative of
decentering whitenessin globa collaborations, specifically with partnersin
the global South. The overall HEGC Programme continuesto promote
sudtainable, culturally consciouscollaborationsin Ghana— whilereflexively
including multiplewaysof knowinginto our partnerships.

Implicationsand Recommendationsfor Practicein Higher
Education

In this paper, we presented how we framed and implemented the Higher
Education in the Ghanaian Context! (HEGC!) Programmeasaculturally
conscious practicethat decentreswhitenessand Western culturein higher
education. Wedesigned thisprogrammeto reframe higher education practice
for participantsand for them to understand other cultural perspectivesthat
inform higher education. While Ghanaisour context specifically, broadly,
thereisaneed for contextualisation of higher education using culturally
consciouspractices. Inthissection, weoffer implicationsfor higher education
policy, higher educationingtitutions, and sudent affairsand servicesin higher
educationfor the United States, Ghana, and countriesall around theworld
who have so much to offer to how higher education is imagined and
implemented.
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Implication for Higher Education Policy

Whiteness, coloniality, and Western practiceisembedded globally in higher
education. In order to decenter thismonolith government leaders, policy
makers, and higher education |eadersmust creste policiesthat serveadua
roleof centering cultural context and phasing culturally consciouspractices
within higher education. Enacting these policiesshoul d centreon devel oping
compelling culturally appropriateincentivesthat create buy-infor higher
educationinstitutional leaders. Thefocusof these policiesshould beon
culturdly consciousstructuresthat reflect thecultureinwhich theingtitutions
reside. For example, Boakye-Yiadom (2015) acknowledgesthe chieftaincy
culturein Ghanaas an example of how |eadership operatesin the country.
Higher education policy in the country should reflect chieftaincy in how
ingtitutionsare structured and implemented curriculum.

Recommendationsfor Higher Education Policy

Oneof the benefitsof Western higher education policy can bethat it provides
one perspective, so any enacted policy can consider Western higher
education as an examplethat then is contextualised to the culture. Asa
result, many of the policiesregarding higher education outside of higher
education understandably drawsfromWestern contextsgiven the successful
massification of higher education (Trow, 2006) and therolethat higher
education completion hasin the devel opment of countries(Ludemanetal .,
2009). Higher education palicy, in addition to centring culturally conscious
practices, should consider how thesenewly crested policieswill bephased
inand contextuaised for the context (Woldegiorgis& Doevenspeck, 2013).
Indoing so, it acknowledgesthe gap that would result when thereisjust a
removal of apracticewithout aphased in contextualisation of new practice.
Whilepolicy iscritical to providetheinfrastiructureand scaffolding, culturaly
conscious practicea so hasimplicationsfor higher educationingtitutionsto
implement.

Implicationsfor Higher Education I nstitutions

Whilepadlicy providesascaffolding, higher educationinditutionsimplementing
culturally conscious practi ce should also consider how they contextualise
policies, practices, and structuresthat primarily servethe subpopul ations of
studentstheingtitutions serve. Asdiscussed earlier, thereare severa types
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of higher educationingtitutionin Ghanathat serve specific sudentsand their
needs. In order to understand how to contextualise higher education practice
for their subpopulations, ingtitutional |eaders should outlinethe use of local
knowledge of their ingtitutions. Here, assessment and eval uation practices
becomecritical inhdping ingtitutionsto both harnessknowl edge about their
students and usethat local knowledgeto contextualise higher education
policy for their campuses. For the HEGC Programme, weincorporated
action research and empowerment eval uation asboth of theseframescenter
the context and theindividua swithin the context.

Implicationsand Recommendationsfor Student Affairsand
Services

Centra tothe HEGC Programme approach wasafocuson partnering with
the University of Cape Coast faculty and staff to identify collaborative
research projectsfor the programme participants. Under the direction of
the University of Cape Coast (UCC) partners, participants engaged in
literature reviews, interviews, document reviews, and other information
gathering mechanismsto support their project aims. Programme participants
wereableto learn about Ghanaian culture and higher education aswell as
apply their learning through their research and consultation projectsusing
the frameworks described above. Thistechnique centersthe Ghanaian
context and practitionersinidentifying needsand prioritiesfor the projects
and working directly with studentsin accomplishing theproject goals. Asa
result, Ghanaian practitioners sharetheir knowledge and expertisewith
participantsexperientially rather than through the static banking approach
InWestern educationa systems(Friere, 1972).

For higher education broadly, thistechniqueillustrates how we can
decenter knowledge as something that can be owned and commodified
and collected as evidence of ownership, and rather moveinto what Patel
(2016) calsanswerability. According to Patdl, “answerability meansthat
we haveresponsibilitiesas speakers, listeners, and those responsibilities
include stewardship of ideasand learning, not ownership” (p. 372). Within
higher education, thisisindicative of aprivileging of knowledge, not for
capitalistic gain or ownership, but in reverence and respect. Thisisa
sgnificant shiftin how wethink about both the gathering and dissemination
of knowledge withinWestern higher education that affects how wethink
about the process of research, teaching and learning. In order to make



44 Ghana Journal of Higher Education \olume 7

roomfor thisrelationa knowledge, wea so hadtofocuson our pedagogical
approaches and techniquesfor the HEGC Programme.

Infacilitating the HEGC programme, we wereintentional about how
we, asthe programme directors, facilitated alearning environment for
students. In our pedagogy, we stressed the need to decol onise our frames
and contextualise theseframesin termsof Ghanaian higher education. In
every course session and in the reflections students submitted, we asked
them to consider what we called abig question for the course: What can
thisexperience teach me about my practiceasaglobal leader inmy field?
Thisquestion had atwo-fold purpose. Primarily, wewanted to give students
atool through which they could framewhat they werelearning, notjustin
termsof problems, but intermsof possibility. Inthisway, wefollow de
SousaSantos (2015) in hisassertion that “ our problemsare practical, our
questionsproductive’ (p.16). Rather than having studentswrestlewith the
tension of learning new information within anew context aone, wethought
that thisquestion, aswell asall others students provided, weredonein
relation with each other and were productive. Secondly, the big question
called programme participantsto thecritical need to connect their practice
totheglobal. Inthis second reasoning, wewere not seeking to makethe
sudentsglobd leaders, rather we called attention to the need to contextudise
practiceto thelocalitiesrather than think about aglobal best practicethat
disregarded cultural eementsto privilegetheWestern context asuniversal.

Thisintentional preparation sought to prepare participantsfor the
Ghanaian context and to havethem investigate how they haveinternalised
colonidity asthemechanism through which programme participantslearned
about different cultural contexts. Further, thelearning processfor students
wasintentionaly designed to question thestructure of whiteness, revisionist
historiesof thetiesbetween the United Statesand Ghana, and therealities
of post-liberation contexts. Theimplicationsof thispedagogy arefor higher
education faculty to use decol oni sation and anti-col onisation asaframefor
creating course content and learning objectives. Further, asthe American
educational model isbeing rapidly replicated globally, thisintentional
pedagogica approach prepares students for a contextual rather than
colonised approach to learning and application.

Concluson

This paper hasexplored the experiences of student affairs practitioner and
educators who engaged in decolonising practices through the HEGC
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Programme. With decol oni sation scholarshipin mind, the authorsengaged
inthiswork without erasing the knowledge and experiences of the Ghanaian
educators and students — rather those experiences were centred.
Participantsand instructorsof theHEGC Programmewereimmersedinan
educational and cultura experiencewhereoneof thekey objectiveswasto
understand student affairsand higher education practicesin anon-Western
context. They did thisby engaging inrelevant literature and meeting with
educators, practitionersand even studentswho attended variousuniversities
in Ghanaand engaging in empowerment eval uation.

In addition to empowerment eval uation, scholars of thiswork used
several theoretical conceptsto guidetheir work, including chieftaincy,
culturaly relevant pedagogy and action research. These conceptsallowed
theauthorsto decentre\Western approachesto higher education assessment
practicesand promoteknowledgeacquistioninaculturaly relevant manner.

The devel opment of higher education isriddled with the effects of
neocol onialism and colonialism. Many countries, including Ghana, are
reframing educational policieswhich centreindigenousknowledge. This
work does not comewithout its challenges, such asresistanceto change
and comfortability with the statusquo. Additionally, global collaboration
between Ghanaand the U.S. was challenging because some Ghanaian
leadersview the U.S. as expertsin higher education, the U.S. does not
haveafull understanding of the barriersto higher educationinaGhanaian
context, financing higher educati on and adequate devel opment of information
and communication technology. Despitethe challenges, theauthorsargue
decol onisationwork and global partnershipsarenecessary for educationin
a Ghanaian (and American) context to successfully meet the needs of
students.

Weimplore American higher education faculty to employ culturally
conscious pedagogy and practices and engage in inclusive programme
assessment/eval uation practicesthat support student success. Weinvite
scholarsand practitionersto explore research designsthat incorporate our
conceptua framework. By doing so, culturally conscious practicesbecome
atool for decentering Western perspectivesin higher education and begs
the need to understand the context of the country — culture, history, and
perspectives— rather than privileging American-Western operations. In
addition, culturally conscious pedagogiesand practicesuplift, harvest, and
cultivate other waysof knowing, being, and doing within higher education
from which American practitioners can learn. Higher education hasan
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opportunity totransform globa educationinthispost-truth eraby employing
multiplewaysof knowing intheknowledge acquisition process.
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Abstract

This paper assesses the perception on learning gains, educational experience,
academic and non-academic support issues, facilities and resources available to
support learning using the Kwame Nkrumah Univer sity of Science and Technology
(KNUST) asa case. It examinesitsimplications for graduate education in Ghana.
The study adapted a set of questionnaires devel oped by Mohamed, Suja, & Ismail
(2012). Three hundred questionnaires were administered with a return rate of
55.7%. Descriptive statistics were used to present the perception of participants.
Relative Importance Index (RIl) was used to analyse the relative importance of
each variable of assessment facilities according to each responses weight. The
graduate students' overall quality of learning was 92.3% (Good and above). The
assessment of lecturer/supervisor in assisting students was rated 87.4% (Good
and above), student/lecturer relationship was rated 89.8% (Good and above),
student/administrative staff relationship was rated 83.2% (Good and above), and
student/library staff relationship was rated 76.6% (Good and above). The result
shows that three variables (security and safety, library resources and programme
specific needs) were perceived positively by graduate students. Three variables
(ICT and Internet Service, Administrative Support, Health and Counselling) were
not positively perceived by graduate students. The study recommends for adequate
systems, structures and resour ces to support graduate students. Capacity training
isrecommended for all staff; especially, administrative staff.

Introduction

Higher education institutions (HEIs) around theworld are using severa
quality assurance mechanismsto obtaininformation for improvement of
their programmes. One such method, which has been used over theyears,
isstudents’ satisfaction surveys. Students as major stakeholdersin the
teaching and learning process provide val uableinformation, which when
analysed and used effectively, can provide positive feedback for
improvement of any educational process (Simmons, 2002).

A report by Oklahoma State University on a Graduate Student
Satisfaction Survey indicates that the perception of students on their

50
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educationa experiencescan yieldimportant information on the strengths of
academic programmes aswell asparts of the academic programmesthat
need some modification. Thereport further claimed “ data from student
opinion surveys can be useful for demonstrating the best traits in a
programme to prospective students, alumni, benefactors and, most
importantly, the data can be useful for making informed decisions
about programme improvements’. Mohamed, Sujaand Ismail (2012)
also indicated that a graduate exit survey is a method of collecting
information on the quality of graduate education fromthe per spectives
of graduating students upon the completion of their degree
programmmes.

In view of the above, HEIs put in place policies to guide them to
enhance their teaching and learning processes as part of their quality
assurance management. The Kwame Nkrumah University of Scienceand
Technology (KNUST), Kumas, apublicingtitutionin GhanahasaQuality
Assurance Palicy, which callsfor satisfaction surveysand tracer studiesto
be conducted to get feedback from students. Thefeedback isto beusedin
Improving theteaching and learning process. It iscurrently unknown the
extent to which such studies have contributed to theimprovement of quality
standards; especially, at the School of Graduate Studies (SGS). Therewas,
therefore, the need to conduct an exit survey of student graduating from
KNUST’s SGS so the results could be used to improve the quality of
educationd programmesat the SGSinKumead, Ghanaand smilar inditutions
around theworld.

Review of Related Literature

Thereisthe need for HEI s graduates to be equipped with the relevant
education to enablethem function effectively in society. In recent times, the
question of HEI equipping studentswith the needed skillstofunctioninthe
world of work or createtheir own employment has arisen. According to
Caricati (2016), universitiesworldwide are expected to play animportant
roleintheprocessof introducing graduatesinto thelabour market. Cariceti
holdstheview that “ educationa institutionsare called on to equip students
withmorethanjust academic skills, thereby hel ping them to meet the needs
of commerceand industry.” Thelearning gains by graduate studentsis
therefore, important for them to becomeworthwhilecitizensand contribute
to societal development.
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Theabovenotwithstanding, Haworth (1996) observed someperceived
mismatches between student expectations and realities of the work
environment. Thereistherefore, the need to provide adequate support for
graduate studentsto get the appropriate educational experiencethat are
closer totherealitiesof thejob environment.

Again, support from academic and non-academic staff isacrucial
ingredient in graduate education especially when they need resourcesto
work independently. Ismail (2013) quoting aNationa Centrefor Education
Statisticsin 2007 report prepared for the United States Department of
Labour on the status of adult learnersin higher education specifically
mentioned theimportance of understanding their “uniqueneeds’. Thereport
observed that such studentsfaceamyriad of challengessuch aslimitedtime
and family commitments, which young studentsmay not face. Thereport
therefore, suggestsamong othersthat adult learners need more support
thantheir younger counterparts.

Theissueof quality assurance has become part and parcel of HEIS
buzz words. Thisisbecause, inthe opinion of Coates (2005), students,
academics, adminigratorsand ingtitutionsneed information about the quaity
of education for different purposes. For instance, on the part of students,
they need information about the quality of the educational enterpriseto
decide on the choice of acourse. In adifferent dimension, governments
and other funding agenciesrely oninformationwith respect tothequality of
education toinfluencetheir decisonson funding, accountability and policy
directions. Onthepart of administratorsand academic saff, suchinformation
assists them to assess and enhance programme content and delivery
methods. For the above and many other reasons, issues about quality
assurance has become part of higher education priorities (Coates, 2005).

In an exploratory study by Hill (1995) which observed agroup of
students’ expectations and perceptions of servicequality over time, he
concludesamong othersthat there was the need to gather information on
“students’ expectations, not only during their time at university, but at
the point of arrival and before, to manage students’ expectations from
enrolment through to graduation, in order to align themas closely as
possible with what can be delivered by way of service quality, for the
student evaluation process, or upward appraisal, to bedealt withina
much more detailed, comprehensive and multi-focused way” . This
presupposes that, higher education institutions need to measure the
perception of students at each stage of the education ladder in order to
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provide useful informationtoinform theway forward. Thisshould bedone
not only during students’ exit but even during their student days.

Inanother study conducted by Boateng (2014) on Quality Assurance
and Internationalisation in a Private University College, the study
concluded among others that full engagement of students through the
amount of time and effort put into teaching, learning and assessment
as well as the commitment of more institutional resources, curricula
and other |earning opportunities areimportant to promote experiences
that lead to more learning, satisfaction and successful graduation” .
The study which examined among others, quality assurance practiceina
privateuniversty collegein Ghanawith theintention of improving teaching
andlearning especidly for internationa students. Thisstudy further confirms
that theviewsof sudentsinensuring quaity intheprovisonof higher education
Isalways paramount and isvery consi stent with the conclusions of other
studiesby Haworth (1996) and Hill (1995).

Intheopinion of Okae-Adje (2012), Ghanaemploysamultiplicity of
quality assurance models. These arethe command and control model, the
professiona self-regulatory model and the market model. However, the
National Accreditation Board (NAB), theMinistry of Education (Tertiary)
(MoE) and the National Council for Tertiary Education (NCTE) also play
sgnificant rolesinensuring quality at thetertiary educationleve in Ghana

A study on Eurograduate Feasi bility which was undertaken by the
German Centrefor Research on Higher Education and Science Studies,
thelnstitutefor Advanced Studies, Austria; the Education Policy Centre,
CharlesUniversity in Prague; and the European Students' Union, Belgium
in 2016 focused on how asustainable study on Europe’shigher education
graduates could beachieved. It came out among othersthat, therewashigh
demand for graduate study among stakeholders. Again, “transition” and
“employment” arecentral research questionsand that graduate studiesare
common but the approaches to studying such phenomena are very
heterogeneous. Thislayscredenceto thefact that even though the studies
arevery important feedback mechanisms, the approach or methodol ogy
differ among stakeholdersinHEIs.

A study by Mohamed, Sujaand Ismail (2012) for graduate students
from June 2010 to May 2011, produced information on learning gains,
educational experience, academic and academic support issuesaswell as
facilitiesand resources. The study found out that lifelong learning ability,
comprehension and in depth understanding of field study, educational



54 Ghana Journal of Higher Education \olume 7

experience, exposure to common and professional tools, commitment of
thelecturers/'supervisorsin ass sting students, assessment of academic and
non-academic support i ssues and security and saf ety were among thetop
issues of concern to students. The study then concluded that there was
indeed, considerable learning gains by studentsfor al the programme
outcomes created by faculty.

In another study Brookes (2003), concluded that student experience
surveys havethe potential benefitsof aiding in quality management and
enhancement in Schools. The paper informson anumber of advantagesto
be derived from the use of the views of students and concludesthat the
viewsof sudentsarevery important mechanismstoimprove upon qudity.
Inview of theforegoing, thisstudy focused on assessing thelearninggains,
educationa experience, academic and non-academic supportissues, fecilities
and resourcesavailableto support learning at KNUST and examined their
implicationsfor post-graduate education at KNUST.

Resear ch Questions

1. What werethelearning gainsthat graduate students have obtained?

2. What werethe educational experiencesthat graduate studentshave
obtained?

3. How satisfied are graduate studentsin respect of academic and non-
academic support provided for their studies?

4. How satisfied were graduate studentsin respect of availability of
resourcesand facilitiesfor learning?

M ethodology

Thisstudy adapted aset of questionnaires devel oped by Mohamed, Suja
andlsmail (2012). Thevadidity and reliability of thequestionnaireswerere-
tested because they were being used in adifferent geographical context
dthoughthe previousstudy tested thevaidity and rdiability. Two experienced
senior faculty membersat KNUST were asked to review them to ensure
content validity and fitnessfor purpose.

The questionnaires consisted of thefollowing parts: Respondents
Profile; Assessment of Learning Gains; Assessment of Educational
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Experience; Assessment of Academic and Academic Support Issues; and
Assessment of Facilitiesand Resources. Thedatafor thisstudy isprimary
data obtained by administering questionnaires to graduate studentsin
KNUST. A convenient sampling method was used in the selection of
respondents at the 2018 June graduati on rehearsal event. Inthisstudy, 300
setsof questionnaireswere distributed in two days. However, only 167
graduates (Masters— 146 and PhDs 21) responded, giving areturn rate of
55.7%.

Datagathered was anaysed using the Stati stical Packagefor Social
Sciences (SPSS) softwareversion 16.0. Descriptive statisticswas used to
present the perception of participants. Relative Importance Index (RII)
was used to analysetherel ativeimportance of each variable of assessment
facilitiesaccording to each responsesweight. TheRII isgiven by

zw
A=N

RII =

where; 1 isthewelght given to each factor by therespondentsand ranges
from1to 5 (where Excellent = 5; Very Good = 4; Good = 3; Average =2,
Wesak =1); 4 isthehighest weight (5inthiscase) and i isthetotal number
of respondents.

Results

Descriptive Satistics of Demographic Characteristics of
Respondents

The demographic qualities of surveyed respondentsof graduate students
weretheir gender, educational financing, employment statusand College of
filiaion.

Theresult of Table 1 showsthat majority (111) of the respondents
weremale, constituting 66.5% of thetotal number of respondentswhile
33.5% (56) werefemal e respondents. Theresult also showsthat 70.1%
were employed, 16.8% were unemployed and 13.2% had ajob offer. In
termsof financing their education, 73.1% of therespondentswerefinancing
their education themsalves, 14.4% had their financing fromtheir parents/
guardians, 4.2% had their educationd financing fromtheir employers, 7.2%
had their funding through scholarship and 1.2% from student loans. The
result of Table 1 showsthat mgjority (28.7%) of respondentswerein CoS,
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whereas the least (7.8%) were from CABE. 10.8% of the respondents
werein CANR, 19.2% from CoHSS, 12.6% from CoHS and respondents
fromIDL congtituted 14.4% of the surveyed respondents.

Table 1: Demographic Char acteristics of Respondents

Demographics Characteristics Frequency | Percent
Gender

Male m 66.5
Femae 5% 335
Employment Satus

Employed g 701
Unemployed 2 168
Job Offer was gathered on the study 2 132
Educational Financing

Self-Financing 12 731
Parents/Guardians 24 144
Employer 7 42
Scholarship © 72
Student Loan 2 12
College

CABE 13 78
CANR 18 108
CoE u 6.6
CoHSS iKY 192
CoHS 21 126
CoS 48 287
IDL 2 144

Source: Researchers' Field Work, 2018.

*Key:

CABE: Collegeof Art and Built Environment

CANR: College of Agriculture and Natural Resources
CoE  Collegeof Engineering

CoHSS: College of Humanitiesand Social Sciences
CoHS:. College of Health Sciences

CoS.  Collegeof Science

IDL: Institute of Distance Learning
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Assessment of Learning Gains

Theassessment of learning gainswasdivided into two levels, Master’sand
PhD.In ng thelearning gains, Six statementsrelated to Programme
Outlines (POs) were provided and for each response, aLikert Scaleof 1
to5wasgivenwith“1” indicating“Weak” and“5” indicating “ Excdllent”.

Responseto Master’s Degree POs (146)
For theMaster’slevd, the POswereasfollows:

PO 1: Ability toacquireand apply fundamenta and advanced knowledge
inthefield of study;

PO 2: Ability tointegrate knowledge and manage advanced problems
related tothefield of study;

PO 3: Ability toexecuteresearch plan, andyseand deliver researchresults
through written and oral presentations,

PO 4: Ability to understand the elementsrel ated to project planning and
management;

PO5: Ability to evaluate and make decision by considering socia and
environmental responsibilitiesthat relateto ethics; and

PO 6: Ability todemondratelifelonglearning skill and acquire additiona
knowledge

Table2: Respondents perception on programmeoutcomes(M aster’ sdegr ee)

Responses
PO Weak | Average | Good Very Good Excellent
PO1 No. 1 3 2 e L2
% 0.7 21 144 5.1 288
PO2 No. 3 3 20 @ 51
% 21 21 137 473 349
PO3 No. 2 1 2 66 53
% 14 0.7 151 452 36.3
PO4 No. 4 7 » 5 A
% 27 48 288 404 233
PO5 No. 2 4 2 5 2
% 14 27 137 3097 425
PO6 No. 2 4 2 % 63
% 14 27 151 377 432
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For PO 1, 54.1% of therespondentsagreed that they positively gained
(“Very Good”). Another 28.8% replied “ Excellent” whereas 14.4% stated
“Good’. 2.1% of them chose“ Average” and 0.7% chose* Weak” .

On ahility to integrate knowledge and manage advanced problems
related to thefield of study (PO 2), 47.3% responded “ Very Good”, and
34.9% of them stated “ Excellent” . A score of 2.1% wasrecorded for those
that replied“ Average’ and“Weak” andtherest of 13.7% remarked“ Good”.

For PO 3 which was on ability to execute research plan, analyse
and deliver research results through written and oral presentations,
45.2% of respondentschose” Very Good”, 36.3% chose” Excdlent”, 15.1%
chose*Good”, 0.7% said “ Average”’ and therest of 1.4% of themindicated
“Wesk” astheir response.

On ability to under stand the elements related to project planning
and management (PO 4), 40.4% indicated “ Very Good”, 28.8% indicated
“Good”, 23.3%indicated “ Excellent” and 4.8%indicated “ Average’. The
rest making up 2.7% indicated a“Weak” response.

On PO 5, 42.5% responded “ Excellent”; 39.7% responded “ Very
Good”; 13.7%indicated “ Good”; 2.7% responded “ Average”; and 1.4%
said“Weak”.

For PO 6, 43.2% of the respondentsindicated an“ Excellent” answe,
37.7% of themindicated “ Very Good”, 15.1% responded “ Good”, 2.7%
indicated “ Average” and 1.4% gavea“Weak” answer.

Response to PhD POs (21)

PhD graduateswerea so rated using adifferent set of POs. Table 3 depicts
the percentage and number of answersin relation to thefollowing PhD
POs:

PO 1. Ability todemonstrate asystematic comprehension andin-depth
understanding related to thefield of study;

PO 2: Ability todemongratemagtery of skillstoformulateproblems, desgn
and implement research with scholarly strength;

PO 3: Ability tomakecritica analysis, evaluation and synthesisof new
and complex idess,

PO 4: Ability to contribute new knowledgeto the areaof research and
publish resultsof research through thesisand writingsfor publication
a theinternationd levd;
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PO5: Ability to communicate with peers, scholarly communitiesand
society at large concerning thefield of expertise; and

PO 6: Ability toundertakelifelong learning skillsnecessary infulfilling
respong bilitiesto thesociety.

Table3: Respondents’ per ception on programmeoutcomes(PhD)

Responses
PO Weak | Average | Good Very Good Excellent
PO1 No. 0 0 0 4 17
% 00 00 00 191 809
PO2 No. 0 0 0 6 15
% 00 00 00 286 714
PO3 No. 0 0 0 5 16
% 00 00 00 238 762
PO4 No. 0 0 0 3 18
% 00 00 00 143 857
PO5 No. 0 0 0 6 15
% 00 00 00 286 714
PO6 No. 0 0 0 5 16
% 00 00 00 238 762

On PO 1, 80.9% of respondentsindicated “ Excdllent” intheir answer
and theremaining 19.1% of responded “ Very Good” astheir response.
For PO 2 (ability to demonstrate mastery of skillsto formulate problems,
design and implement research with scholarly strength), 71.4% of them
indicated “ Excellent” responseand theremaining 23.8% indicated a“ Very
Good” response.

For PO 3, 76.2% of respondentsindicated “ Excellent” and therest of
23.8% rather indicated “ Very Good” on thisattribute. Responseson PO 4
wereasfollows: 85.7% of themindicated “ Excellent” and therest of 14.3%
indicated “ Very Good” response.

Responseson PO 5weredso asfollows: 71.4% answered * Excellent”
and therest of therespondents making 28.6% posted “ Very Good” intheir
response. On PO 6 which was on ability to undertake lifelong learning
skills necessary in fulfilling responsibilities to the society, 76.2%
respondentsindicated “ Excellent” and therest of 23.8% indicated a“ Very
Good” response.
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Assessment of Educational Experience

In additionto the assessment of |earning gains, the educationa experience
of graduates (both Masters and PhDs) was tested with the following
attributes:

E1 Theoverdl quaity of thelearning experienceat thefaculty;

E2 Theoverdl quality of thetechnical content of the programme;

E 3 Workinginteamsin order to solve problems;

E4 Accesshility toinformation (such asscholarly journas, books, etc.);

ES5 Applying knowledgeon environmental and ethical issues; and

E 6 Exposuretocommon tools(such asMSWord and Excel, etc.) and
professional tools (such asAutoCad, Matlab, etc.)

Table4: Respondents’ perception on educational experience

Responses
E Weak | Average | Good Very Good Excellent
El No. 1 © 3B 76 45
% 06 72 198 455 270
E2 No. 2 10 37 67 51
% 12 6.0 22 60.1 305
E3 No. 4 5 K3 G 46
% 24 30 216 455 275
E4 No. 9 % 45 50 3
% 54 156 269 300 21
E5 No. 2 0 3 6¢) 63
% 12 00 168 412 408
E6 No. 8 19 37 73 0
% 48 14 22 473 180

For E 1, 45.5% of graduates responded that the quality of the
learning experienceat thefaculty was* Very Good” . Besidesthis, 27.0%
indicated an“Excellent” learning experiencequality, 19.8% believed that it
wasof “Good” qudlity, 7.2%thought it wasrather onan“ Average’ quality
while0.6%felt it wasof “Weak” quality.

Graduates assessing the overall quality of thetechnical content of
the programme (E 2) returned a 60.1% score for “Very Good”, 30.5%
opined that the content was* Excdllent”, 22.2% of them posted “ Very Good”
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answer and 6.0% of themindicated an* Average’ quaity. A further 1.2% of
them thought the quality wasrather “Weak” .

For E 3, themajority of respondents (45.5%) had faithinworkingin
teamsin order to solve problemsby giving it a*Very Good” response,
another 27.5% stated “ Excdllent” inteamwork while 21.6% gaveit a“ Good”
rating. Graduates with a score of 3.0% expressed it as being on the
“Average’ and 2.4% indicated “Wesk” answer.

E 4 pooled 30.0% of graduatesthat indicated a“ Very Good” answer
to accessibility to information (such as scholarly journals, books, etc.),
26.9% said it was* Good”, 22.1% posted an “ Excellent” answer, 15.6%
saditwasonthe“Average’ and theremaining 5.4% indicated “Weak” in
their response. On the issue of applying knowledge on environmental
and ethical issues(E 5), 41.2% of them stated * Very Good” with another
40.8% declaringit as* Excdlent”. Another 16.8% scored it asbeing“ Good”
and 1.2% opined that it wasrather “Weak”.

On E 6, that is exposure to common tools (such as MS Word
and Excel, etc.) and professional tools (such as AutoCad, Matlab,
etc.), 47.3%indicated a“ Very Good” response while 22.2% responded
asbeing “Good” . A total of 18.0% indicated that it was* Excellent” and
11.4% saw it asbeing onthe Average” and the remaining 4.8% thought
itwas“Weak”.

Assessment of Academic and Non-academic Support Issues

In the area of Assessment of Academic and Non-Academic Support
I ssues, respondentswere asked to offer insightsinto thefaculty delivery
process. Thetwo main threads of thisislecturer-student and academic
support staff-student rel ationships. Five attributeswere offered and they
aregivenbelow:

R1 Commitment of thelecturers/supervisorsin asssting sudents;

R 2 Opportunitiesto meet thelecturersoutsidelecture hoursin order to
seek genera advice and mattersrelated to the course (For coursework
programmesonly);

R 3 Theoverdl quaity of sudent-lecturer relationship;
R4 Theoverd| quality of student-administrative staff relationship; and
R5 Theoverdl qudity of student-library staff relationship
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Table5: Respondents perception on student-staff/student-lecturer relationship

Responses
R Weak | Average | Good Very Good Excellent
R1 No. 9 1 K3 66 4
% 54 72 216 395 26.3
R2 No. 14 18 iKY 5% a7
% 84 108 192 35 281
R3 No. 8 9 4 Yy 37
% 48 54 24.6 430 22
R4 No. u 17 5 63 K
% 6.6 102 323 317 192
R5 No. 14 5 51 57 20
% 84 150 305 A1 120

For R 1, 39.5%indicated “ Very Good”, 26.3% indicated “ Excdllent”,
21.6%indicated “ Good’, afurther 7.2% indicated “ Average’ and therest
of 5.4% indicated a“Weak” answer.

OnR 2, 33.5% of respondentsindicated “Very Good” and 28.1%
saiditwas”Excdlent”. A further 19.2% indicated a“ Good” answer while
10.8% reported that it wason the* Average” and 8.4% of them thought it
was“Wesak” intheir opinion.

With respect to answerson R3, 43.0% opined that the quality was
“Very Good”, 34.6% thought it was*“ Good”, another 22.2% indicated an
“Excdlent” answer, 5.4%indicated an“ Average’ responseand theremaining
4.8% thought it wasrather “Weak” . For responseson R 4, 32.3% thought
itwas“Good”, 31.7% ranked it as*“ Very Good”, another 19.2% said it
was“Excellent”, 10.2% said it wasonthe“ Average” and theremaining
6.6%indicated a“Weak” rating.

OnRY5, 34.1% of them rated the overall quality of student-library
staff relationship asbeing “ Very Good”, 30.5% indicated it was* Good”,
15.0% opined that the quality wason the“ Average”, 12.0% indicated it
wasrather “Excdlent” and therest of 8.4% thought the quality was* Week”.

Assessment of Available Facilities and Resources

This section employed the Relative Importance Index (RI1) to examine
how the surveyed respondents perceivethesix listeditemsin Table 6 as
potentia variablesof assessment of availablefacilitiesand resources. This
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Isinview of theimportant catalyst rolefacilitiesand resources such as
security and safety, library/I CT resourcesand administrative support systems
play inthe educational enterprisein enhancing student outcomes. Table 6
therefore, presentsthe responses of therespondents, theweight, RII values
and by extension, their relativeranks.

Table6: Assessment of Available Facilitiesand Resour ces

Stakeholder Management Issues Responses Rl
12|34 ]|5 |Weight| Rl Rank
Security and Safety 7114 |90|6L|FH| 66 |07% 1
Library Resources 14|10 |46 |P|B| 58 |0716 2
Programme Specific Needs 1316|499 |50|31| 587 |0703 3
ICT and Internet Services 16|18 |58 |5 |18| 54 |0651 4
Administrative Support L |2 |6 |5 (14| 528 |0632 5
Health and Counselling 8|4 |0 |B|16| 469 |0562 6

Rank: (Excellent = 5; Very Good = 4; Good = 3; Average = 2; Weak = 1)

Theresultsof the Relative Importance Index (RII) in Table 6 above
indicatesthat the six most perceived variables of assessment of available
facilitiesand resourcesinclude: (1) security and safety (RI1 =0.796); (2)
library resources (RIl = 0.716); (3) programme-specific needs (RIl =
0.703); (4) ICT and internet services (RIl = 0.651); (5) administrative
support (RI1 =0.632) aswell as(6) health and counsalling (RI1 = 0.562).

Theresult of thisstudy assertsthat thefirst three variables of end
users perception of assessment of availablefacilitiesand resourcesarethe
best perceptionsof sakeholderssincether Rl valuesfe | abovetheminimum
importancethreshold vaueof 0.700. However, theresult of thisstudy asserts
that thelast threevariablesof end users perception of assessment of available
facilitiesand resources are not perceived to begood sincetheir Rl values
fell short of the minimum importancethreshold value of 0.700.

Discussionsand Recommendations
The study observed that:

¢ Graduatestudentsindicated anacquisition of lifdonglearning skills
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for societd respongbilities. Fromthe above, it can beinferred that
theacquisition of lifelong learning skillsby the graduate students
sampled iscons stent with observation by Caricati (2016) who aso
indicated that graduate students need such skills to become
worthwhilecitizens.

e Thegraduate students overall quality of learning wasgood. As
indicated by Mohamed, Sujaand Ismail (2012), suchinformation
isvital in planning for improvement in students educational
experiences.

e Therating of administrativeand library staff whichwasobservedto
be good was cons stent with smilar observation by Ismail (2013)
who also observed that graduate studentswho most often are adult
learners need greater assistance from academic support centres
and people.

e Theresult of thisstudy assertsthat three variables (security and
safety, library resources and programme specific needs) are
perceived positively by graduate students sampled sincetheir RI|
va uesfel abovethe minimumimportancethreshold vaueof 0.700.

e Theresult of thisstudy further indicatesthat threevariables(ICT
and internet service, Administrative Support and Health and
Counselling) are not positively perceived by graduate students
sampled sincetheir RI1 valuesfél below theminimumimportance
threshold value of 0.700.

Recommendationsfor Graduate Education and Training

Theimplication of thestudy isthat HEI must appreciatethe changing trends
inhigher education whichisattracting studentsfrom diverse backgrounds;
especidly, theworking classand device support systemsthat fecilitate their
studies. Thisimpliesthat ingtitutional support for graduate studentsshould
be adequate and supportive.

In view of the foregoing, the study makes the following
recommendations.

¢ HEI must have policiesand mechanismsin placeto obtain student
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feedback as part of the quaity assurance systems. The system must
have the right human resourceswith the technical know-how to
effectively gather such datafor management decisions.

¢ Adequateresourcessuch ashealth care and counselling system
must be made avail able to graduate studentswho are adultsand
oftenwork independently.

e Thecornerstone of every graduate programmeisthelibrary and
accesstoit through el ectronic means. Therefore, internet access
must beimproved especialy indeveloping countries. Thiswill assst
studentsto conduct their research with ease.

e Support system is very important for graduate education and
training. Thereistheneed to build the capacity of al thoseinvolved
in graduate education; especialy in the areas of administrative
ass stlanceand human rdationtraining. Thiswill assst such staff to
appreciate and anti cipate the needs of graduate students so they
could provide the needed support for them to complete their
programmesin good time.

¢ Theorientation givento graduate sudentsmust be eva uated to see
iIf it helpsthem to succeed in their programmesof study. Thiswill
serveasgood feedback mechanism for thedesign and delivery of
any orientation programmefor graduate students.

e Lastly, mentoring and coaching system could be introduced to
further support students.
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The Role of Lesson-drawing in Ensuring the
Success of Teachers Continuing Professional
Development in Ghana's Educational System

HOPE PIUSNUDZOR
Abstract

In recent years, Continuing Professional Development (CPD) for teachers has
received considerable emphasisin many countries acrosstheworld. In Ghana, the
changing professional context and status of teachers in recent times has led to
unprecedented investmentsin CPD for teachers. However, critical observations of
CPD practicesand activities of teachers across the country suggest that the impact
of these CPD policy initiatives are minimal, as teachers do not seem to be taking
advantage of the CPD opportunities available to them. This paper sought to
understand the complexities surrounding teacher professional learning in the
Ghanaian educational system. Drawing extensively on the works of Richard Rose,
the paper proposes ‘lesson-drawing’ as a potential strategy that might better help
to get Ghanaian teachers to make positive impacts on CPD policy, research and
practice. Essentially, the paper sharesinsights on the lesson-drawing processes to
drum home the point forcefully that teachers can undertake a plethora of CPD
programmes and professional learning sessions, but that whether or not they are
able to derive anything useful from these arrangements depend on how they are
helped to draw and apply useful lessons, both from their own reflective practices
and contexts, and those of other practitioners.

Introduction

InGhana, theissueof teachers continuing professond development* (CPD)
has assumed increasingimportance, just ascountriesacrosstheworld are
a so making unprecedented investments’ to ensurethat teacher professiona
learning?® takeshold intheir educationa systems. Thisrenewed interestin
CPD and teacher professiond learning globally manifestsitsalf inanumber
of interesting ways, including, but not limited to, the number and varietiesof
research and/or academic articlespublished inacademicjournds, particularly
thoserelating to teacher professional development. Citing thejournal of
Professional Development in Education, aUK based international high
Impact peer-reviewed professional journal for teachersasacasein point,
Kennedy (2014), for example, suggeststhat an appraisal of thearticlesin

67
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most recent issues of thisjournal illustratesanumber of significant sub-
themes indicating the trendsin CPD in recent times. She arguesthat a
significant proportion of theliterature on teachers' CPD in Professional

Devel opment in Education reportson examplesof initiativesin particul ar
locd or nationd contexts. Shecitespublished articles, namely: * Devel opment
of teacher leadership: A multi-faceted approach to bringing about
improvementsin rural elementary schoolsin Pakistan’ (Ali, 2014); ‘An
innovativemode of professional devel opment to enhancetheteaching and
learning of primary sciencein Irish schools' (Smith, 2014); and ‘ USurban
teachers perspectivesof culturally competent professional devel opment’

(Flory etal., 2014) toillustrate this point.

Other equally important sub-themes Kennedy (2014) identifiesto
buttress her argument about efforts being made to promote teacher
professond learninginvariouscontextsincludethebody of literaturerdating
to: particular ‘types or ‘modds of CPD, for example, * Devel opingamodel
for continuous professiona devel opment by actionresearch’ (Herbert and
Rainford, 2014); meta-analysisof existing studieson the conditionsfor, or
characteristics of, effective CPD (Cordingley, 2003, 2005a, 2005b,
2007, Timperley et al., 2007); theimpacts of teacher engagement in CPD
(Guskey, 2002, Chetty, et al., 2012, King, 2014); teacher professional
learning and policy studies (Burstow and Winch, 2014); and studiesthat
look at the professional lives of teachersacrosstheir career lifespan (Day
etal., 2007: Tang and Choi, 2009).

Clearly, these sub-themes put together, mirror, albeitin part, the broad
range of attemptsbeing madetheworld over, particularly by academicand
researchinditutionsultimately to enhance professiond capabilitiesof teechers
to benefit their educational systems. Thus, noticeably, Kennedy’s (2014)
typology of published articlesshow evidently that in recent decades, the
topic of CPD has been researched extensively and many strategiesand
initiatives have been devel oped and are being implemented toimprovethe
quality and effectiveness of professional development for teachers. This
showsdearly that generdly spesking, professiona developmentisconsdered
to be the primary mechanism that schools can use to help teachers
continuoudy improvetheir professiona knowledge, competences, skillsand
effectivenessover time.

In aworking paper commissioned by the OECD, Coolahan (2002),
locatesthese devel opmentsin CPD arrangementswithin thewider policy
agendaof lifelonglearning and identifies certain desirable characteristics,
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pertaining to successful in-service provis on asisbeing practiced by countries
acrosstheworld. These characteristicsinclude:

e incorporation of CPD initiatives(i.e. both on and off-site school
dimensions);

e increasingtheroleof teachersin setting theagendaand being actively
engaged in an experientia process;

e promoting training of teachersto assist teacherstowork with their
peersasfacilitatorsand team leaders,

¢ emphassng collaborative, interactiona techniquesof learning rether
than deliveringlecturestolargegroups, and

e promoting teacher development within the context of school
environment with more and more school s being encouraged to
engagein collaborative development planning (Coolahan, 2002,
citedin Fraser et al., 2007).

Itisclear from the abovethat sub-Saharan African countriesare not
left out of the devel opmentsenlisted by Coolahan (2002) rel ativeto attempts
toimproveteacher professondismand continuouslearning. In Ghana, which
isthefocusof the current article, the changing professional context and
status of teachersin recent times coupled with curriculum reform changes
hasresulted in unprecedented investmentsin teacher professional learning
generaly. Currently, professional devel opment programmes, topicsand
objectivesfor educatorscurrently in Ghanaian school stake variousforms,
including but not restricted to:

e training teachersto conduct action researchto gain knowledgeand
understanding of what isworking or not working in the schools
academic programmes, and using thefindings (of theactionresearch)
toimproveeducationd quality and results;

e pairing of ‘new’ and beginning teacherswith more* experienced’
mentor teachers of instructional coaches who model effective
teaching Strategies, exposeless-experienced teachersto new ideas
and skills, and provide constructive feedback and professional

guidance;
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e working with teacher colleagues in professional learning
communities to develop teaching skills or create new inter-
disciplinary coursesthat aretaught collaboratively inteams;

e assisting teachersto devel op specialised skillsfor teaching and
supporting certain populations of students, such as studentswith
additiond learning support needsor studentswho arenot proficient

inEnglish Language;

e trainingteacherstoimprovefundamenta teaching techniques, such
ashow to manage classroomseffectively, or how toframeand use
questionsinwaysthat elicit deeper thinking and more substantive
answersfrom students;

¢ encouraging teachersfurthering their educationto earn additiona
formal teaching and/or professional certification from recognised
or gpproved ingtitutionsof higher learning; and

¢ enabling teachers, through professiona devel opment programmes,
to acquire leadership skills that can be used to develop and
coordinate school improvement initiatives to raise students
achievementsand performance (Transforming Teacher Education
and Learning [T-TEL] Project, 2017).

Admittedly, the design, purposes, and funding for organising these,
and the other CPD regimesfor Ghanaian teachersvary widely from place
to placeand from school to school. However, the point remainsto be made
generally that theissue of Ghanaian teachers professiona developmentis
considered very important and therefore is expected to take the form of
comprehensve, sustained and intensive gpproach(es) toimproving teachers
(and inadvertently headteachers') effectiveness in raising students
achievement (T-TEL Project, 2017). Important asthisis, or may sound,
critical observationsof CPD practicesand activitiesof teachersacrossthe
country recently, however, suggest, in rather stark terms, the impact of
these CPD policy initigtivesto beminima, asteachersdo not sseminterested
and/or are not making the best out of the CPD opportunities being made
availabletothem.

Thispaper seeksto offer aperspectiveon thecomplexitiessurrounding
teacher professional |earning in the Ghanaian educational systemto help
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unravel this change conundrum. In the process, the article adopts the
unfashionablesociologica and post-modernist thinking which precludesthat
intheanaysisof complex social issuesitisbetter to ‘look elsewhere’ (in
additiontothedisciplinein question) for theoretica insghtsto help unravel
theintricaciesof thestuation or problem (Ball, 1994; Trowler, 1998; Nudzor,
2009). Essentialy, and in responseto the policy/practice gap illuminated
regarding teachers CPD inthe Ghanaian context, thearticle proposes|esson-
drawing, based on an extensivereview and synthes sof theworksof Richard
Rose (1974, 1983, 1988, 19914, 1991b, 1991c, 1991d, 1993 etc.) asa
potential strategy that might better help to get Ghanai an teachersto make
positiveimpactson CPD policy, research and practice. Thus, thisarticle
resoundsthethesisforcefully that teachers can undertake a plethoraof
CPD programmes and sessions, but that whether or not they are ableto
derive anything useful from these arrangements depend on how they are
hel ped to draw and apply lessons both from their own reflective practices
and those of other practitioners. So while the focus of the articleison
gaining understanding of theintricaciesinvolved inteacher professional
learning in the Ghanaian education system, the approach adopted
reverberatesthe assumption, albeitimplicitly, that combining theoretical
perspectivesofferscomplimentary anaytic ‘tools and acomplete picture
than any onetheory.

TheContext of Teacher Professional Trainingand Reform
Activitiesin Ghana

Teacher education reforms have become akey feature of contemporary
education sysemsglobaly. In sub-SaharanAfrica, andin Ghanain particular,
the idea of areform to address the problem of not providing enough
opportunitiesfor pre-serviceteachersto learn teaching in the context of
‘red’ classrooms have been onthe policy reform‘table’ sincethe 1990s
(Akyeampong, 2017, cited inAnsah, Nudzor and Awuku, 2018). In 1995,
owing to thisand other major concernsregarding pupilslearning vis-avis
the performanceof pupilsinmgor examinations, teecher education curriculum
in Ghana was reformed to move away from a highly teacher-centred
approachtoteaching to that of astudent-centred one (Akyeampong, 2017).
In 2004, yet another major reform occurred, thistime, with afocuson
teaching practicum to enabl e pre-service teachersto gain better classroom
experienceprior to actual professional practice. Thisreform sought to or
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wasintended to reduce thetime pre-service teachers spend in residential
teacher educationingitutionsand to devote moretimeto teaching practicum
(Ansah et al.,2018).

Recently in 2012, the Ghanaian teacher education system has
experienced yet another mgjor reforminrespect of itsinitia teacher training
arrangementsat large. By an Act of Parliament (Act 847), all Collegesof
Education (CoE) in Ghanawere elevated to tertiary education status. By
thisAct, all the CoE acrossthe country have been enabled to offer tertiary
programmesin teacher education. Their new statusalso required reforms
totheir operationsin order to beeffectiveand efficient astertiary ingtitutions
in producing high qudity teachersfor the pre-tertiary education sub-sector
in Ghana Their elevation from pre-tertiary to tertiary statushasfurther
brought with it the need re-engineer their operationsto alignwith practices
of tertiary education ingtitutionsand also toimprovethequality of training
of pre-service teachers, in order to address the issue of poor learning
outcomesin pre-tertiary education (T-TEL Project, 2017).

Inlinewith theseexpectations, the Government of Ghana, withfunding
assistancefrom UK’ s Department for International Development (DFID),
introduced a four-year programme christened Transforming Teacher
Education and Learning (T-TEL) with animplementation period from 2014
t02018. Essentidly, the T-TEL project aims, among other things, to support
pre-serviceteacher professiona development and management in order to
strengthen pre-serviceteacher education to produce professondly effective
and efficient teachersfor the country’spre-tertiary education (Ansah et al .,
2018). To achieveitsenormousaims, the T-TEL programme of activities
focuseson changeagendainawiderangeof coreareasof teacher education,
including, but not limitedto:

(1) Training and coaching for CoE tutorsin Mathematics, English
Languageand Science, and eventually generic materialsfor al
tutors;

(2) Support for the management of CoEsandtraining of itsleaders,

(3) Supporttoreformthepre-servicecurriculum;

(4) Support to develop Teacher Standards document;

(5) Support to develop moreeffective student practicums;

(6) WorkingwiththeMinistry of Education (M OE) and regul atory
bodies on theimplementation of existing policiesfor teacher
education;
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(7) Instituting aChallenge Fund to which CoEsand their partner
districts, schoolsand ingtitutions/agencieswill be ableto apply
to carry out innovative changeinitiatives,

(8) Instituting a set of incentives for CoEs to improve their
management and training delivery (T-TEL Project, 2017, cited
inAnsahetal., 2018).

In collaboration with theM OE and the Ghana Education Service (GES)
together with nationa-leve ingtitutionssuch asthe National Teaching Council
(NTC), National Council for Tertiary Education (NCTE), National
Accreditation Board (NAB), Nationa Inspectorate Board (N1B), College
of Education Teachers Association of Ghana (CETAG), five public
universitiesin Ghana (namely the Universities of Cape Coast, Ghana,
Education-Winneba, Development Studies, and Kwame Nkrumah
University of Scienceand Technology) and the CoEsthemselves, several
policy reform intervention activities have beenimplemented by T-TEL®
(Ansahetal., 2018). Mg ority of theseinterventionsrel ated to pre-service
teacher training were, and aretill beingimplemented directly inthe CoEs.
Others(especialy thoserdating directly toin-serviceteachers CPD) were,
and arebeingimplemented for teachersin servicewiththe GES.

Inrelation particularly to pre-serviceteacher training, the M OE, with
the assistance from T-TEL, has implemented (and still continues to
implement) ahost of initiativesaimed at giving thenext waveof teachersthe
right coreand technica skillsfromthe start of their careers, by improving
thequality of teaching and learningin all 46 CoEs. For example, across
Ghanaian CoEscurrently, collegetutorsare being equipped to support the
skills development and empowerment of student teachers to deliver
improved learning outcomesfor Ghana sschool population. Typicaly, in
thisrespect, an embedded support model isbeing used to reach over 1500
collegetutorsthrough weekly coaching sessions. Through these sessions,
tutorsare strengthening their knowledge of course content and their skillsin
teaching methodol ogies— including theuseof teechingandlearning maerids
— toensurethat student teachersarereceiving thetraining they need to
become competent and knowledgeabl eteachers. Asaresult of theweekly
professional development (PD) sessions, three out of four English,
M athematicsand Science collegetutorsare now beginning to demonsirate
student-focused teaching methods (T-TEL Project, 2017). Asidethis, the
pre-service curriculum has been reformed quite recently to, among other
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things, givemore opportunitiesfor student teachersto teachin classrooms
right fromthe start of their training rather than teaching only in their third
year of training. Similarly, and asaninherent part of the pre-serviceteacher
curriculum reforms, student teachers are now given the opportunity to
specialiseasearly childhood, primary or junior secondary teachersfrom
the start of the course. In addition, the M OE hasrecently upgraded the
diplomainto afour-year Bachelor of Education degree, toraiseitsstanding
among those considering careersasteachers.

Regardingin-servicereforms, the MOE and T-TEL have embarked
onanumber of initiatives geared towards enhancing teacher professiona
learning. Notableamong theseisthetraining programmesto enhancethe
capacity of teachersto undertake action research to gain knowledge and
understanding of educational issues, and to be able to use the research
findings to improve educational quality and results. Other initiatives
undertaken by the MOE and GES through the T-TEL project activities
include, but limited to: training teacherstoimprove fundamental teaching
techniques, such ashow to manage classroomseffectively, or how toframe
and use questionsinwaysthat dicit deeper thinking and more substantive
answers from students; and giving teachers opportunities, through
professional devel opment programmes, to acquireleadership skillsthat can
be used to devel op and coordinate school improvement initiativestoraise
students' achievementsand performance (T-TEL Project, 2017).

Thus theintended outcomeof theimplementation of these programmes
of activitiesisthedevel opment of teacherswho can demondrateinteractive,
student-focused instructional methodswhich put learnersat the centre of
teaching and learning activitiesand processes. Typically, by implementing
interventionsinthese core areas of teacher education, it isexpected that the
issueof teacher professiond learning among Ghanaian basic school teachers
would have improved tremendously to bring about desired changesin
teachersperformance vis-&vis studentslearning outcomes. Interestingly,
however,critical observationsof CPD practicesand activities of teachers
acrossthe country, asnoted earlier, suggest, in rather stark terms, theimpact
of these CPD policy initiativesto be minimal, asteachers do not seem
interested and/or are not making the best out of the CPD opportunities
being made avail ableto them.® In someinstances, teechersareunwilling to
attend CPD programmes organi sed unlessthey areremunerated. In some
other instances, teachersattend the CPD programmes organised for them
aright, but for somereason, they find it difficult trand ating whatever [essons
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they havelearned and experiencesthey have gained into practiceto help
themimproveupon their own competenciesto beableto bring about desired
improvementsin studentsachievement.’

So what is responsible for this conundrum whereby teachers are
equipped through CPD engagements to transform pupils learning
experiences and outcomes, but find it difficult to deliver in practice?
Alternatively, themulti-million-dollar question that begsaskingishow can
thissituation bedtered to ensurethat desired intensonsunderlying teechers
CPD and/or teachers' professional learning are attained? Based on an
extengvereview and synthesisof theworksof Richard Rose, itissuggested
that lesson-drawing should be adopted asastrategy to encourage Ghanaian
teachersto begin to make positive impacts on CPD policy, research and
practice.

L esson-drawing asa Strategy for Enhancing Teacher Professional
Learning

Likepolicymakers, when teachers seek theresolution of pressing problems
confronting them, thestarting point usualy isaquestion: What todo?Inthe
hope of finding possibleanswersto the*what todo’ question, asearch,
insgrumentally of their own experience (and possibly what isdonee sewhere)
Isundertaken. Most often, becausethey (i.e. teachers) have alarge chunk
of experience on which to draw, methods of lesson-drawing or questions
relating to the aptness of prescriptionsarerarely raised. They tend to take
for granted that they know what questionsto ask and what experienceis
relevant when prescribing actions on the basi s of unselfconsciouslesson-
drawing (Rose, 1993). Although rational, this* piecemeal’ approach to
seeking solutionsto problemshasproven not towork dl thetime, particularly
inrelation to complex educational issues. Inlesson drawing, the collection
of storiesabout how ‘ others' deal with their problems has proven to be
relevant but insufficient. In order to draw alessonto effect desired change(s)
inpractice, itisnecessary for teachersto search analytically rather than
anecdotally. AsRose (1993, p.19) aptly put itinthecontext of public policy,
“inorder todraw avalidlesson, searchersmust bemorethan meretravellers,
they should understand the principlesand practice of lesson-drawing”.

So what is lesson-drawing, and how can it help bring about
improvement inteachers CPD and professional learning for that matter?
Naturally, every teacher can draw on two types of experience: hisor her



76 Ghana Journal of Higher Education \olume 7

own professiona knowledge and dispositionsabout teaching, and those of
others Defined broadly, lesson-drawing fundamentally isaprocessinvolving
learning that occursfrom observing one' sown experiencesor theexperiences
of others, either conscioudy or unconscioudy acrossspaceandtime. Inthe
context of public policy, Rose (1991c, 1991d, 1993) describes |esson-
drawing as concerned withwhether or not programmesarefungible. That
IS, whether or not they are capable of being put into effect in morethan one
place. Put differently and smply, lesson-drawingisabout drawing logical
and empirically sound conclusionsfrom observing experiencein the pat,
or inother places.

From the definitionsespoused herein, anumber of distinctivefeatures
of lesson-drawing appeal and must bedistilled toillustrateitsusefulnessto
teacher professional learning. First, fromtheillustrationsabove, lesson-
drawingisportrayed asapracticd activity or processconcerned withmaking
prescriptionsthat can be put into effect with theaim of bringing about desired
outcomes. Lessonsarenot learned merely for learning sake. They aretools
for actions. Teachersknow too well that their main task asteachersisto
assist learnersto bring about improvement in their learning outcomes.
However, knowledge of the whole gamut of teaching approaches and
methodsisno assurancethat teacherswill know how to design programmes
of activitiesto achievethisgod. Borrowing programmesthat are effective
from elsawhereisa so not aguarantee of successinthisendeavour. Rather,
understanding under what circumstances, and to what extent programmes
of activitieseffectiveelsewherewill work in one'scontext isan essential
element inlesson-drawing. Seeninthislight therefore, the practicality of
lesson-drawing isseeninitsdesp cong deration of the circumstances under
whichlessonsaredrawn, aswell as an assessment of the consequences of
putting something smilar in effect e sewhere (Rose, 1993).

Second, theexpositionsindicate, abetimplicitly, that |essonsdrawn
from the process of |esson-drawing need not necessarily be positive, but
can a so be negative. Positivelessons|ead to prescriptionsregarding what
ought to be done. Enthoven (1990, p.55) putsthisaptly in the context of
public policy andysis. Heexplainsthat “theredly interesting questions|in
lesson-drawing] arehow toidentify and design politically feesbleincrementd
changesin each country that have areasonably good chance of making
things better” (citedin Rose 1993, p.ix). Inthisregard, Enthoven (1990,
p.58) goesonto arguethat each country can get useful ideasfrom others
about how to do this. On the other side of the coin, lessons can also be
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negative. Examplesof negativelessonsidentify what not to emulate. A
good exampleto illustrate thisis the statement of Mikhail Gorbachev,
concerning the collapse of Soviet communism. Gorbachev after thefal of
the Soviet Unionissaidtoretort that, “ That model hasfailed which was
brought about in our country. And | hopethat thisisalesson not only for
our peoplebut for al peoples’ (quotedin Lichfield, 1991). Thepoint here
isthat alesson can conclude with apositive endorsement of aninitiative
taking holdin acontext, or beanegativewarning of difficultiesinimitating
what isdonee sawhere. Thisthusservesinherently asapiece of adviceto
teachersto the effect that in their daily routinesin lesson-drawing, they
ought to give deep considerationsto what ought to emul ate and what
not to.

Third, thedefinitionsillustrated in thisarticle point covertly tolesson-
drawing asanormativeactivity. Asdefromit being practical, inthe sense
that it isconcerned with whether or not the prescription can be put into
effect, lesson-drawing is normative in so far as a prescription that a
programmein effect € sewhereshould beapplied‘ here’ isastatement about
what ought to bedone. Theimplication of thissmply isthat |esson-drawing
isnot only about how to learn lessons, but even more about what lessons
ought to belearned. Brought into the context of thediscussoninthisarticle,
lesson-drawingisportrayedin thedefinitionsespoused herein ashaving the
propensity to offer guidance to teachersin consideration of what lessons
they ought tolearnintheir professional linesof duty. AsRose (1993, p.xi)
summarizesit aptly, the emphasishereisnot on explaining how learning
occursand/or the processesinvolved. Instead, itison giving and/or offering
teacher practitionersguidancein drawing lessonsfromther everyday actions,
and on evaluating criticaly their prescriptionsto problems based on what
areclaimedto be*provenlessons from other ‘times and‘places .

Fourth, lesson-drawingisportrayed aswell inthe definitionsespoused
inthisarticleashaving atheoretical € ement. Inlesson-drawing asaprocess,
conceptsarerequiredto generdisefromexperienceintwodifferent * places ,
and to formul ate hypotheses about whether aprogramme can effectively
transfer from one place to another (Rose, 19914, 1991c, 1991d). The
conceptsand hypothesesimplicit or explicitinlesson-drawing are generic.
That is, they are gpplicablein principleto many places. Assuch, astheterm
Is used here, alesson is more than a historian’s case study. It refers
specificaly to problemsfound inat |east two different societies. Thepoint
therefore about whether or not teachersare ableto put into effect lessons
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learned from CPD sessions hinges on their knowledge and ability to
conceptualiselessonsin such away that enable them to theorise, either
from their own experiences or the experiences of other practitioners,
regarding how aprogrammethey deem assuccessful inonejurisdiction can
work out successfully in another context when transferred.

Fifth, andimportantly, thedefinitionsinthisartideindicatequitestrongly
that lesson-drawing bridges time and space. The time dimension is
necessarily apart of lesson-drawing, inthat teachersmost often search for
lessonsthat will dter what they dointhefuture. Thetimedimensionisever
present whether teachers search their own past for lessons of what worked
before or seek to evaluatewhether alesson drawn from current experience
elsawherewill improvetheir own practiceinthefuture. Searching for lessons
acrossspace, ontheother hand, isapracticeknown to Americal's Founding
Fathers(Rose, 1993). They (i.e. Foundersof modern day America) studied
conscientiously the British constitution to learn how to avoid faults of
governancethat led to themto revolt against the British Crown. Today,
Americanfederaismisoften characterised asalaboratory for experiment.
A programme devel oped in one state or city can be examined by other
satesor citiesfor lessonsabout how toimprove policies. Thisact of seeking
solutionsto problemsfrom e sewhereiswhat isreferred to asleaning across
space. The basis for the practice of learning across space rests on the
maximthat in anincreasingly open environment, teachersdissatisfied with
their present performance can seek for lessonsfrom programmeof activities
that appear to beworking elsewhere.Understandably therefore, thethesis
underpinning lesson-drawing as bridging timeand spaceinvolvesareturn
totheoriginal ideaof socia science, which wasboth ‘ comparative’ and
‘theoretical’ (Rose, 1993, p.x). Put differently for the purposesof thisarticle,
lesson-drawing asbridging timeand space s mply infersthat teacherswould
beeffectiveat arriving at general propositionsfor improvingtheir practice,
if asidefrom learning from self-introspection, they observe and compare
differencesinthewaysinwhich other practitionersrespond to the common
problemsof teaching.

So clearly, thediscussionin thissection of the paper has highlighted
lesson-drawing asapre-condition and adeterminant for teacher professona
learning. Essentially, the section attributestheissue of teachers inability
and/or difficulty to transfer lessonslearned from CPD programmesinto
practiceinadvertently totheir lack of understanding of the principlesand
practicesof lesson-drawing, and hencetheir uncritical reflection ontheir
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own practice and those of other practitionersintimesof need. Thus, the
section (and by extension the paper) makesthe point strongly that for a
CPD programmefor teachersto trandatevisibly into practice, theimport
and export of such aprogramme can bevalid only if systematic careis
taken, through lesson-drawing, in analysing under what circumstancesand
towhat extent such aprogrammein effect in one context could apply and
be effectivein another. The bottom line, asRose (1993, p.xi) sumsitupis
that “eveninthejet age, thereisnothing wrong with suggesting that the
policymakers[in thiscaseteacher practitioners] should be abletowalk
through the steps necessary to learn from experience beforethey rush to
theairport”.

L esson-drawing Processes

Having defined lesson-drawing and goneonto distil someof thekey concepts
underpinning itsusage and operationin the previoussection, thenext task is
to elucidate the processes of lesson-drawing to help put in context its
usefulnessasastrategy to enhancing teacher professional learning. The
process of drawing alessoninvolvesfour analytically distinct stagesor
steps(Rose, 1993, p.27). Thefirst issearching experiencefor programmes
that, in another placeor time, appear to have brought satisfaction. Second,
itisnecessary to abstract acause-and-effect model fromwhat isobserved.
Thethird stageisto create alesson, that is, anew programmefor action
based onwhat hasbeenlearned e sewhere. Findly, aprospectiveeva uation
Isneeded to estimate the consequences of adopting thelesson, drawing on
empirical evidencefrom e sewhere, and speculating about what will happen
inthefutureif thelessonisapplied. For clarity of purposeregarding what
needs to be done at each step of the process, the stages of the lesson-
drawing processisdiscussed crisply.

Searching Experience

The first step in drawing a lesson is to search for information about
programmesthat have been introduced el sewhereto deal with aproblem
amilar tothat confronting the searcher(s). Inthisendeavour, four key pointers
areworth considering, especially for the purposesof arriving at or getting
therequired information that searchers seek. One, searchersneed to know
that the potential scopefor the searchisor may appear vas, yet the starting
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pointisnot at random. Thismeansthat searchersmust have aclear purpose
of the searchin mind and must begin the search onthispremise.

Two, searchers should know that searching can extend acrosstime
and space, depending onthe problem at hand. Regarding time, itisimportant
for themtoknow that in educetion, just likein budgeting, officiasnormally
searchthepast, comparing expendituresfrom previousyearswiththisyear’s
expendituresand proposalsfor next year’sexpenditures (Wildavsky, 1988,
citedin Rose 1993, p.28). Itisagainimportant for themtorationalisethe
point that in some other instances, particularly thoserelating to capital
expenditureson major projects such asroads and bridges, searchersmay
search thefuturefor an estimate of theusethat islikely to be made of a
proposed highway or bridgeafter itisbuilt (Rose, 1993). Thepoint hereis
for searchersto know that searching acrosstimefor lessonsisnot afixed
activity that alwayscommencesfrom the present into thefuture. Thevery
oppositeispossible. Searching acrossspace, ontheother hand, isinfluenced
normally by thelevel of government and/or system at which aproblem
arises. Normadly, loca/digtrict officia sturnto parald agenciesin other local
areas/districts; regional officialsto other regional officials; and national
officias, in addition to examining their own past, may look to their
counterpartsin foreign countriesfor solutionsto problemsthey face. Thus,
lesson drawing across spaceisunderpinned essentially by the* globalist
view’ whichholdsthat inaninternationd systemthat isbecomingincreasingly
open, ideascan flow acrossnational boundariesaswell asacrossstateand
local boundaries (Rose, 19914, 1991c, 1991d, 1993).

Three, searchersalso need to bear inmind that the object of thesearch
isto find a programme or programmes that ‘work’. To thisend, it is
important that atechnical judgement that aprogrammeiseffectiveisnot
confused with apolitical judgement. A programmethat worksdiffersfrom
onethat cannot beimplemented. Fromapoalitica point of view, aprogramme
works if it produces more satisfaction that dissatisfaction within the
government responsiblefor it. From anarrowly technical perspective,
however, we can say that aprogrammeworksif it hasbeenimplemented
andremainsin effect. So clearly, itisthisnarrowly technical view of ‘what
works , rather thanthe political view, that iswhat isbeing sought for within
the context of lesson-drawing.

Four, itisimportant for the searchers seeking information about what
worksfrom other contextsto know about therelevance of * transferability
of experience’ inlesson-drawing. They need to know that experienceisnot
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being examined in order to produce history for itsown sakeor atreatisein
comparing two contexts, but togain‘fresh’ insghtsinto one'sown problems
here and now. Nailor (1991, cited in Rose, 1993, p.28) putstheissue of
relevanceof experiencetransfer inlesson-drawing succinctly andforcefully.
Nailor (1991) arguesthat “ policymakers[andin the context of thisarticle
teachers] need funded experience’, that isknowledgethat issufficiently
general to be capable of being transferred to the searchers’ own agency
[or context], yet sufficiently specific to be applicable to aparticular
problem.

Making a Model

Thesecond stepisandyticinnature. Itinvolvescreating aconceptual model
of how programmes deal with aspecific problem. Itisimportant hereto
ensurethat themodel created doesnot describe aprogramme’ sattributes
using wordsthat are nation-specific. Themodel created should begeneric,
specifying thebasic dementsin clear conceptsfor transferability purposes.
Thepoint hereisthat, sincelesson-drawing isabout transferring measures
from oneplaceto another. It istherefore counter productivefor amode to
be specific and thereby concentrate on named individua sand events. Such
Ideographic detail sconfusewhat isspecifictotimeand placewithwhat is
generic, and thusportable.

Thus, itiscrucia to notethat amodd, for |esson-drawing purposes, is
morethan ataxonomy or checklist of programmerequirements. Importantly,
amodel specifies cause-and-effect rel ationshipsthat makeaprogramme
operate effectively. A cause-and-effect model specifies proceduresfor
deliveringaservice. That is, it indicates, in clear unmitigated termsand
language, actions that must be taken in the ‘black box’, in the case of
education, intheclassroom to turn teaching guidelinesinto an identifiable
teaching practiceor method. A modd!, according to Rose (1993) thus differs
from asummary statistics such asacost-benefit ratio, which reducesthe
complexitiesof delivering aprogrammeto asingle number. Detailing the
mechanicsof aprogramme, through creeting acause-and-effect relationship,
Isparticularly important in lesson-drawing based on foreign experience.
Thisistypically so becauseamodd detailing acause-and-effect rel ationship
guardsagaing salective perceptionsthat highlight theeasy or attractive parts
of aprogramme and leave in shadow the hard parts needed to make it
work effectively (Muniak, 1985).
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Creating a Lesson

Next to searching, finding and describing the attributes of a desirable
programmein generic and unmitigated language comesthe creation of the
searchers ownlesson. Here, knowledgegained from experience, especialy
in searching for solutionsto aproblem elsewhere, isthe starting point in
designing aprogrammefor adoption inthe searchers' own context. Owing
tothenatureof activitiesat thisstage, an element of cregtivity onthepart of
searchersisrequired hereto create programmesto suit their own context.
Thisisnormally the case because differencesin time and space do not
makeit possiblefor acarbon copy of aprogrammein effect elsewhereto
be trandated easily into a new context. Also, because a model of a
programmeisaconstruct instead of aphotographic description of that
programme, theelementsthat condtituteit can readily bemodified, provided
that the removal of an element inthe model ismatched by itsreplacement
by afunctional equivalent, and that additionsare not counterproductive.
For thesereasons, alargeamount of flexibility isneeded to takeinto account
differencesin circumstances between the agency ‘ exporting’ anideaand
theagency consderingits‘import’.

Thesimplest way todraw alessonintoa‘new’ context isto copy a
programme. Thisisoften possiblein any nation because of theidentity or
closesmilarity of ingtitutions, lawsand structuresof governance. Whilethis
il remainsthe case, copying has provento bemoredifficult acrossnational
boundaries. TheissueasRose (1993, p.30) putsitisthat “evenif nationa
governmentsareandyticaly nomorethanintervening varigbles, policymakers
cannot ignore the variations due to differences in language and legal
procedures’. Other alternative ways of drawing alesson aside copying
include: adaptation, making ahybrid, synthessandinspiration. (SeeRose,
1993 for full discussion onthesealternative waysof lesson-drawing.)

Prospective Evaluation Across Time and Space

Theapplicability of alessoninanew context isaways contingent, for
whichreasonthefina stage of lesson-drawingisnormally on aprospective
evaluation of thelikelihood that aproposed new programmewould be
effectivein adifferent context. Such prospective eval uationsare based on
the observation that an analysisacrosstime and spaceisboth comparative
and dynamic. So, for example, for astate or nation’Y which seekstolearn
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lessonsfrom state or nation X, the prospectiveeval uation will taketheform
of ananalogy that: Where state/nation X istoday, state/nation’Y hopesto
betomorrow; and that the present situation of state/nation X ismeant to
become state/nation Y’ sfuture. Thus, prospective evaluation combines
empirical evidence about how a programme operates in place X with
hypothesesabout thelikely futureeffectsof asmilar programmeinplace.
Whileany statement inlesson-drawing about the futureinevitably hasan
element of speculation, prospective evaluation isbounded by empirical
observation of aprogrammealready in effect. In other words, althoughthe
conclusionsof progpectiveeva uation arenact certain, comparison of existing
programmeswith aproposed programme providesmoreempirical evidence
than does aprospective eval uation based solely on assumptions about the
future.

Prospective evaluation starts by observing how a programme
operatesin acontext and devel oping amodel of what isrequired to
produce its effects in another context. In this regard, a review of
experienceesewhereinintroducing Smilar programmesprovideslessons
about problems of implementation (Pressman and Wildavsky, 1974).
Inthissense, therefore, prospective evaluation is concerned not only
with whether a programme can be implemented but al so with what
substantive effectsit may have. Overall, the purpose of prospective
evaluation is forewarning as well as foreknowledge. Prospective
evaluation giveswarning of what to avoid, and it can do thisearly enough
for thisto be taken into consideration when drawing alesson. While
thishasthe propensity to lead to the better design of anew programme,
it also has an element of foreknowledge in the sensethat it can lead
searchersto the conclusion that a programme that works el sewhere
cannot work intheir (i.e. searchers’) context.

Implicationsof L esson-drawing asaProposal for Enhancing
Teachers CPD and Teacher Professional L earning

Covertly, this paper attributes Ghanaian teachers' difficulty to impact
learners’ learning outcomes positively to their (i.e. teachers’) inability
and/or difficulty to translate |lessons|earned from their CPD learning
programmesinto practice. Obviously, acontention such asthiswould
have ahost of implicationsfor the educational system, particularly in
the areas of policy, research and professional practice.
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Implications for Education Policy

The contention of thisarticleisthat teachers, like policymakers, need to
engage actively inlesson-drawing if they areto make meaning impact on
learners’ learning outcomes. Achieving thisoneroustask demandsddiberate
policy reformsand programmesto educate and re-orient teacherstowards
teaching, and particularly towards giving consideration to the concept of
lesson-drawing asan integral component of their practice. Towardsthis
end, for example, concerted efforts by the Ghanaian education authority
needsto focus on integrating lesson drawing as atopic/courseinto the
teacher training curriculum and programmes. Smilarly, lesson-drawingtopic
andissuesneed to beincluded deliberately in capacity building programmes,
including CPD sessions organised periodically to enhance teachers
professiond learning.

Implications for Educational Research

Scientifically, therationdefor undertaking research essentialy isto extend
thefrontiersof knowledge so that societal problemscould besolved. The
issuesemerging fromthispaper imply, at |east remotely, that perhapsrigorous
and‘relevant’ educational research studiesarenot being encouraged, inthe
Ghanaian context, thefindingsof whichwould orient teachersgppropriately
about their professional standardsand ethics, and theroleof lesson-drawing
intheir CPD learning processes. Inthisregard, policy reformsconcerning
educationa research need to beinitiated by the Ghanaian education authority
to hel p teachersunderstand and put to good usethe principlesand practices
of lesson-drawing intheir daily routinesaspractitioners. Onetacit way of
getting thisdoneisthroughintegrating lesson-drawing into action research
reformsbeing implemented to encourageteacher practitionersto beginto
engagein and solve practical day-to-day problemsthey arefaced within
their teaching practice.

Implications for Teacher Professional Practice

Thedebatesurrounding teachers CPD hasbordered mainly onthe (in)ability
of teacherstoimprove students|earning and meet expected standardsfor
performance. Asinsghtsin thisarticleindicate, Ghanaian teachersdo not
appear to be resourced and motivated enough to make good use of the
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CPD opportunitiesavailableto them largely becausethey lack the ability to
draw from and apply useful lessonsfromtheir own experiencesand those
of other practitionerstotheir professiond practice. Clearly, addressing this
anomaly, for example, through theinclusion of the principles, processes
and practicesof |esson drawing inteacher professional learning activities
obviously would haveimplicationsfor teachers’ teaching practices. For
Instance, thiswould mean that teacherswould haveto alter their stanceand
become morereceptive and amenableto institutional change. Similarly,
teacherswould have to demonstrate more commitment to their profession
by working harder and diligently toimpact thelearning outcomes of their
learnerspostively.

So onthewhole, and asit has become apparently clear, this paper
doesnot set out to producea’ grand theory’ of/about teacher professional
learning. Rather, the evidence pointsto one overriding implication worth
stressing. Theinsightsin thisarticleimply that teachers can undertakea
plethoraof CPD programmesand professional |learning sessions, but that
whether or not they areableto deriveanything useful fromthesearrangements
depend on how they are hel ped to draw and apply useful lessonsboth from
their own reflective practicesand contexts, and those of other practitioners.

Concluding Thoughts

Thispaper hasreflected critically onthedifficulty Ghanaianteachers face
Intranglating lessonslearned from their professional contextsinto their
classrooms. To help appreciate the complexities surrounding teacher
professiond learning broadly and holistically, the concept of lesson-drawing
IS proposed as a measure that could get Ghanaian teachersto begin to
make positive impacts on CPD policy, research and practice. In the
process,|esson-drawing isdefined and some of the distinctive concepts
underpinning itsusageand operation aredistilled. Following onfromthis,
the processes of lesson-drawing are elucidated to help put in context its
usefulnessasadrategy to enhancing teecher professiond learning. Theregfter,
theimplications of lesson-drawing asaproposal for enhancing teachers
CPD and teacher professional learning are outlined inthe areasof policy,
research and practice.

So clearly, the proposal of |esson-drawing asastrategy to enhance
teacher professional learning setsthe context for further empirical work
that will assesstherelevance of CPD for teacher learning and devel opment
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in Ghana. Essentially, thisfurther empirical work would enabl e teacher
practitionersto assesstheir own practiceto beableto expresstheir views
regarding their experiencesand challengesabout their professiond learning.
Theideaisto get the empirical work underway during the period of the
changing professiond context and statusof teacherscoupled with curriculum
reform changestaking place currently in Ghana, to build on theemerging
understandingsof teacher learning and devel opment. Inthissensetherefore,
thisarticle servesasaprecursor to the* hard-nose’ empirical researchto
follow onthe subject of teacher professional learning.

NOTES

1 In education, the term professional development may be used in reference to a
wide variety of specialized training, formal education, or advanced
rofessional learning intended to help administrators, teachers, and other educators
improvetheir professional knowledge, competence, skill, and effectiveness.

2. It needsto be acknowledged in practice that professional development (PD) for
teachers in almost all countries encompasses and/or takes a broad range of
forms. In most contexts, for example, PD experiences are funded by district,
school or state budgets and programmes, or are supported by afoundation grant
or other private sources. In some cases, they (i.e. PD sessions) range from one-
day conference to a two-week workshop to a multi-year advanced-degree
programmes. |n many countries nowadays, they are delivered in person or online,
during the school day or outside of normal school hours, and through one-on-
one interactions or in group situations. They are also led and facilitated by
teacher educators within a school or provided by outside consultants or
organisations hired by a school or district.

3. Teacher professional learning differs from CPD for teachers on accounts that
whereas the latter is an ongoing process of reflection and review that articul ates
with development planning that meets corporate, departmental and individual
needs, theformer isaprocess of self-devel opment leading to personal growth as
well as development of skills and knowledge that facilitates the education of
young people. (See Middlewood et al ., 2005 for further exposition on this).

4. Theinitial implementation period of four yearselapsed in 2018. However, with the
express request from the Government of Ghana which was approved by the
funders (i.e. DFID), theimplementation period has been extended for additional
two years, which mean that T-TEL activities would now grind to a halt in
September, 2020.

5. Itisimportant to notethat CPD programmes, and by extension capacity building
arrangements, for Ghanaian teachers at large are not organised by T-TEL alone.
Other agencies such as GES, MOE, non-governmental organisations (NGOS),
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international non-governmental organisations (INGOs) and development partners
are actively involved in this process.

6. Of course teachers' attitude towards reform changes may have been changing
now owing to the plethora of interventions instituted to deal with resistance to
institutional change. However, the point still remains that the author of this
article served between 2015 and 2018 as a College Improvement Advisor (CIA)
for the T-TEL project, and istherefore very conversant with Ghanaian teachers
attitudes to educational reform changes, at least during the period that he was a
CIA.

7. Other possible reasons or instances where Ghanaian teachers have criticised
CPD programmes organised for them include: when these programmes have been
poorly designed, executed, scheduled, or facilitated, of when they felt that the
programmes were irrelevant or added to their teaching needs and day-to-day
professional responsibilities.

Disclosur e Satement

Thisarticle hasreceived no financial support from any funding body or
agency.

Acknowledgements

| amindebted to Richard Rosefor drawing extensively on hisideasfor this
paper. My sincere appreciationsalso goto al other authorswhoseidess|
have benefitted from to be ableto come up with thispublication.

REFERENCES

Akyeampong, K. (2017). Teacher educators’ practice and vision of good teaching in
teacher education reform contexts in Ghana. Educational Researcher, 46(4),
194-203.

Ali, T. (2014). Development of teacher leadership: amulti-faceted approach to bringing
about improvements in rural elementary schools in Pakistan. Professional
Devel opment in Education, 40(3), 352—-375.

Ansah, F., Nudzor, H. P, & Awuku, S. (2018). Rethinking stakehol der engagement in
higher education reforms: the case of Colleges of Education in Ghana. Ghana
Journal of Higher Education, 4, 1-18.

Ball, J. S. (1994). Education reform: A critical and post-structural approach.
Buckingham: Open University Press.

Bustow, B., & Winch, C. (2014). Providing for the professional development of
teachers in England: A contemporary account of a government-led
intervention. Professional Devel opment in Education, 40(2), 190-206.



88 Ghana Journal of Higher Education \olume 7

Chetty, R., Friedman, J., & Rockoff, J. (2012). The long-termimpacts of teachers:
teacher value-added and student outcomesin adulthood [online]. Cambridge,
MA: University of Harvard, NBER Working Paper No. 17699. Retrieved 4
October 2019, from: http://obs.rc.fas.harvard.edu/chetty/value_added.pdf.

Coolahan, J. (2002). Teacher education and theteaching career in an era of lifelong
learning (OECD Education Working Paper, No. 2). Paris: Education Directorate,
OECD. Retrieved4 October 2019, fromhttp://www.olis.oecd.org/OLIS/
2002DOC.NSF/LINKTO/EDU-WKP(2002)2.

Cordingley, P, Bell, M., Rundéll, B. & Evans, D. (2003). Theimpact of collaborative
CPD on classroom teaching and learning. In Research Evidencein Education
Library. London: Education Library, EPPI-Centre, Social Science Research
Unit, Institute of Education, University of London.

Cordingley, P, Bell, M., Evans, D., & Firth, A. (2005). Theimpact of collaborative
CPD on classroom teaching and learning. Review: What do teacher impact
data tell us about collaborative CPD? In Research Evidence in Education
Library. London: Education Library, EPPI-Centre, Social Science Research
Unit, Institute of Education, University of London.

Cordingley, P, Bell, M., Thomason, S., & Firth,A. (2005). Theimpact of collaborative
continuing professional development (CPD) on classroom teaching and
learning. Review: how do collaborative and sustained CPD and sustained but
not collaborative CPD affect teaching and learning? In Research Evidencein
Education Library. London: Education Library, EPPI-Centre, Social Science
Research Unit, Institute of Education, University of London.

Cordingley, P, Bell, M., Isham, C., Evans, D., & Firth, A. (2007). What do specialists
do in CPD programmes for which thereis evidence of positive outcomes for
pupils and teachers? Report.In Research Evidence in Education Library.
London: Education Library, EPPI-Centre, Social Science Research Unit,
Institute of Education, University of London.

Day, C., Sammons, P, & Stobart, G. (2007). Teachersmatter: connecting work, lives
and effectiveness. Maidenhead: Open University Press.

Enthoven, C. (1990). What can Europeanslearn from Americas?|n Organisation for
Economic Cooperation and Development (OECD), Health Care Systemsiin
Transition (pp. 57—74). Paris: OECD Social Policy Studies, No. 2.

Flory, S. B., McCaughtry, N., Martin, J. J., Murphy, A., Blum, B., & Wisdom, K.
(2014). USurban teachers' perspectivesof culturally competent professional
development. Professional Devel opment in Education, 40(2), 282—294.

Fraser, C., Kennedy, A., Reid, L., & Mckinney, S. (2007). Teachers' continuing
professional development (CPD): contested concepts, understandings and
models. Journal of In-service Education, 33(2), 153-169.

Guskey, T. (2002). Professional development and teacher change. Teachers and
Teaching: Theory and Practice. 8(3/4), 381-391.

Herbert, S., & Rainford, M. (2014). Developing amodel for continuing professional
development by action research. Professional Development in Education,
40(2), 243-264.



Nudzor The Role of Lesson-drawing in Ensuring the Success of Teachers 89

Kennedy, A. (2014). Understanding continuing professional development: The need
for theory to impact on policy and practice. Professional Development in
Education, 40(5), 688—-697.

King, F. (2014). Evaluating the impact of teacher professional development: An
evidence-based framework. Professional Development in Education, 40(1),
89-111.

Lichfield, J. (1991, 7 September). USinsomniacs phone the Gorbachev-Yeltsin TV
show. The Independent. London.

Middlewood, D., Parker, R., & Beere, J. (2005). Creating alearning school. London:
Paul Chapman Publications.

Muniak, D. (1985). Palicies that don't fit: words of caution on adopting overseas
solutions to American problems. Political Sudies Journal, 14(1), 1-19.

Nailor, P. (1991). Learning from precedent in Whitehall. London: Institute of
Contemporary British History and Royal Institute of Public Administration.

Nudzor, H. P. (2009). Re-conceptualising the paradox in policy implementation: A
post-modernist conceptual approach. Discourse: Studies in the Cultural
Politics of Education, 30(4), 501-513.

Pressman, J., & Wildavsky, A. (1974). Implementation. Berkeley: University of
CdliforniaPress.

Rose, R. (1974). LessonsfromAmerica. New York: Halsted/Wiley.

Rose, R. (1983). Electoral systemsand constitutions. InV. Bogdanor & D. E. Butler,
Democracy and el ections (pp. 20-45). Cambridge: Cambridge University Press.

Rose, R. (1988). Comparative policy analysis. the programme approach. In M. Dogan,
Comparing pluralist democracies, (pp. 219-241). Boulder, Colo.: Westview
Press.

Rose, R. (19918). Comparing forms of comparative analysis. Political Sudies, 38(3),
446-462.

Rose, R. (1991b). Is America public policy exceptional? In B. Shafer. Is America
different? (pp. 187—229).New York: Oxford University Press.

Rose, R. (1991c¢). Prospective eval uation through comparative analysis: youth training
in a time-space perspective. In P. Ryan, International comparisons of
vocational education and training (pp. 68-92). London: Falmer Press.

Rose, R. (Ed.). (1991d). L esson-drawing cross nations [Special issue]. Journal of
Public Policy, 11(1).

Rose, R. (1993). Lesson-drawing in public policy: a guide to learning acrosstime
and space. Chatham, New Jersey: Chatham House Publishers, Inc.

Smith, G. (2014). Aninnovative model of professional to enhance the teaching and
learning of primary science in Irish schools. Professional Development in
Education, 40(3), 467—487.

Tang, S. Y.F, & Choi, P. L. (2009). Teachers professional lives and continuing
professional development in changing times. Educational review, 61(1), 1—
18.

Timperley, H., Wilson,A., Barrar, H., & Fung, |. (2007). Teacher professional learning
and development: best evidence synthesisiteration. Auckland: New Zealand
Ministry of Education.



20 Ghana Journal of Higher Education \olume 7

Transforming Teacher Education and Learning [T-TEL] Project. (2017). What isT-
TEL? Retrieved on4 October 2019, from http://www.t-tel .org/about/about-
us.html.

Trowler, P. (1998). Education policy: A policy sociology approach (2nd edition).
New York: Routledge.

Wildavsky, A. (1988). The new politics of the budgetary process. Boston: Little
Brown.



Assessment of Sakeholders' Knowledge and
Cooperation in Teaching Practicumin &. Joseph’s
College of Education, Bechem

PETERHARUNA, JAMESADEFRAH, SEIDU YAKUBU, GODFRED ISAAC
ANTWI & EMMANUEL ASANTE

Abstract

The production of high quality teachers for the nation remains a major
preoccupation of Colleges of Education in Ghana, including . Joseph’s College
of Education. Thisis a collaborative responsibility of all stakeholders. This study
explored the perceptions of stakeholders about their rolesin ensuring a successful
practicum and their knowledge in modern trends of helping in the preparation,
education and training of teacher trainees. One hundred and fifty (150)
stakeholders made up of 25 tutors of . Joseph’s College of Education, 67 Mentors/
Lead mentors (teachers of partner schools of practicum), 12 Municipal and District
Education Officers of partner districts, 16 Parent/Teacher Association (PTA) and
School Management Committee (SMC) member s of partner schools, 20 Landlords
and Landladies, 4 Assembly membersaswell as6 Traditional rulers, were used for
the study. A semi-structured questionnaire was used for the data collection. It was
found that the cooperation between S. Joseph’s College of Education, Bechem
and her partners was weak because of poor communication, lack of stakeholder
engagement and review meetings. It was al so found that ther e existed a knowledge
gap on the part of stakeholders on their specific roles for a successful practicum,
resulting in the lack of reflective practice for mentorsand student teachers, student
teachers not keeping Teaching Practice Journal (TPJ), appraisal meetings not
held among stakeholders and little monitoring, supervision and evaluation of
practicum activities. There was therefore the need to organise periodic in-service
training for stakeholders to equip them and to keep them abreast with modern
techniquesin successful practicum, and to bring themtogether through engagement
and review meetings to improve communication between them.

Introduction

Student teaching practiceisakind of apprenticeship engagement whereby
teacher traineesare sent out to schoolsto gain practical and professional
experience by trandating into practiced| the educationa theoriesthey have
acquired or learnt during training (Fagbulu, 1984). Itisapractica teaching
activity by which the student teachers are given the opportunity in actua

91
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school settingsto demonstrate and improvetheir training in pedagogical
skillsover aperiod of time (Salawu & Adeoye, in NOUN, 2008). The
term practice teaching has three major connotations: the practicing of
teaching skills; thewhol erange of experiencesthat studentsgo throughin
schools; and the practical aspectsof the course asdistinct from theoretica
studies (Stones& Morris, 1977).

Teaching practiceisan important aspect of the teacher education
programmein Collegesof Education andin the Facultiesof Educationin
Ghanaian Univergties. Itisduring theteaching practicethat teacher trainees
are supported to put into practice the theoriesand principlesof education
whichthey havelearnt intheclassroom during theearly yearsof their training
(Ogonor & Badmus, 2006).

Teaching practice exposesthetraineesto theredlities of teaching and
the performance of professional activities. It isan opportunity for student
teachersto test theorieslearnt and ideas devel oped in the classroom as
they comeinto contact with real work situations. During this period, the
variousteaching methodslearnt are utilised in actual classroom/school
conditionsunder the supervision of competent and experienced teachers.
The student teachersarea so exposed to professional activities, whichare
part of theteachers' rolesin schools(Ogonor & Badmus, 2006). Teacher
training remainsimportant in theeducation sector in Ghanadueto the effect
itisheldto have onthe quality of teachersproduced and consequently the
overarching effect onthe pupilswhichisexpectedtotrand ateinto thequaity
of the human resource produced. It isimperative therefore for teacher
traineesto possess practical classroom experience beforethey graduate.

Studentswho enter Collegesof Education are by policy expectedto
stay in Collegefor two yearsto learn theories, principlesof educationand
pedagogies and to spend oneyear out of collegein an assigned community
to do teaching practice. Thisispopularly referred to asthe “in-in-out”
programme, thein-inreferring to the two years of in-collegelearning of
theoriesand principleswhiletheout refersto the oneyear spent in practice
out of college. The out segment of the teacher education programmein the
Colleges of Education in Ghana is a partnership, collaborative and
complementary attempt to givethe pre-serviceteacher real life practical
exposure and experiencein what it meansto be ateacher. All stakeholders
arethereforeexpected to play their roleswell inensuring that the out segment
of teaching practiceiswell organised for asuccessful practicum.

Thecollaborative partnersor stiakehol dersinvolvedin theout segment
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for St. Joseph’sCollege of Educetion, Bechem, asfor any other College of
Educationin Ghana, include:

Thecollegeitsdf wherethetraineereceivesinitid training

The school of attachment wherethetraineeisexpectedto practice
TheDidtrict Education Directorate with the oversight responsibility
for the school of attachment

Thetrainee on theattachment programme

Opinion LeadersCommunity of theschool of attachment

Satement of the Problem

Producing high quality teachers for the nation remains the major
preoccupation of Collegesof Education, and in particular, &t. Joseph’s
Collegeof Education. Itisassumed that thetraining of aqudity teaching
workforceisacollaborativeresponsbility of all stakeholders. Cooperation
among stakeholdersisvery essential in ensuring asuccessful practicum,
whichinvariably takesplace during the out segment of teacher trainingin
the country. An effective collaboration and cooperation between college
tutors and the other stakeholdersis necessary in ensuring a successful
practicum that will benefit theteacher trainees. Thisrequiresthat both the
college tutors and the other key stakeholders possess the necessary
knowledge and understanding especially in the application of modern
techniquesinteaching and are a so equi pped with basic competenciesin
mentoring, supervising and monitoring teacher trainees during their
practicum. Whereasby virtue of the professional training of collegetutors,
they are deemed to possess the expected knowledge and competencies,
such certainty cannot simply be held for the other stakeholders. Yetitis
required that these other stakehol dersplay their part intheteaching practicum
collaboration. Consequently, the awareness of these stakehol ders about
their roleand their level of cooperation in ensuring theproduction of quality
teacherswill determine the seriousnessthey will attach to the practicum
exercise. However, it isuncertain the extent to which stakehol ders know
about thelr rolein promoting effectiveteaching andlearning intheclassroom
during the practicum segment of teacher education at &t. Joseph’'sCollege
of Education, Bechem. Anin-depthinvestigation wastherefore necessary
to establishthelevel of cooperation of stakeholdersof St. Joseph’'sCollege
of Education in the teaching practicum for teacher trainees, and their
knowledgein modern teaching practicetechniques.
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Purposeof the Sudy

The purpose of the study wasto explore stakeholders’ cooperation and
knowledge about their rolesin supporting teacher traineesto ensure a
successful teaching practicum. The objectivesof the study included the
fallowing:

1. Toexaminetheleve of cooperation of sakeholdersintheteaching
practice process.

2. Toassesstheleve ofknowledge of mentorsin modern teaching
practicetechniques.

Resear ch Questions

Thefollowing questions guided the conduct of theresearch:

1. Whatistheleve of cooperation of stakeholdersinthepracticum
process?

2. Whatisthelevd of stakeholders knowledgein modernteaching
practicetechniques?

LiteratureReview

Theengagement of stakeholderswith educationd ingtitutionsisconsidered
asaninvestment strategy (Garlick, 2000), and acollaboration between an
educational institution and itswider community has become central for
developing a more just and civil society (Butcher, McFadden, &
McMeniman, 2003). Thiscollaborationisfundamenta for establishing socid
capitd, whichisat theforefront of theattributesrequired by communitiesto
generateviability intheglobal economy (Garlick, 2003). Kilpatrick (2003)
envisages arel ationship between the devel opment of social capital and
learning. Indeed, theliterature emphasi sestheimportance of developing
learning communities, which aim at addressing their needs through
partnershipsin order to cultivate social capital (Kilpatrick et al., 2003).
Learning communitiesfacilitated through educationd partnershipsmay aso
crestesocia cohesion, capacity building and economic devel opment. There
are features that assist the development of learning communities. For
example, thecombination of geographica locations, commoninterests, and
community needsmay lead to theformation of collaborative partnerships.
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Importantly, community engagement with higher educationd indtitutionscan
reinforce the values of education (Cope & L eatherwood, 2001), which
occur most effectively when community groupsand theingtitutionshave
united forcesto promote systematic societal change and sharetherisks,
responsi bilitiesand rewards (Himme mann, 1994).

Effectiveleadershipisakey for devel oping learning communitiesand
implementing innovations (Allen & Wing, 2003; Hargreaveset al., 2001),
andwhichinturn can makeadifferencetotheeducationd outcomes(Shields
& Glatter, 2003). Asleadershipisacrestiveendeavour, it may beconsdered
asan art form (Grint, 2003), particularly asthereisno oneway to lead.
Indeed, catering for unexpected situations necessitates carefully crafted
flexibility from leaders (Fidler & Atton, 2004). The development of
stakehol der engagement with educational institutionsrequirescreative
leadership that is generally works within a problem-based approach
(Cunningham & Cordeiro, 2002). However, theeducationa ingtitution and
itscommunity (stakehol ders) need to haveashared visonin order toforge
common directions. Leadership needsto be strategically positioned around
visionsfor securing school-community engagement (Preedy et al., 2003).
Effective educational leadersproject avision generally acceptableto all
partiesthrough common goals. Thisvisionislargely based on collective
valuesand beliefs so asto inspire, motivate and empower othersto work
toward achieving common goals (Allen & Wing, 2003). Similarly, the
production and articul ating of shared goalsrequireclear visons(Allen &
Wing, 2003). Not only should godsbheexplicit but sotoo should establishing
proceduresfor accomplishing thegoas, whichincludeorganising schedules
and personne to beinvolvedinthe school-community activities(Wiewd &
Lieber, 1998). Visionary directions that lead to action may aid in
benchmarking community engagement in order to measurefuture progress
(Letven et al., 2001). Indeed, a way to measure socia capital is to
benchmark criteria, whichisto measureindicatorsat one pointintime,
messurethesamecriteriaat another time, and comparethetwo (PASCAL
Observatory, 2004). Without acollective understanding of the processes
for initiating school-community engagement, visonary directionsareempty.
Key stakeholders need to understand the processes for establishing
innovations, whichinvolveunderstanding theva ues, needs, and expectations
of theschool.

Processes for ensuring stakeholder engagement also include the
congderation that partnershipsarelearning environments (Brukardt et al .,
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2004).Change processes,therefore, need to be understood by al parties
involvedinthe collaboration. Effectiveleaderscreste conditionsto motivate
and encourage commitment of key stakeholdersto work asagroup. The
perspectives of participants need to be considered in order to develop a
uniqueand tailored Strategy to recruit each partner (Rubin, 2002). Building
relationshipsand trust is part of the processand can aid the motivation of
key stakeholders, particularly if leadersare mindful of their needsand
purposesfor establishing such relationships.

Collaborationisaplanning approach that presupposes constructing
rel ationshi ps between parties, since planning, gathering resources, and
implementing what has been planned are arrived at through joint effort
(Wiewd & Lieber, 1998). Clearly, establishing trust between an educational
inditution anditscommunity isthebasi sfor cregting long lasting partnerships.
Forming theserel ationshipswill bemet with positiveand negetivereactions
aseach party aimsto discover their rolesand responsibilities, for which
reason there needs to be adequate time to establish such partnerships
(Kriesky & Cote, 2003). Understanding change processes involves
continuousflexibility, compromise, and feedback in order to strengthen a
partnership (Wolff & Maurana, 2001). Itisalso required of partnersto
haveacollective understanding of change processesand how to effectively
negateinnovations. Supportiveworking relationshipsrouse confidencein
colleaguesto experiment with practices (Hargreaveset al ., 2001) to create
new theoriesof community engagement coupled with practical examples
(Brukardt et al., 2004).

Effective collaboration can befacilitated through professond diaogue,
and leaders need to ensurethe allocation of sufficient timeand resources
for meaningful involvement (Hargreaveset al ., 2001). Theleader becomes
acontext setter, the designer of alearning experience— not an authority
figurewith solutions(Fullan, 2001). Yet, involving morecommunity partners
in leadership generates greater team cohesion (Pugalee et al., 2001),
provided therearemutually beneficid arrangementswith acommonly-shared
agenda. Ramaley (2001) assertsthat shared agendaensuresaso thesharing
of the power and responsibility as well as the risks and rewards.
Furthermore, embracing an agenda aims at strengthening democracy,
encouraging responsible citizenship and civic duty, and facilitating a
commitment to education. Higher educationd inditutionsthat facilitete pre-
serviceteacher education, have pre-tertiaryeducationd ingtitutionsastheir
main community engagement, yet, theseinditutionsor schoolscan beresgtant
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to change (Allan & Wing, 2003; Wagner, 2001), particularly asalarge
number of educationd innovationshave comeand gone, creating skepticism
among teachers (Wagner, 2001). In addition, teachers have pride in
devel oping teaching programmes, and asking them to changetheir methods
can befelt asdemoralising. It isimportant that teachers are supported
indealing withinnovations (Hargreaveset al., 2001), asengagement of the
indtitutionwith thecommunity hasred potentia to connect higher education
to critical publicissues(Brukardt et al., 2004). Endeley (2014) addsthat
all stakeholdersin theteaching practicum programme need to collaborate
to ensureeffective mentoring asit hashuge potentia to bring about learning,
persona growth and devel opment for professionals.

M ethodology

A descriptive survey wasthe design adopted for the study. The choice of
research design for aparticular study isbased on the purpose of the studly,
according to Cohen, Manion and Morrison (2007). Sincethisstudy sought
tofind out the current understanding and invol vement of stakeholdersinthe
pre-serviceteaching practiceof St. Joseph’'s College of Education, Bechem,
asurvey designwasconsidered most appropriatefor itsexecution. Theuse
of the survey paradigm helped to ascertain the perception of respondents
ontheir involvement aswell astheir understanding of current practicesin
teaching practicefor easy description of thesituation.

The population of the study consisted of tutorsof St. Joseph’'sCollege
of Education, Mentorsand L ead Mentors (teachers of partner schools of
practice), Municipal and Digtrict Education Officersof partner Didtricts, as
well as members of Parent/Teacher Associations (PTASs) and School
Management Committees (SM C) of the partner schools. It also included
Landlords/Landladies, Assembly membersand Traditiona rulersinthefour
partner administrativedistricts, namely, Ahafo-Ano North and Ahafo-Ano
South districts of the Ashanti Region, and Tano North and Tano South
Digtrictsof theAhafo Region.

A total of 150 participantswere drawn from the population for the
study.Thiswasmade up of 25 Tutorsof . Joseph’s College of Education,
67 Teachersof partner schools (mentorsand lead mentors), 12 Municipal
and District Education Officers,16 PTA/SMC members, 20 Landlord/
Landladies, 4 Assembly membersand 6 Traditional rulers. The categories
of respondentswereall selected through convenience sampling technique
during the 2016/2017 practicum period in thefour partner districts.
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Questionnairesare used mostly to collect dataon phenomenathat are
not easily observed, such asattitudes, motivation, and self-concepts (Sdiger
& Shohamy, 1989). Semi-gtructured questionnairewasthe maininstrument
used to collect datafor thestudy. The questionnaire, which had both closed-
ended and open-ended items, elicited demographic information of
respondents, and al so sought for their perception on therelationship between
the Collegeand its partners on practicum and their knowledge of modern
techniquesinteaching practice.

Datacollected wereana ysed both quaitatively and quantitatively. The
qualitative dataobtained from the open-ended itemsin the questionnaire
weregrouped into different categories/themes cons stent with theresearch
objectivesand deduction and generdizations made using patternsand trend
of responses. The quantitative data.obtained from the closed-ended items
were coded and entered into the computer using the SPSS programme.
Specifically, the datawere analyzed using simple descriptive statistics,
percentages, meansand frequencies. The datawere presented withtheaid
of figures, graphsand tables.

Results

Sixty-five percent (65%) of the respondentswere maleswhile 35% were
females(Figurel). Asdepictedin Figure2, mgority of the 150 respondents
(44.7%) wereteachers (Mentors and L ead mentors) from the partner
basic schools, followed by the tutors from the college (16.7%). The
category of respondents having theleast representation wasthe Assembly
members (2.7%).

L evel of Stakeholder Cooper ation with College

Quiteasubstantial proportion (77%) of the respondents agreed that the
level of cooperation between St. Joseph’s College of Education and the
other stakeholderswasweak and very weak (Figure 3). Therespondents
attributed the causes of theweak cooperation to poor communication, lack
of stakehol der engagement, lack of review meetingsand stakeholders’ lack
of knowledgeof their respongbilities(Figure4).

Fifty percent (50%) of the mentors and lead mentors of the partner
schoolshad never attended any refresher or update course on monitoring
and mentorship and only 22% had had someform of training on monitoring
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Figurel: Gender distribution of respondents
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Figure3: Stakeholders level of cooperation
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and mentorship withinthelast threeyears (Table 1). Thiswaslikely to
negatively affect thequdity of themonitoring and mentorship they provided
for thetrainees.
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Tablel: LasttimeMentorsattended monitoring and mentor ship refresher

course
Years Frequency Percentage (%)
1-3Years 15 24
4-5Years 10 149
Above 5 Years 8 120
Never K7} 50.7
Total 67 1000

Most of the respondents (86%o) rated the support they provided their
mentees as high and very high (Table 2). Forty-five percent (45%) of the
respondents believed that the Teaching Practi ce was organised well with
another 43% believing that it waswel| structured. Conversely, mgority of
therespondents, 55% and 57%, believed that the practicum sessionswere
poorly organised and not well structured respectively (Figures5 and 6).

Table2: Respondents’ ability and prepar ednessto support mentees

Relationship Frequency Percentage (%)
Very High (69) 4
High 63 L
Low 15 10
Very Low 6 4
Total 150 100

Knowledge of Sakeholdersin M oder n Teaching Practice
Techniques

Thissection concentrated on the college tutors, mentorsand lead mentors
of the partner schools, since they are directly involved in mentoring,
monitoring and supervising the student teachers. On holding reflective
meetingswith student teacherson practicum, 65 out of the 92 respondents
(71%) did not hold reflective meetings with student teachers after each
lesson or supervision session, either because they were not aware or did
not understand how todoit (Figures7 and 8).
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Figureb: Participants perceptiononwhether teaching practicewaswell organised
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Figure7: Holding Reflective meetings with student teachers
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Also 68% of the respondentswere not aware of the existence aswell
asthe purpose of Teaching Practice Journa for whichreason they probably
held the view that trainees did not keep Teaching Practice Journals.
Furthermore, majority of the respondents (77%) had never participatedin
teaching practice evaluation meetings(Table4).

Table4: General knowledgeabout M orden Practicum

Knowledge YES | Percentage| NO Percentage
Number (%) Number (%)

Stakeholdersholding reflective

meetings with mentees D0 A 100 66

Awareness about TP Journal 48 K2 102 8

Mentees keeping TP Journal 15 10 135 D

Engagement in TP stakeholders

review meeting B 2 117 8

Discussion

With the exception of afew of therespondentswho agreed that thereexisted
strong cooperation and coordination between the college and the
stakehol dersregarding teaching practice matters, agood majority (77%)
disagreed that such strong cooperation and coordination existed. Thisimplies
that magj ority of the respondentsthought that they werenot involvedinthe
pre-servicetraining of the student teechers. Thiscould beaserioushindrance
toasuccessful practicum. Involving morecommunity partnersinleadership
generates greater team cohesion (Pugaleeet al., 2001), share of power
and responsibility aswell astherisksand rewards (Ramaley, 2001).

Lack of communication between the collegeand the other stakeholders
wasthe mgjor factor the respondents attributed to asthe cause of the poor
cooperation among stakeholders. Therewasno or very littleinformation
from the collegeto other stakehol ders on student teachers on teaching
practice. Democratisation of educational structuresin Ghana seeksto
enhance ownership of education at community levels, shifting someof the
respons bility around policy implementation away fromnationa andregiond
authorities Effectivecommunicationwithin school sand between communities
and schoolsis very cruciafor success (Hunt, 2007). It is therefore of
paramount importance to ensure effective communication between the
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college and other stakeholdersin order to promote effective collaboration
towardstheattainment of qudity practicumfor thecollege steacher trainees.

Stakeholders such astraditional rulers, landlords and landladies,
members of PTAsand SMCsfelt sidelined and therefore stayed away
from the teaching practice exercise. Even though some of them knew that
they had rolesto play in ensuring effective teaching practicein the schools
withinther traditiond areasandlocdlities, they felt notinvolved andtherefore
stayed away from the process. Thepoor cooperation and reationship among
the stakehol derswas attributed to the stakehol ders’ 1ack of knowledge of
their respongbilities. Mg ority of thestakeholders, especidly traditiond rulers,
landlordsand landladies, PTAs, SM Csand someof the education officers
did not know that they were stakeholdersin the training of the student
teachers. Despitethefact that majority of the respondentshad no formal
training on mentoring student teachers, thefindingsfromthesurvey clearly
indicated that stakeholders were ready and willing to support student
teachers onteaching practice but were hel pless asthey had no knowledge
about theroleto play.

Onthequestion of theextent of respondents’ knowledgeabout modern
teaching practicumtechniques, it cametolight that most mentors/lead mentors
had no ideaabout reflective meetingsand the keeping of Teaching Practice
journals.Thisaffected stakeholdersin their quest to providethetrainees
with the best modern teaching practice techniques. Reflectiveteaching
practiceentailsan ongoing examination of beliefsand practices, their origins
and their impacts on the teacher, the learners and the learning process
(Stanley, 1998).Thereflective processinvol ves continuous sal f-observation
and eval uation of the student teacher to understand individua actionsand
thereactionsof learners (Brookfield, 1995; Theil, 1999). The success of
reflectiveteaching requiresthe cooperation of staff of partnership schools
with student teachersby creating aconduciveschool climateand providing
therequired material resources. On the other hand, student teachersare
required to producetheir ownwritingsabout their experiencesaslearners
and teachers (Ogonor & Badmus, 2006).

Epstein and Kappan (1995) drew apositive associ ation between the
partnership of education stakeholdersand students' outcome, andinthis
case, the staff of partnership schools and student teachers, as such
collaboration could help the latter to grow professionally in a caring
community. Therefore, practitionersare encouraged to provide opportunity
and support for themselves and othersfor reflection on both the content
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and the learning process as well asto model reflective thinking on the
strategiesfor learning and what waslearned (Schon, 1987; Clift, Houston
& Pugach, 1990).

Conclusonsand Recommendations

The study which explored stakeholders’ level of involvement inteaching
practicein St. Joseph’s College of Education, Bechem, aswell astheir
knowledgein modern teaching practicum techniques, reved ed anumber of
findings from which some conclusions could be drawn. The level of
cooperation between the college and her partnerswasweak because of
poor communication, lack of engagement and lack of review meetings.
There existed knowledge gap on the part of stakeholdersontheir rolesfor
asuccesstul practicum. Mentorsand lead mentorshad little knowledge of
reflectiveteaching practice and the use teaching practicejourna. Onthe
basisof suchfindings, it could be concluded that the practicum was poorly
conducted and that the overall objective of equipping thetraineeswith
practica orientation intheteaching processwould not befully realised. The
preparation of the college beforethe start of the practicum wasinadequate
asit wastaken for granted that the stakehol derswould be ableto deliver
on expectation.

It istherefore recommended that since the production of competent
teachersremains one major preoccupation of Collegesof Educationin
Ghana, measures should be put in placeto bring al stakehol derstogether
to ensureasuccessful practicum through engagement, review meetingsand
improved formsof communication. Also, thelead ingtitution, . Joseph's
College of Education, Bechem, through its Teaching Practice Unit need to
organiseperiodicworkshops, in-servicetraining etc. to upgrade stakeholders
knowledge on emerging best teaching practi cetechniques.
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